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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 (CSICRed 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).
ISOC),

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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Selective strategy use depending on oral skill: An analysis of
EFL course books using categorical modelization1
Uso selectivo de estrategias según la destreza oral: un
análisis de libros de texto de enseñanza del inglés usando la
modelización categórica
DOi: 10.4438/1988-592X-RE-2016-374-324

Gloria Luque Agulló
universidad de Jaén, facultad de Humanidades y Ciencias de la Educación, Departamento de filología inglesa

Mª Camino Bueno-Alastuey
universidad pública de navarra, facultad de Ciencias Humanas y Sociales, Departamento filología y
Didáctica de la Lengua

Manuel Miguel Ramos Álvarez
universidad de Jaén

Abstract
As recent research has shown that teaching second language (L2) learning
strategies explicitly contributes to an increase in strategy use and in oral
proficiency, this study explores the type of oral skill strategic instruction
employed in some of the most common textbooks used in the last year of Higher
Secondary Education in Spain. The study considered strategy instruction and if
the type of oral skill, listening or speaking, affected strategy choice. Three
variables and their association were considered using a statistical modelization
perspective. Results showed that strategies were selected according to type of
skill, that the type of strategies selected for explicit instruction and implicit use
(1)
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Research Project FFI2021-22442 “Orientación, propuestas y enseñanza para la sección de inglés en la prueba
de acceso a la universidad”, financed by the Ministry of Education, Spain.
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did not differ significantly, and that strategies are contemplated mainly implicitly
in textbooks within the units, and so explicit instruction of strategies is not
sufficiently promoted in textbooks.
Keywords: strategy, explicit versus implicit teaching, skill, textbook analysis,
last year Secondary Education, modelization analysis.

Resumen
Motivado por el hecho de que investigaciones recientes han demostrado que
enseñar explícitamente las estrategias de aprendizaje de la segunda lengua (L2)
contribuye a un incremento en el uso de estas estrategias y a una mejora de la
competencia oral, este estudio explora el tipo de enseñanza estratégica presente
en algunos de los libros más usados en segundo de Bachillerato en España. El
estudio consideró si la enseñanza de estrategias de aprendizaje era implícita o
explícita, y si el tipo de destreza, comprensión o producción oral, para el que
se realiza dicha enseñanza afectaba de alguna manera a la propia selección de
estrategias. Se estudió la asociación entre las tres variables (enseñanza, estrategia
y destreza) usando una perspectiva de análisis basada en la modelización. Los
resultados mostraron, primero, que la selección de estrategias dependía de la
destreza; segundo, que el tipo de estrategias seleccionadas no difería
estadísticamente según su tipo de enseñanza, explícita o implícita; y tercero, que
la enseñanza estratégica en los libros de texto se realiza, en su mayor parte, de
una manera implícita, por lo que la enseñanza explicita es insuficiente.
Palabras clave: estrategia, enseñanza implícita versus explícita, análisis de
libros de texto, Bachillerato, modelización categórica.

Introduction
The study carried out by the Ministry of Education in Spain (MECD, 2012)
emphasizes the need to promote actions conducive to the development
of the oral competence of students, particularly as compared to other
European countries. Furthermore, previous studies about language testing
in Spain have noted the need to incorporate an oral component in the
University Entrance exam (Bueno Alastuey and Luque Agullo, 2012), and
procedures that guarantee the improvement of current oral competence
proficiency levels (Laborda, Luque, Muñoz & Bakieva, 2015) so that
students acquire a level that matches the requirements of the European
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labor market (Halbach, Lázaro & Pérez, 2013). Among the actions that
could be taken, the use of strategies for second language learning has
shown strong correlations with EFL proficiency (Lee & Oxford, 2008).
What remains unclear is whether L2 learning strategies can be explicitly
taught (Anderson, 2005), acquired through exposure (Eslinger, 2000) or
transferred from the first language (Wolfersberger, 2003). Recent studies
seem to conclude that explicit teaching of L2 strategies is effective and
beneficial for acquisition (Cohen & Macaro, 2007; Graham, Santos &
Vanderplank, 2011; Lyster & Saito, 2010), particularly when it is integrated
in mainstream teaching practices (Anderson, 2005). Specifically, “some
types of strategies appear to be more related to success in language
learning than others” (Griffiths, 2013, p. 92) although “there are no good
or bad strategies, there is good or bad application of strategies”
(Anderson, 2005, p. 762).
Course book evaluation has also formed part of Second Language
Acquisition (SLA) research for several decades (Mukundan & Ahour, 2010;
Tomlinson, 2011) in the search for appropriate textbooks for specific
learners’ needs and classroom situations. Generally, research literature
has focused on aspects concerning the skills (Rezza, 2011), on how
communicative competence is developed (Gómez-Rodriguez, 2010), or
on specific linguistic aspects (Mukundan, Nimehchilasem, &
Hajimohannadi, 2011; Zapata, 2011). However, very little research has
been carried out on how strategic teaching of L2 strategies is considered
in textbooks. Since teaching L2 learning strategies explicitly seems to
increase strategy use and oral proficiency according to recent studies
(Cross, 2009; Lam, 2010; Lam & Wong, 2000; Plonski, 2011), this work,
which is part of a wider project2, analyzes i) the frequency and types of
strategies considered, ii) whether they are implicitly or explicitly taught,
and iii) which of them are associated to either of the two oral skills,
listening or speaking, in some of the most used course books in the
second year of Bachillerato3 in Spain.

(2)

(3)
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Research Project FFI2021-22442 “Orientación, propuestas y enseñanza para la sección de inglés en la prueba
de acceso a la universidad”, financed by the Ministry of Education, Spain. Its objective is to offer proposals
for testing oral competence at the end of Higher Secondary Education.
Second year of Bachillerato is the last year of Higher Secondary Education in Spain.
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Acquisition and use of L2 learning strategies
L2 learning strategies have been defined as “thoughts and actions,
consciously selected by learners, to assist them in learning and using
language in general, and in the completion of specific language tasks”
(Cohen, 2011, p. 682). In Anderson’s terms (2005), strategies are
conscious, they might be observable, and they are processes which are
not used in isolation as single actions. Moreover, there is an active
involvement on part of the learner in their selection and use (Ibid, 2005:
p. 757). L2 learning strategies have been classified in different ways, for
example, “strategies for learning and use, strategies according to skill
area, and strategies according to function» (Cohen, 2011, p. 682).
However, the notion of strategy, and specifically that of language learner
strategies, is still being refined in several research fields (Griffiths, 2013).
Some of the problems reported include the fact that the different
categorizations in strategy literature overlap (Anderson, 2005), strategies
for L2 learning and L2 use are difficult to distinguish in real life (Hsiao &
Oxford, 2002), strategies are considered either too general, fuzzy or
incoherent (Rose, 2012a), and most questionnaires enquiring about
strategy use seem to be inaccurate or unreliable (Rose, 2012a,b).
Despite the current lack of consensus on any particular classification
scheme (Chaudron, 2006; Plonski, 2011; Rose, 2012a,b), and the criticism
of some authors (Dornÿei, 2005) to previous research in the field, “a wide
range of tools available for identifying, classifying and measuring L2
strategies” (Anderson, 2005, p. 760) have been developed in the last two
decades, including taxonomies, think-aloud protocols and reflective
journals. One of the most widely used inventories is Oxford’s
classification (Oxford, 1990; Hsiao & Oxford, 2002). This six factor
taxonomy includes six major categories: memory strategies, which help
learners link one L2 item or concept with another; cognitive strategies,
which involve mental processes directly concerned with the processing
of information “to aid the acquisition, storage and use of information”
(Oxford, 1990, p. 8); compensation strategies, which are “techniques used
by learners to compensate for missing knowledge” (Hsiao & Oxford,
2002, p. 371), metacognitive strategies, used to self-direct or regulate
language learning; affective strategies, which “help to regulate emotions,
motivations and attitudes” (Deneme, 2010, p. 81); and social strategies,
which are related to learning through the interaction with other people.
The taxonomy includes subcategories for each of the major categories.
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Although the author has reformulated part of the classification
(Oxford, 2011) and some authors have noted that some of the categories
might overlap (Dornÿei, 2005), this taxonomy was chosen in our study
for a number of reasons. First, it was chosen because it remains as the
“most widely used strategy inventory” (Cohen, 2011, p. 693) “for L2
strategy research” (Anderson, 2005, p. 760), and it is still utilized by many
authors (see, for instance, Griffiths, 2013, p. 59). Second, according to
Anderson (2005, p. 760), “reliability and validity data are available for the
taxonomy”, its validity is high and translated versions have been used in
many research projects. Thirdly, it was found to account the best for the
variety of strategies reported by learners when compared to other
classification schemes (Hsiao & Oxford, 2002), and it includes most of
the strategies from other schemes. Additionally, recent classifications
based on learners’ self-regulation mechanisms do not solve the
methodological problems attributed to the taxonomy used in the present
paper as they present the same problems regarding categorization
fuzziness (Rose, 2012a,b).
The importance of L2 strategic instruction has arisen from research
studies which show that efficient language learners use those strategies
(Morales & Smith, 2008; Cohen, 2011), and that proficient strategic use is
correlated to language learning success and proficiency (Manchón, 2008;
Anderson, 2005). Furthermore, recent research has shown that proficient
learners use strategies in more appropriate ways (Cohen, 2011; Griffiths,
2013), “matching strategies to the task” (Chamot, 2005, p. 116) and using
metacognitive knowledge. Consequently, it seems important to study how
L2 learner strategies instruction is considered in textbooks, since adequate
use of L2 learners’ strategies may improve students’ proficiency, and thus,
knowledge of strategies seems paramount.

Implicit and explicit teaching of L2 learning strategies
The dichotomy between implicit vs. explicit teaching, which has been a
focus of research for applied linguists for several decades (DeKeyser,
2003), has extended to L2 learning strategies and to whether those
strategies can be explicitly taught in the classroom.
Explicit learning involves “conscious awareness and intention” (Brown,
2007, p. 291) to learn, and it is a process where students seek out the

14
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structure of information that is presented to them. Alternatively, implicit
learning is “learning without conscious attention or awareness” (Brown,
2007, p. 291). It occurs “without intention to learn and without awareness
of what has been learned” (Brown, 2007, p. 292). Regarding teaching,
explicit instruction in textbooks would involve overt information about
the items to be learnt, whereas implicit teaching would mean no reference
is made to those items although the learner must use them to fulfill
certain activity or task. For this study, L2 strategies were the items
considered (see appendix III for examples).
The effectiveness of explicit teaching of strategies has been questioned
(Skehan, 1998), and some authors consider that strategies can be
transferred from the L1 (Kellerman, 1991). However, transference is not
automatic (Anderson, 2005), and less proficient learners tend to use the
same strategies without making significant progress. Moreover, an
overuse is associated to low proficiency levels (Anderson, 2005; Manchón,
2008). Nevertheless, most strategies are effective, promote learning and
can result in improved oral competence (Anderson, 2005; Cohen &
Macaro, 2007; Lee & Oxford, 2008; Manchón, 2008), specifically when
they are associated to explicit instruction and integrated in the regular
language classroom (Plonsky, 2011). Furthermore, the use of strategies
gives learners a sense of security for real life and classroom
communication (Manchón, 2000).
In sum, there is a general agreement on the fact that strategy use is
associated to success in language learning and should be integrated in
mainstream language instruction (Manchón, 2008), especially if oral
competence is a goal of language teaching and testing in Europe
(Amengual-Pizarro & Méndez García, 2012). Additionally, there is a
growing interest in incorporating an explicit focus on learning strategies
and learning-how-to-learn into language curricula following European
guidelines (Council of Europe, 2001; Wong & Nunan, 2011). However,
the approach in which L2 learning strategy instruction is considered for
listening and speaking in some textbooks commonly used in the last year
of Higher Secondary Education in Spain has not been explored. This issue
is relevant in the sense that it allows considering whether strategy
instruction in textbooks forms part of mainstream instruction or “if it
remains at the level of isolated initiatives” (Manchón, 2008, p. 223), as
teachers will tend to do in class what the textbook chosen suggests.
Consequently, the focus of strategy instruction, explicit or implicit,
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present within the textbooks and the type of learning strategies associated
to either of the two skills, listening and speaking, will be a good indicator
of the way strategy instruction is taking place in real mainstream
classrooms.
Furthermore, research has rarely considered in depth the possible
associations among L2 strategies, type of teaching focus –implicit or
explicit-, and oral skill developed-listening and speaking- in textbooks.
Consequently, the aim of our research was to explore such associations
by including in the same design the three variables, using a type of
statistical analysis which would be able to provide answers for this
complex situation. The following hypotheses regarding strategic
instruction for the oral skills in textbooks were formulated:
1. The frequency of implicitly used strategies within the units in
second year Bachillerato course books is higher in implicit use than
in the explicit teaching focus independently of the skill considered.
2. This higher frequency of strategies associated to implicit teaching
also applies independently of the type of strategy considered.
3. L2 strategies will be selected in terms of the skill being introduced
in the textbook unit, and thus, we hypothesize a partial association
between Strategy and Skill not affected by Teaching Focus.

Method
Instruments
A checklist (Bueno-Alastuey and Lugue Agullo, 2015a) was created to
analyze oral skills development in textbooks. After the checklist was
created, five course books4 were selected to be evaluated. From each of
those books, two randomly selected units were analyzed by the authors
using the checklist.
Part of the checklist created focused on strategy instruction and
included sixteen items. The first two were categorical exclusive5 items
(4)

(5)

16

The five books analysed were the most widely used in the year 2012 in the last year of Higher Secondary
Education in Spain according to the data provided by publishing companies, as they sold 134,654 copies.
Categorical questions/variables are single-choice or multiple-choice questions such as yes-no questions or
questions with several possible answers. They are exclusive if the choice is restricted to one option and
inclusive if more than one option can be selected.
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stating, first, whether there was any explicit L2 learning strategy
instruction in the listening and speaking sections of the units analyzed,
and, secondly, whether there was any explicit instruction in any other
specific listening or speaking sections of the textbook or in support material
- teacher’s book, extra material, resource book, web pages referenced, etc.
- but not within the units themselves. Explicit instruction inside the
students’ units was labeled Explicit Internal, whereas explicit instruction
of strategies found in other sections of students’ textbooks or in support
material was labeled Explicit External. Given the time pressure felt by
teachers to cover the curriculum, this distinction between what can be
found inside the units and outside the units was considered important.
Explicit instruction, both internal and external, was operationalized as
any explicit explanation given about a strategy and how to use it, while
implicit use of a strategy was defined as any question or part of an activity
in which learners were supposed to employ a specific learner strategy
without any reference to its name, how that strategy should be used, or
its benefits (see Appendix III for specific examples in the textbooks).
Those two first questions in each section were followed by six further
categorical and not exclusive statements enquiring about the type of 1st
level strategies (the six major categories in Oxford´s taxonomy: memory,
cognitive, compensation, metacognitive, affective and social), and 2nd
level strategies (subcategories proposed by Oxford (1990) for each of her
major categories) instructed explicitly inside the units. The following two
questions, questions 5 and 6, checked which specific 1st and 2nd level
strategies were instructed explicitly outside the units, and in support
material of the textbook pack. Finally, questions 7 and 8 examined which
1st and 2nd level strategies were supposed to be used implicitly to
complete the tasks/exercises.

Instrument Analysis
First, a descriptive analysis was carried out to find out the frequency and
type of strategies used in the textbook units. As shown in the first section
at the bottom of Fig.I, the most frequently used strategies were cognitive
(Cog) and metacognitive (Met) strategies followed by compensation
(Com) strategies, which were also fairly used, and by memory (Mem) and
social (Soc) strategies, which were scarcely employed. Finally, affective
(Aff) strategies were the least used.
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Figurei. frequency and type of strategies.6

As for the most used at the 2nd level of specificity(see Fig. 1), there
were only three strategies which were frequent, the metacognitive
strategy of centering, the most frequent in absolute terms, the
compensation strategy of overcoming limitations, and the cognitive
strategy of creating structure for input and output.
The pattern of inclusion of strategies in textbooks described in the
present work is fairly coincident with that of other studies which have
used Oxford’s classification (Anderson, 2005; Lee & Oxford, 2008;
Salashour, Sharifi & Salahshour, 2013; Vandergrift, 2005) to find out which
L2 strategies are associated to more proficient levels. However,
metacognitive strategies, which have been reported to be more effective
for learners’ proficiency than cognitive ones, were less frequently found
than cognitive strategies in our textbook analysis.
(6)

18

Symbols (circles, triangles, squares) are associated to each of the six types of first level strategies. Thus,
the sections above the general one also use these six symbols for the introduction of percentages in second
level strategies.
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These frequencies confirm the need to establish in a methodological
sense how the textbooks selected deal with explicit and implicit teaching
of L2 strategies, what types of strategies are used and how they might be
associated to the two oral skills.

Design and data analysis
The data obtained were placed on tables and coded according to the
variables strategy, teaching focus, and skill. The first variable, strategy,
was coded into type of major category used: memory [mem], cognitive
[cog], compensation [com], metacognitive [met], affective [aff], or social
[soc]. The second variable, teaching focus, considered first the type of
instruction (explicit vs implicit), and secondly, the section where the
instruction took place (within unit, internal vs in other sections of the
textbooks or in support material, external); thus, this variable was coded
in three levels: implicit (Impl), explicit external (Expl.E), or explicit
internal (Expl.I). The distinction implicit internal vs. external was not
considered relevant because implicit use does not involve any type of
overt instruction and our focus was on explicit instruction. Finally, the
third variable, skill, included listening (Lis) and speaking (Spe).
Using this coding system (see footnote 5), the statistical analysis was
established following a categorical 3-way design, were strategy was
denoted as A, teaching focus as B, and skill as C variable. All analyses
were carried out using the R7 program of statistical analysis.
As this study considered three categorical variables and their possible
association, a modelization perspective (i.e. log-linear analysis based on
the generalized linear model) proved to be the optimal way to establish
their possible statistical associations, rather than using classical simple
chi-square analysis, which does not work when the frequency table is
three-dimensional. This perspective can reveal the potential confusion,
between marginal and conditional associations, and it also allows
determining which is the best model to explain the connections among
variables. The Paik (Paik 1985) diagram of Fig. II shows a visual
(7)

All statistical analyses were performed using the free-GNU R software, R version 3.0.0 (R Foundation for
Statistical Computing, http://www.r-project.org/) with {MASS}, {vcd}, {vcdExtra}, {gmodels}, and {contrast}
libraries. Statistical significance was set at probability of.05.
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representation of this type of confusions. The dashed line connects the
marginal proportions of use of this cognitive strategy when associated to
each of the two skills. In both sections of Fig.II it appears that strategy
and skill are associated. Concretely, within listening, there is a higher rate
of use of strategies than in speaking (the slope of the line is positive).
However, when the teaching focus is considered, the center of the circles
show the conditional probabilities of use of strategy for the skill and
teaching focus in conjunction. From this perspective, given the
hypothetical case on the left, the apparent association between strategy
and skill is lost (the null slope of the solid lines is different to the slope
of the dashed line), whereas in the case on the right, such association is
maintained despite the teaching focus (the slope of the solid lines are
equivalent to the dashed line).

Figureii. paik diagram: differences between diverse types of complex associations on a threeway design.8

A two phase analysis was carried out, and decisions were taken
depending on the results of more traditional tests of statistical significance
of the type G2 (or the Likelihood ratio statistic: The standard goodness of
Fit statistic on the categorical context9) together with AIC and BIC
complementary measures based on the informativity provided by the
models (AIC, Akaike’s information criterion, or BIC, Schwarz Bayesian
information criterion), following specialized literature (Agresti, 2012).9
(8)

(9)

20

The variables strategy, teaching focus and skill are, in this figure, considered within two hypothetical
situations.
see Appendix I for details of statistic and Goodness of Fit Indexes
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In the first phase, from all the possible models (Appendix I, section c)
only the statistically significant models were selected (see Appendix I,
section a for details). In the second phase, the significant models were
compared following a comparative (or conditional) perspective
(Appendix I, section b). The comparison determined that the Joint
independence model was the optimal one, (AC, B) Type, in statistical
terms, for our analysis. This model was significantly better than the
simpler one in the hierarchy, Mutual Independence: Mut.Ind. (A, B, C),
and showed optimal values regarding informativity (AIC = -12.071, and
BIC= -77.560). Statistical details about the two phase statistical analysis
appear in justification section of Appendix I.
Furthermore, given the relevance of this model for our predictions, a
more detailed analysis was carried out in a third phase, in which the logic
of classical experimental designs was applied to our categorical design.
Thus, a simple effect analysis versus a main effect analysis was considered
for the three categorical variables (Maxwell & Delaney, 2003). That is to
say, the association given by AC (or Strategy*Skill), in connection with
the independent component B (or Teach.Focus). Additionally, the
association AC was contemplated from its two possible directions, from
Strategy To Skill, and from Skill to Strategy. For further details, see
Appendix II.
Results and discussion
Regarding the first hypothesis, there is an apparent difference of
frequencies between implicit use and explicit instruction (for more
specific details about the distribution of strategies, see (Bueno-Alastuey
and Agulló, 2015b). As can be seen in Table I (section a), there was more
implicit use required (Impl.) than explicit instruction both within the unit
(Expl. I), and outside the units (Expl. E) (marginal frequencies 51, 21 and
73 for ExplE, Expl.I and Impl respectively). In other words, strategies
were less frequent in explicit teaching in general for all types of strategies
and in absolute terms, so the variable considered, strategies (A), and
teaching focus (B) were independent.
After finding out that textbooks provided very low explicit reference
to strategies, we considered this pattern both for speaking and for
listening (23 vs 28, 10 vs 11, and 33 vs 40 respectively). These data
confirm our first prediction, that the frequency of strategies considered
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within the units in second year Bachillerato course books is higher in
implicit use than in explicit teaching independently of the skill
considered.

Tablei. frequency of strategy use according to teaching focus10

Concerning the second hypothesis, differences of use between explicit
and implicit teaching were consistent for all types of strategies (see Table
I, section b). For instance, use of cognitive strategies was higher for
implicit teaching (17) than for external explicit (12) and internal (5), and
this pattern is similar in all the columns (representing different major

(10)

22

Explicit internal –Expl.I-, explicit external –Expl.E-, implicit –Impl- and skill (listening –Lis- and speaking
–Spe–).
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categories of strategies). Thus, our second hypothesis was confirmed, so
the superior frequency of strategies associated to implicit teaching also
applies independently of the type of strategy considered.
Third, we studied whether L2 strategies are selected in terms of the
skill being introduced in the textbook unit (hypothesis 3) independently
of the teaching focus. The results of the statistical analysis established an
association between type of skill and strategy and thus type of strategy
depended on skill and not on teaching focus (see Appendix II for further
details). As was anticipated in the introduction, research has not
considered whether there is a differential use of strategies according to
the type of skill when controlling other possible variables, which avoids
the potential confusion between the marginal (net) and the conditional
association for the variables considered. For instance, the possible
association between strategy and skill in the three-way design does not
reveal how the teaching focus may alter this association. As shown in
Table I, section c, there is a sharp contrast among the types of strategies
included for explicit instruction or implicit use for the two skills analyzed.
In general terms, the frequency of strategies developed for speaking is
higher than for listening in some strategies, particularly regarding the use
of social strategies, cognitive and memory ones. This pattern is inverted
for compensation and memory strategies, which show a higher use in the
listening skill. Affective strategies are used uniformly for both skills. Thus,
our third hypothesis was confirmed.
The data regarding this third hypothesis is illustrated in Figure III
below, which shows the contrast between explicit instruction (both within
students’ units [Expl. I] and in other sections [Expl. E]), and implicit use
(Impl.) depending on skill.
Even though the figure shows there is some contrast between the
implicit use of some kind of strategies between skills, for example
affective strategies are not used implicitly for listening, it is clear that
implicit use of strategies is predominant over explicit both within the
units and in other sections.
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FiGuRe iii. Selective strategy use in connection with teaching focus and skills11.

Our design involved the use of a modelization perspective to establish
the association between the three categorical variables considered (for
details on the possible types of associations, see Appendix I, section c).
The analysis of our data resulted in a partial (joint) association, of the
type (AC, B12). which was deemed to be the most appropriate one for
describing the interaction of the three variables. Figure IV, where full
figures represent statistical significant differences, illustrates the statistical
details from this model comparing the use of the six major categories for
each of the skills (lower two sections) and the employment of each
category for both skills (third section). Finally, it also establishes the
contrast between explicit instruction or only implicit use of L2 strategies.

(11)
(12

24

See section C in Appendix I for numerical values.
A for Strategy, B for Teaching focus, and C for Skill.
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FiGuRe iV. Results using joint association model (AC, B).

Considering differences between skills, social strategies were dealt with
significantly more in the speaking sections than in the listening sections.
However, the highest quantity of significant differences took place within
skills and specially in listening (see bottom section of Figure IV: full
squares). There were a number of strategies being considered significantly
more than others within both skills, showing books tend to propose the
same kind of strategies for the same skill ignoring alternative ones.
Regarding speaking, there were significantly more social and cognitive
than affective strategies being illustrated and used (see second section of
Figure IV: full dots). Consequently, there seems to be a predominance of
social and cognitive strategies being explicitly instructed and implicitly
dealt with in speaking although the only significant difference appeared
in affective strategies which are not dealt with sufficiently in speaking.
There are more significant differences in how strategies are considered
in listening. Social strategies were used significantly fewer times than all
other types of strategies. This should be an expected finding because
course books seem to deal with listening as an individual skill,
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consequently strategies fostering collaboration are not explicitly
instructed or implicitly asked for. However, students could benefit from
collaborating to understand recorded passages and especially to activate
background knowledge by sharing experiences and knowledge to aid in
listening tasks.
Affective strategies were also used significantly fewer times than
metacognitive and compensation strategies, and memory strategies
significantly fewer times than metacognitive strategies in listening.
Therefore, course books do not deal enough with social, affective and
memory strategies for listening and students’ exposure to these kinds of
strategies is significantly more limited than to the other three kinds of
strategies.
Finally, Figure IV also shows results of the marginal effect produced
by the teaching focus, confirming our first prediction and the third part
of the joint model. The difference between implicit use and explicit
instruction was statistically significant and confirmed there was
significantly more implicit required use (Impl.) than explicit instruction
both within the unit (Expl. I), and outside the units (Expl. E). Furthermore,
there was significantly more explicit instruction in support material and
specific sections outside the units (Expl. E) than within the units of the
students’ textbooks (Expl.I) for both skills.

Teaching implications
As shown by research both in Spain and in Europe (see the study carried
out by the Ministry of Education in Spain, MECD, 2012) there is a need
to promote actions conducive to the development of the oral competence
of students. Among these, there is a growing interest in incorporating an
explicit focus on learning strategies and learning-how-to-learn into
language curricula following European guidelines (Council of Europe,
2001; Wong & Nunan, 2011).
Moreover, as strategy use is associated to success in language learning,
its explicit integration in mainstream language instruction would probably
lead to higher competence levels (Manchón, 2008), particularly with the
consideration that learning strategies can be teachable (Griffiths, 2013).
If proficient learners are better at using appropriate language learning
strategies, and this involves matching the type of strategies to the type of
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task, then, explicit instruction is needed and should be the aim within
the units of a textbook. However, our analysis shows that explicit
instruction is scarce within the units analyzed.
Furthermore, a wider array of strategies should be offered to provide
an adequate range of them to decide which one matches the task better
depending on skills, so as to maximize the learners’ choice. Nevertheless,
this study shows that the variety of strategies being taught and used
remains scarce. Consequently, teachers and book authors should make
an effort to widen the number and variety of learning strategies they offer
their students.

Limitations of study and recommendations for further research
Although “researchers in the field widely agree on the theoretical benefits
that learning strategy research provides for foreign language education”
(Rose, 2012a, p. 92), the taxonomy used (Oxford, 1990) in this study has
been questioned for the categorization of strategies, data collection
instruments and contradictory results (Rose, 2012b). Nevertheless, this
taxonomy was used because it has been widely used, has high validity
and more recent taxonomies, including the notion of self-regulation
(Dörnyei, 2005; Oxford, 2011) have also been shown to suffer from the
same definitional fuzziness they criticize (Rose, 2012a,b). Our
methodological design, which has shed some interesting results when
analyzing associations between strategies and two more variables, should
be applied to other situations and strategic taxonomies including selfregulation phenomena, in order to find out whether the apparent
association existing between type of strategy and skill still exists when
the type of strategies analyzed are different. Moreover, it would be
interesting to consider in future studies whether the association between
alternative strategy taxonomies in the three-way design reveals changes
in this association produced by the teaching focus. Additionally, it would
be challenging to compare how the different strategy classifications
interact with other variables in a wide range of contexts.
The study of oral strategies should form part of wider studies which
contemplate how oral competence is dealt with in EFL textbooks.
Although textbooks devote some space to strategic development, and they
select strategic behavior in terms of type of skill, the majority of them
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include that as supplementary material, which might or might not be used
by teachers, or they might just consider their use for different tasks
without the inclusion of any explicit reference to strategic instruction.

Conclusions
This study measured the frequency of L2 learner strategies in five of the
most common textbooks used in the last year of Higher Secondary
Education in Spain. The frequency of strategies was considered in terms
of the skill being developed, listening or speaking, and the focus of
teaching, implicit or explicit. Our results showed that frequency of
strategies was higher in implicit use than in the explicit teaching focus
independently of the skill considered. Within explicit teaching, there was
more frequency of strategies in complementary material outside the
textbook units than inside them. Furthermore, the superior frequency of
strategies associated to implicit teaching also applied independently of
the type of strategy. Finally, according to the results of the modelization
analysis, L2 strategies were selected in terms of the skill being introduced
in the textbook unit, but independently of the teaching focus.
Consequently, different strategies are selected for the two strategies
contemplated, but no choice is given for explicit teaching or implicit use
in the course books analyzed, where the same types of strategies are
introduced.
Therefore, bearing in mind the fact that some types of strategies do
appear to be more related to success in language learning than others
(Griffiths, 2013, p. 692), and that explicit teaching of some of these
strategies contributes to an increase in strategy use and in oral proficiency
(Graham & Macaro, 2008; Cohen, 2011; Grifiths, 2013), then the textbooks
selected may not provide sufficient explicit practice. Moreover, as research
has shown (Cross, 2009; Lam, 2010; Lam & Wong, 2000; Plonski, 2011),
learning strategies are in fact teachable (Griffiths, 2013), and “effective
strategy instruction should be part of instructed language learning”
(Manchón, 2008, p. 225). However, the lack of explicit instruction within
the units points to a lack of awareness of the importance of L2 learning
strategies for successful oral language performance on the part of
publishing houses, who do not seem conscious of the effectiveness of
explicit interventions followed by practice proposed by some authors
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(Graham & Macaro, 2008). They also point to the more than likely lack
of strategy instruction students experience as teachers will tend to do in
class what there is within the units of the book chosen rather than
complementary material in other sections, such as exam practice sections
which is considered as optional, and usually ignored because of lack of
time.
However, it must also be considered that efficient use of learning
strategies (Morales & Smith, 2008) has to do more with degree and
appropriateness than with quantity, as Griffiths confirms (2013, p. 77)
when she reviews studies about the use of learning strategies of higher
level learners, supporting Rubin et al. (2007, p. 142) statement that ”unless
learners select strategies in the service of some task, skill and goal, they
will not easily find the most appropriate strategies and be successful”.
Nevertheless, in the textbooks analyzed only some types of strategies are
offered for some skills, and strategy instruction depends on the skill being
taught. Therefore, the choice of strategy to be taught or used depends on
skill and textbooks tend to favor certain strategies over others in the tasks
or explicit instruction they provide. This points to a more than likely lack
of enough knowledge of all kind of strategies for oral production and
reception skills.
If the most effective strategy instruction should be explicit and
integrated in the regular language classroom, the course books used in
this educational stage do not fulfill this objective and limit strategy
instruction to specific sections outside the units and particular strategies
depending on skill.
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Appendix I
Statistical results of modelization analysis
Using the R program of statistical analysis13, a two-stage analysis was
completed. In these two stages, decisions were taken according to both
the more traditional tests of statistical significance of the type G2 and also
complementary measures based on the informativity of the models (AIC
or BIC) (see Agresti, 2012).
The first phase in the analysis was carried out to select the statistically
significant models (see section b), allowing the selection of Models
Hom.Ass. {AB, AC, BC}, Con.Ind.3 {AC, BC} and Joint.Ind.2 {AC, B}. Then,
the selected models were compared in the second phase following a
conditional perspective (section c), concluding that the Joint
independence model {AC, B} was the optimal one from those initially
selected. This model was significantly better than the simpler one in the
hierarchy, Mut.Ind. {A, B, C}, but did not differ from the more complex
ones which were also relevant, Con.Ind.3 {AB, AC} or Con.Ind.1 {AC, BC},
because they involved a single association, AC, that also appeared in the
reference model.. This was confirmed since the relative (conditional)
comparison among the three possible models that involve simple
associations revealed that the only model showing significant differences
with the more complete one of the type (Hom.Ass. {AB, AC, BC}) was the
Con.Ind.2 {AB, BC} model. Therefore, the AC association is significant (see
details on section c). As a whole, the selected model is the one offering
optimal informativity values (AIC = -12.071 and BIC= -77.560; in contrast,
AIC=-2.995/ BIC=-32.763, or AIC=-6.781/BIC=-42.502); respectively for
Hom.Ass. {AB, AC, BC} and Con.Ind.3 {AC, BC}) so this model was selected
for our analysis.
a) Different modelization hierarchical models for a multidimensional
situation with three categorical variables: A (Strategy), B (teaching
focus) and C (Skill).
(13)
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All statistical analyses were performed using the free-GNU R software, R version 3.0.0 (R Foundation for
Statistical Computing, http://www.r-project.org/) with {MASS}, {vcd}, {vcdExtra}, {gmodels}, and {contrast}
libraries. Statistical significance was set at probability of.05.
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• Complete association (Saturated model) {ABC}. Complex
association (or 3-factor interaction) among all variables. A two-way
association is in turn modulated by the third variable (i.e. The
association of Strategy & Teaching focus will in turn change when
the variable Skill is introduced).
• Homogeneous association {AB, AC, BC}. All pairs of variables are
associated, Strategy & Teaching Focus, Strategy & Skill, and Teaching
Focus & Skill. Whatever the conditional association between two
variables is, strong or weak or not present, it is the same for all levels
of the third variable, thus neither C modifies the association AB, nor
B modifies the association AC, or A modifies the association BC.
• Conditional independence {(B+C)*A} or {AB, AC}. Two
associations of two factors. The model holds that variables A and B
and also A and C are associated, but B and C are conditionally
independent. I.e. given: Strategy * Teaching Focus, and Strategy *
Skill, but Teaching focus & Skill are independent through all and
each levels of the variable Strategy.
• Joint independence (or partial association) {AC, B}. An
association of only two factors and a main effect. For instance, Skill
and Strategy are associated, but Teaching focus is independent.
• Mutual independence {A, B, C}. All variables are independent. In
this case, Strategy, Teaching focus and Skill.
b) Global modelization analysis and results
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c) Conditional Modelization Analysis
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Appendix II
Statistical Details for Selected Model Joint Association (Strategy*Skill) +
Teach.Focus (AC,B) following a simple/main effects focus of analysis.
Global: G2 (22) = 31.929, AIC = 157.56
a) Association AC: “Strategy on Skill” direction
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b) Association AC: “Skill on Strategy” direction

c) Independent Factor B: Teaching Focus
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Appendix III
Examples of strategies found in textbooks (internal), teachers’ books and
supplementary material (external). When a specific written explanation
on the use of the strategy was given, they were considered explicit. If no
explanation was given, then strategies were implicitly used.

Listening Implicit: in the students’
book, learnes will have to use
some strategies to carry out the
listening exercises, but there are no
suggestions as to which strategy
should be used in the exercises.
Moreover, the teacher’s book does
not provide any recommendation
either.

Speaking Implicit: several speaking
activities are introduced for the
students to carry out, but o
suggested use of any strategy is
provided in the students’ or the
teacher’s book corresponding
pages.
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Speaking explicit internal: the
students’ book explains in exercise
8 the use of a social strategy,
asking for clarificatio.
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Speaking explicit external: in the
final reference section of the workbook, there is a revision of speaking strategies using the native
language of students. Some of the
strategies considered here include
social strateges, asking for clarification, affective ones, lowering
anxiety, and cognitive ones such as
creating structure for input and
output and practicing.
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Listening Explicit Internal: Exercise
2.21 in the students’ book explains
the use of two strategies, an
affective one, lowering anxiety, and
a compensating strategy, guessing.

Listening explicit external: exercise
2.21 in the teachers’ book suggests
the usage of an affective strategy,
lowering anxiety, to be used by
students. However, this strategy is
not mentioned in the students’
book. That is the reason it has been
considered Explicit External
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Abstract
Research on conceptual and procedural knowledge in mathematics has been
an object of interest and focus of debate throughout the years. In the literature it
is possible to find discussions that address topics ranging from which should be
further developed in school –the skills or the procedures– to proposals about
how to study interactions between both types of knowledge. This paper analyses
the current situation in the field by reviewing the most relevant characterisations
in the literature for both types of knowledge, the reasons that led to changes in
research focus, the current problems and the open lines of research. In turn, it
contributes a summary-table of the most significant studies in the literature of
each type of knowledge focusing on the mathematical domain to which they
belong. The papers consulted suggest that early studies about conceptual and
(1)
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procedural knowledge focused on children, while later they spread to
adolescents, young adults and pre-service teachers. Initially, research on types
of knowledge mainly focused on the counting domains, single- and multi-digit
addition, fractions and proportional reasoning; trying, in most cases, to determine
the acquisition order of the concepts versus skills. Over the years, the interest in
these two types of knowledge has increased, and its study has spread to other
mathematical domains, such as equations, principles of addition and subtraction,
multiplication and division. Nevertheless, it is observed in this work that, after
decades of research, there is no consensus about how to define and measure the
conceptual and procedural knowledge with an adequate validity level.
Keywords: conceptual knowledge, procedural knowledge, procedural
flexibility, research on mathematics education, mathematical domains.

Resumen
La investigación en relación al conocimiento conceptual y al conocimiento
procedimental en matemáticas ha sido tema de interés y foco de debate a lo largo
de los años. En la literatura se encuentran discusiones que abordan desde qué
debe desarrollarse en mayor medida en la escuela, si las habilidades o los
procedimientos; hasta propuestas acerca de cómo deben estudiarse las
interacciones entre ambos tipos de conocimiento. Este trabajo analiza la situación
actual del campo a través de la revisión de las caracterizaciones más relevantes
presentes en la literatura para ambos tipos de conocimiento, las razones que
originaron cambios de enfoque en las investigaciones, las problemáticas actuales
y las líneas abiertas de investigación. A su vez, se aporta un cuadro-resumen de
los estudios más relevantes según cada tipo de conocimiento, poniendo el foco
en el dominio matemático al que pertenecen. Las investigaciones consultadas
sugieren que inicialmente los estudios sobre el conocimiento conceptual y
procedimental se centraron en niños, extendiéndose posteriormente su estudio
a adolescentes, adultos jóvenes y estudiantes para maestro. En un primer
momento, las investigaciones sobre estos tipos de conocimiento se centraron
esencialmente en los dominios de conteo, adición con uno y varios dígitos,
fracciones y razonamiento proporcional; intentado, en la mayoría de los casos,
determinar el orden de adquisición de los conceptos versus habilidades. Con el
trascurso de los años el interés por estos dos tipos de conocimiento se ha
acrecentado, y su estudio se ha extendido hacia otros dominios matemáticos,
como por ejemplo, las ecuaciones, principios de adición y la substracción,
multiplicación y división. No obstante, se observa en este trabajo, que tras
décadas de investigación no existe un consenso acerca de cómo definir y medir
el conocimiento conceptual y procedimental con un grado suficiente de validez.
Palabras clave: conocimiento conceptual, conocimiento procedimental,
flexibilidad procedimental, investigación en educación matemática, dominios
matemáticos.
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This paper expects to foster discussion among researchers on how to
approach the study of conceptual and procedural knowledge, while also
recognizing the progresses and difficulties associated to it. It provides
elements to guide the preparation of assessment instruments for
mathematics, on a larger or a smaller scale, such as for instance the
preparation of diagnostic tests for schools or university access. We should
remark the need to consider the different dimensions of the knowledge
to assess in the preparation of such instruments while acknowledging the
existing relationships as well as the limitations in measurement.

Introduction
Different learning and cognition theories claim that our behaviour is
determined by at least two types of knowledge. One provides an abstract
understanding of the principles and relationships between the pieces of
knowledge in a specific domain, while the other allows us to solve
problems rapidly and efficiently. These types of knowledge, named
respectively as conceptual knowledge and procedural knowledge by
current research, have been widely acknowledged and studied throughout
the years from the different mathematical domains (Baroody, 2003;
Schneider & Stern, 2005). In the literature we can find several theories
attempting to explain how these two types of knowledge develop and
interact. These theories have been approached from different
perspectives, the object of intense debate. Discussions that range from
wondering what is more important to develop and encourage in school
–the skills or the procedures– to how their interactions should be studied.
Early on, the study of both types of knowledge focused mainly on
children (Baroody & Gannon, 1984; Canobi, Reeve & Pattison, 1998, 2003;
among others). Over the years, though, this interest has increased, and
adolescents and the study has incorporated young adults (Dubé, 2014;
Dubé & Robinson, 2010; among others) and also pre-service teachers
(Chinnappan & Forrester, 2014; Groth & Bergner, 2006; among others).
Lastly, it has spread to other mathematical domains such as statistics,
estimation, and equations, which were not included initially (see Table
1). However, there is no consensus in the literature to help us clearly
describe what conceptual knowledge or procedural knowledge are.
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In this article we will review some of the most relevant
characterizations for both types of knowledge as well as the discussions
that triggered the changes in focus in research. In turn, we will present
a chart with the main studies in the field according to the type of
knowledge they focus on and the mathematical domain they belong to.
Lastly, we will approach the current problems and the open research
lines.

Characterisations of conceptual and procedural knowledge
After decades of research there seems to be no consensus to define either
conceptual knowledge or procedural knowledge, or to determine the best
way to measure them (Baroody, Feil & Johnson, 2007; Crooks & Alibali,
2014; Star, 2005). This is basically due to the fact that both types of
knowledge are in a continuum and cannot always be separated (Hiebert
& Lefevre, 1986; Rittle-Johnson & Alibali, 1999; Rittle-Johnson, Siegler &
Alibali, 2001). Perhaps visualizing these types of knowledge as a
continuum – covering from scarce to richly connected knowledge – has
led most researchers in mathematical education to trying to distinguish
between type and quality of knowledge (Baroody, Feil & Johnson, 2007).
Therefore, the diversity in the characterizations found in the field may
be a reflection of the different views the researchers have on how persons
acquire procedures and concepts (Star, 2005).
A revision of these characterizations suggests that conceptual
knowledge is usually likened to deep, richly connected, flexible
knowledge associated to significant knowledge. On the other hand,
procedural knowledge has been commonly linked to scarcely connected,
automatized, superficial knowledge. In this line authors such as Skemp
(1978) and Bell, Costello and Küchemann (1983), among others, have
provided a few approaches to the current distinction between conceptual
and procedural knowledge. However the generalized use of these terms
is attributed to Hiebert and Lefevre (1986), who proposed possibly one
of the most renowned characterizations in the field. These authors
characterized conceptual knowledge as a rich network of relationships
between pieces of information that grant flexibility to access and the use
of information (knowing what or why). Procedural knowledge is
described by Hiebert and Lefevre (1986) as knowledge made up of two

Revista de Educación, 374. October-December 2016, pp. 42-66
Received: 14-07-2015 Accepted: 04-06-2016

45

Castro, A., Prat, M., Gorgorió, N. CONCEPtUAl AND PROCEDURAl kNOwlEDGE IN MAthEMAtICs: thEIR DEvElOPMENt AFtER DECADEs OF REsEARCh

different parts. The first one comprises formal language or the symbolic
system of representation of mathematics. The second one, comprises the
algorithms or rules used to solve mathematical tasks – instructions run in
a linearly predetermined sequence which determine step by step how to
complete tasks (knowing how).
The view of Hiebert and Lefevre (1986) on these types of knowledge
has been widely reflected on and interpreted throughout the years
(Byrnes & Wasik, 1991; Carpenter, 1986; Groth & Bergner, 2006; among
others). For example, we can find several characterizations sharing the
characteristics described by Hiebert and Lefevre (1986), who defined
conceptual knowledge in terms of the interrelations between the pieces
of knowledge and the understanding of the basic concepts (Byrnes and
Wasik, 1991), or the principles that rule a domain, explicitly or not (RittleJohnson & Alibali, 1999; Rittle-Johnson, Siegler & Alibali, 2001). It has
also been linked to the integral and functional understanding of
mathematical ideas; it has been highlighted that the students’ degree of
conceptual understanding is related to the richness and range of the
connections they have established (Kilpatric, Swafford and Findelli, 2001;
Rittle-Johnson & Star, 2007). These characterizations underline the
flexibility of conceptual knowledge, which is unrelated to specific
problems and is widely generalizable and may be verbalizable or not.
Procedural knowledge has been described as the skills to run action
sequences to solve problems, as related to specific problems and nonwidely generalizable (Rittle-Johnson & Alibali, 1999; Rittle-Johnson,
Siegler & Alibali, 2001; Rittle-Johnson & Star, 2007). This knowledge is
automatized to a certain extent, for which reason it takes minimum
conscious attention to apply. Automation is attained through practice,
which would grant its rapid activation and execution. In turn, this
automatized character would imply that this type of knowledge is not
open – or only partially open – to conscious inspection, which makes it
difficult to verbalize it or transform it into higher mental processes. This
would explain why it is only linked to specific problems (Schneider &
Stern, 2005).
Certain authors disagree with the notion of the superficiality of
procedural knowledge, traditionally characterized as operational and
sequential. It has been argued that the type and quality of the knowledge
must be treated as independent dimensions. Star is possibly one of the
greatest advocates of the so-called reconceptualization of procedural
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knowledge (2000, 2002, 2005, 2007). Star (2005) defends the idea that the
popular use of these terms confuses types of knowledge with the
properties or qualities that may characterize them. This author claims that
the final stage of concept acquisition occurs when the student
understands the facts or principles, knows them, uses them to conduct
tasks such as recognizing, identifying, explaining, assessing, or judging,
among others. On the other hand, the final stage of procedure acquisition
occurs when skills become routine and can be executed fluently, that is,
when specific knowledge has become automatized. For this author, the
term conceptual knowledge has come to cover not only the knowledge
of concepts, but also the way concepts can be known. Star (2000, 2005,
2007) points to some evidence suggesting that deep procedural
knowledge exists, as abstract knowledge, but not conceptual. Star (2005)
proposed to define these types of knowledge by separating both
dimensions, arguing that both can have a deep or superficial quality.
For Baroody, Feil and Johnson (2007), certain mathematical educators
are – unintentionally – guilty of oversimplifying the use of the terms
procedural knowledge or computational skills, often linking them to
knowledge memorized by repetition. These authors agree with Star (2005)
on the fact that these constructs should be specifically and carefully
considered, while they underline that procedural depth and conceptual
knowledge cannot exist by themselves. Baroody, Feil and Johnson (2007)
suggest that, while partial, superficial, conceptual and procedural
knowledge may exist independently, deep procedural knowledge also
exists along deep conceptual knowledge and vice versa. These authors
propose an outline that displays – by means of the adaptive expertise
model – the connections or mutual dependence between both types of
knowledge, as well as a reconceptualization for both constructs. It
describes procedural knowledge as the mental actions or manipulations
which include rules, strategies, and algorithms to complete a task;
whereas conceptual knowledge is defined as the knowledge about the
facts, generalizations and principles.
Possibly because of the significance of the relationships established
between the pieces of knowledge characterizing conceptual knowledge,
it has been linked to significant knowledge. On the other hand, because
of the operationalized and sequential traits that have commonly
characterized procedural knowledge, it has been linked to rote learning.
However, as Rittle-Johnson and Schneider pointed out (2014), the
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definition of conceptual knowledge as richly connected knowledge has
evolved towards to a line of thinking which has recently begun to see
the richness of connections as a characteristic of conceptual knowledge
that increases with experience; thus suggesting to define it in terms of
the knowledge of concepts.
Describing procedural knowledge as the ability to run action
sequences (procedures) to solve problems has been a predominant view
in past research (Rittle-Johnson & Schneider, 2014). Although there seems
to be no consensus on the existence of deep procedural knowledge, in
recent years, studies have begun to approach procedural knowledge from
a different perspective by incorporating the study of procedural flexibility
(Star & Seifert, 2006; Rittle-Johnson & Star, 2007; Berk, Taber, Carrino &
Poetzl, 2009, among others). Procedural ability has been defined as the
knowledge of multiple ways to solve problems and the knowledge of
when to use it (Kilpatrick et al., 2001); or as the ability to use multiple
methods of solution, solving the same problem by using different
methods, and choosing strategically from among the most efficient
methods. Accordingly, a flexible solver knows several resolution
procedures and the ability to invent or innovate in order to create new
ones (Star & Seifert, 2006). Other studies have proposed distinguishing
processes and procedures. In this line, Gray and Tall (1991; 1994)
introduced the notion of Procept as the amalgam of the process and the
knowledge represented by the same symbol, pointing out that the most
flexible thinkers see a symbol as well as a process to make mathematics
into a concept to be thought; whereas the least flexible thinkers only see
it as a process to be conducted.

Conceptual and procedural knowledge in mathematics: first theories
Early research in the field approached the ‘understanding versus skills’
dilemma within the context of instruction programmes. Efforts were being
put into determining what had to be developed and taught in school
(Hiebert & Lefevre, 1986), thus affecting the organization and
classification of curricular contents such as, for example, the contents and
sequences of activities proposed in textbooks and instruction (e.g. see
Brownell, 1935; Bruner, 1960; Gagné, 1968). The advocates of skills versus
concepts claimed that the focus of instruction had to guarantee the

48

Revista de Educación, 374. October-December 2016, pp. 42-66
Received: 14-07-2015 Accepted: 04-06-2016

Castro, A., Prat, M., Gorgorió, N. CONCEPtUAl AND PROCEDURAl kNOwlEDGE IN MAthEMAtICs: thEIR DEvElOPMENt AFtER DECADEs OF REsEARCh

memorization of computational skills, and not cultivate the mathematical
understanding of concepts (e.g. Drill Theory in Baroody, 2003). On the
other hand, there were others who advocated for understanding the
concepts, claiming that the focus of instruction had to encourage
conceptual understanding and not the memorization of basic skills (e.g.
Incidental-Learning Theory in Baroody, 2003).
While some researchers devoted their efforts to deciding whether to
encourage concepts or skills, others pointed towards an intermediate
position where teaching mathematics should focus on the significant
encouragement of skills (e.g. Meaning Theory in Baroody, 2003).
Accordingly, during the last quarter of the 20th century, the interest in
deciding if concepts were more important than procedures was replaced by
the discussion on their order of acquisition. Two theoretical points of view
ruled the debate, concepts first versus procedures first (Baroody, 2003).
Concepts-First theories suggested that children acquire or develop the
understanding of concepts early on. The knowledge of concepts is used
to generate and select the necessary procedures to solve problems in a
specific domain (Rittle-Johnson, Siegler & Alibali, 2001; Rittle-Johnson,
Siegler & Star, 2011; Schneider & Stern, 2005). The procedural knowledge
of the concept is obtained from practice. These are some of the –
cognitive- or curricular-oriented – empirical studies which provided
evidence to support this theory: in the counting domain, the studies by
Gelman and Meck (1983; 1986) and Wynn (1990); in adding and
subtracting problem solving, Briars and Larkin (1984) and Riley, Greeno
and Heller (1983); in single-digit addition, Siegler and Crowley (1994)
and Cowan and Renton (1996), among others. On the other hand,
Procedures-First theories suggested that the development of skills
precedes and underlies the development of concepts, thus proposing that
children acquire the specific skills of a specific domain early on, whereas
they acquire abstract conceptual knowledge gradually from the reflection
of practice (Baroody, 2003; Rittle-Johnson, Siegler & Alibali, 2001;
Schneider & Stern, 2005). Studies such as Baroody and Gannon (1984);
Briars and Siegler (1984); Fuson (1988); Frye, Braisby, Lowe, Maroudas &
Nicolls (1989); Siegler (1991); and Siegler and Stern (1988), among others,
provided empirical evidence to support this theory.
Rittle-Johnson and Siegler (1998), after a literature review on the topic,
concluded that, in general, despite the evidence that, in certain domains,
the development of concepts precedes the development of procedures
(e.g. proportional reasoning, fraction addition, and single-digit addition),
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in other domains skills precede concepts (e.g. counting and multiplication
of fractions). Rittle-Johnson and colleagues (Rittle-Johnson & Alibali, 1999;
Rittle-Johnson and Siegler, 1998; Rittle-Johnsons, Siegler & Alibali, 2001)
pointed out that Concepts-First theories and Procedures-First theories
were wrong, and they criticized the claims about one type of knowledge
preceding the other. These authors pointed to three factors threatening
the validity of the results obtained in these studies which could explain
these differences: the nature of early knowledge, the impact of previous
experience, and methodological limitations. Rittle-Johnson and colleagues
concluded that there is no fixed order in the development of skills as
compared to the understanding of concepts. This view contributed to a
change of approach in the study of conceptual and procedural
knowledge.

Relationships between conceptual and procedural knowledge: the change of
approach
Different authors have argued that conceptual knowledge and procedural
knowledge do not develop independently from one another. Early on
these two types of knowledge were seen as separate entities, either
competing for attention for instruction or coexisting as separate
neighbours (Hiebert & Lefevre, 1986). Over the years, the debate about
them shifted to a more moderate point of view, where procedures and
concepts can be related. This brought about a change of direction in the
way to approach research about these types of knowledge and their
development.

The iterative model
For Rittle-Johnson and Alibali (1999), conceptual knowledge and
procedural knowledge do not develop independently, thus suggesting the
existence of bi-directional relationships between them which develop
gradually. Rittle-Johnson, Siegler and Alibali (2001) argue that these types
of knowledge influence one another during their development.
Accordingly they put forth the existence of an iterative model where
increases in one type of knowledge lead to increases in the other, which
triggers new knowledge in the former. Under this model, an increase in
conceptual knowledge may lead to generating processes; while
procedural knowledge may lead to profits in conceptual understanding,
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which may subsequently lead to further (not necessarily equivalent)
increases in the former.
The iterative model is supported on studies in the domain of arithmetic
(e.g. Baroody & Ginsburg, 1986; Byrnes, 1992; Byrnes & Wasik, 1991;
Canobi, 2009; Canobi & Bethune, 2008; Hiebert & Wearne, 1996),
mathematical equivalence (e.g. Rittle-Johnson & Alibali, 1999; RittleJohnson & Siegler, 1998), and fractions (e.g. Rittle-Johnson, Siegler &
Alibali, 2001), among others. In these studies, it is stressed that the link
between these two types of knowledge can benefit the acquisition and
application of both types of knowledge (Baroody, 2003). Accordingly, the
significant construction of relationships between conceptual knowledge
and procedures – by means of instruction sequences and/or from
previous knowledge – can benefit procedural knowledge as it helps
remember the procedures, it favours its effective use, it allows us to adapt
the existing procedures according to the problem’s demands, and it
influences the generation of new procedures. For its part, procedural
knowledge can influence on conceptual understanding, thus improving
problem representation, increasing the availability of mental resources,
the identification of wrong concepts, and the reflection of the causes that
make procedures work (Baroody, 2003; Hiebert & Lefevre, 1986; RittleJohnson & Alibali, 1999; and Rittle-Johnson, Siegler & Alibali, 2001).
These studies have supplied key ideas on the potential of the
relationships between both types of knowledge, but they have also
revealed that the way this relationship develops is unclear.

Studies focused on the relationships between both types of knowledge
Describing how conceptual and procedural knowledge interact is
essential to understand how the development of knowledge occurs, as
well as to improve instruction (Rittle-Johnson & Schneider, 2014).
Early on, studies on these types of knowledge focused mainly on the
domains of counting, single- and multiple-digit addition, fractions, and
proportional reasoning; while trying mostly to determine the order of
acquisition of concepts versus skills (see Rittle-Johnson & Siegler, 1998).
Over the years, the focus of the studies has spread to other mathematical
domains such as equations; equivalence; principles of addition,
subtraction, multiplication, and division; and to a lesser extent, domains
such as estimation, statistics and density (see Table I).
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TABLE I. studies on conceptual and procedural knowledge by mathematical domain.
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source: Compiled by the authors
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Concept-procedure interactions have been analysed from two
perspectives mainly: problem solving and instruction sequences. There
are also research – to a lesser extent – studying the development of these
types of knowledge individually, either acknowledging and considering
the existence of the bonds between them (e.g. Blöte, Klein & Beishuinzen,
2000; Hech, Close & Santini, 2003; Star & Seifter, 2006) or not (e.g.
Blessing & Anderson, 1996).
From the perspective of problem solving in the domain of the
principles of addition, relationships have been analysed between the
procedure skills in addition problem solving and the conceptual
knowledge of some principles of addition such as commutativity,
associativity, and inversion, among others (e.g. Canobi, 2004, 2005; Canobi
& Bethune, 2008; Canobi, Reeve & Pattison, 1998, 2003; Farrington-Flint,
Canobi, Wood and Faulkner, 2007; Gilmore & Bryant, 2006; 2008; Pastel
& Canobi, 2010). In these studies, conceptual knowledge has been
evaluated through task justification and judgment and through the use of
part-whole relationships to solve problems. The problem-solving skill has
been evaluated through the repertoires of procedures, speed and
precision. Different conceptual comprehension and arithmetic skill
profiles in children have originated from this trying to account for the
way this process occurs. In light of the results obtained, the diversity of
knowledge profiles identified in children has been interpreted as a sign
of the complexity in the part-whole relationship children understand, and
the existence of different routes of development (Canobi, 2004; 2005;
Canobi, Reeve & Pattison, 1998, 2003). It has been pointed out that
children sometimes develop conceptual comprehension without the
competent skill, and that these differences suggest that, for most children,
conceptual comprehension and computational skills develop together,
while for others it does not (Gilmore & Bryant, 2006, 2008; Gilmore &
Papadatpu-Pastou, 2009). It has also been suggested that the conceptual
comprehension of children and their procedural skills are – to a large
extent – unrelated, at least in certain points during its development
(Schneider & Star, 2009).
Studies evaluating the implementation of instruction sequences focus
their attention on the way a learning cycle – usually focused on one type
– might facilitate the change of the other type of knowledge. In this line,
the following aspects have been analysed: the effects of instruction on
the understanding of multiple-digit numbers and computational skills
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(Hiebert & Wearne, 1996); the effects of instruction based conceptually
on the development of the flexibility of addition and subtraction
procedures (Blöte, Van der Burg & Klein, 2001); and the benefits of an
iterative sequence – as compared to a concepts-before-procedures
sequence – on decimal positional value and arithmetic procedures (RittleJohnson & Koedinger, 2009); among others. Results in these types of
studies generally suggest that sequences are a good source to foster the
relationships between both types of knowledge and thus facilitate their
study. It is suggested that sequenced problem practice conceptually based
on principles of addition improves the children’s capacity to enlarge their
processual learning to the new problems and it leads to a better capacity
to verbalize key concepts (Canobi, 2009). It is also suggested that an
iterative sequence between concepts and procedures can encourage an
increase of correct procedures, lead to a better retrieval of knowledge
and support their integration (Rittle-Johnson & Koedinger, 2009). While
knowledge in these types of studies tends to be evaluated with pre- and
post-test tasks, it may occasionally be necessary to use some type of
previous knowledge to fully benefit from the other’s lessons (RittleJohnson & Koedinger, 2009). It is important to consider that, when
assessing the interactions between conceptual and procedural knowledge
through instruction sequences, it is difficult to do so independently.

Current research and open lines
Despite breakthroughs in the field regarding the study of conceptual and
procedural knowledge, the review we have conducted points to the
existence of some disagreements which are still the focus of debate, such
as the difficulty to define and measure both types of knowledge. The
variety of characterizations found in the literature and the tasks used to
measure them, which do not always agree with how these types of
knowledge have been defined, makes it difficult to understand the main
findings, the ways these types of knowledge interrelate, and to determine
the most efficient way to use research to guide teaching practices (Crooks
& Alibali, 2014).
Even though conceptual and procedural knowledge cannot always be
separated, it is useful to distinguish them in order to understand the
development of knowledge better (Rittle-Johnson & Schneider, 2014).
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Conceptual knowledge characterized as rich, complex knowledge has
been evaluated through a large number of tasks including the use of both
explicit – such as the concepts’ definitions – and implicit conceptual
knowledge indicators – such as evaluation, judgement, justification and
application of procedures (Canobi, 2005; Canobi & Bethure, 2008; among
others). The evaluation of procedural knowledge – traditionally
characterized as operationalized, sequenced knowledge – has become
relatively standardized, whereas there are fewer tasks to measure it (RittleJohnson & Schneider, 2014). To evaluate procedural knowledge, the
participants usually solve a set of problems evaluated according to speed,
precision or the repertoire of specific procedures to obtain their responses
(Canobi, Reeve & Pattison, 1998; LeFevre et al., 2006; Schneider & Stern,
2010, among others). The participants are familiar with most procedural
tasks, whereas only certain times do they comprise the acknowledgment
of an unknown procedure and pertinent adaptations, or variations to face
the new problem (Rittle-Johnson & Schneider, 2014).
The view of researchers regarding conceptual and procedural
knowledge may have important repercussions on the results obtained, as
they can affect the nature of the relationships between both types of
knowledge (Gilmore & Papadatpu-Patsou, 2009). For Rittle-Johnson and
Schneider (2014), no standardized approaches have so far been developed
to evaluate these types of knowledge with proven validity, reliability and
objectivity. We agree with these authors on the fact that this is a difficult
situation as the knowledge stored in memory must be deduced from
conduct. However, human behaviour comes from the complex interaction
of numerous cognitive processes and it does not generally reflect the
content of memory reliably. Future studies should carefully consider these
constructs, and they should examine the way these types of knowledge
are operationalized and measured while providing evidence of the validity
of the measures and specifying more thorough models for better
understanding (Baroody, Feil & Johnson, 2007; Rittle-Johnson &
Schneider, 2014; Star, 2007).
Crooks and Alibali (2014) made an effort to offer a characterization of
conceptual knowledge comprising a large part of the previous
characterizations. These authors divided conceptual knowledge into two
types of knowledge and established evaluation indicators for both of
them. They consider conceptual knowledge as: (i) the knowledge of
general principles, which comprises rules, definitions, connections and
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the aspects related to the domain’s structure; and (ii) the knowledge of
the principles underlying procedures, which involves knowing why
certain procedures work for certain problems, what the purpose of each
step of a procedure is, knowing the links between these steps and their
conceptual fundamentals.
Another question to bear in mind is the lack of studies in other
mathematical domains as well as in other educational levels (Star, 2000).
Research is still mostly conducted on primary school. In recent years,
adolescents, young adults and pre-service teachers have begun to be
included in research. However, further research is needed in the field so
that it is possible to contrast the results obtained and achieve useful
theory to help untangle the complexity of these types of knowledge and
their relationships.
Lastly, we would like to highlight the progress achieved in
understanding the development of these types of knowledge in the last
15 years. For Rittle-Johnson and Schneider (2014), it would be an
important step to develop a wider model of the relationships between
concepts and procedures while delving into the way these types of
knowledge are stored independently in long-term memory; how this
change occurs with experience; how age and individual differences
impact the relationships between these types of knowledge; and the study
of the efficacy of the different teaching methods; among other aspects.
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Abstract
This paper presents some of the results of a research project whose aim was
to study university teaching practice through a multidimensional construct1,
"Pedagogical Content Knowledge (PCK)", which synthesises and integrates
content, pedagogical and experiential knowledge of university teachers. This
concept was developed within the research programme called “Knowledge
Growth in a Profession: development of knowledge in teaching”, by Lee Shulman
from the University of Standford. Although this concept was thoroughly analysed
in different studies focusing on secondary teaching, studies in higher education
and an analysis of its potential to improve teaching quality at university level are
still lacking. Articulated methodically as a multiple-case study, this article focuses
(1)

Project: “University professors´ professional knowledge: processes of construction and transference to the
teaching practice”. Ministry of Science and Innovation. Directorate General of Knowledge Transference
Programmes. NATIONAL PLAN R+D+I EDU-2008-05964-C03-01/EDUC.
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on analysing PCK manifestations evident in the teaching practice of three
university lecturers, highly recognised for their academic and pedagogical
expertise. Crossing data from a prolonged and systematic observation period with
those from the self-evaluation of educators’ own practices through in-depth
interviews, our results characterise one PCK component which up to now lacks
empirical data: the reflective-dialogic dimension.
Thus, PCK is a multidimensional construct articulated into three large
dimensions: the genesis of student explanation needs and comprehension
expectations, the transformation of knowledge and the reflexive-dialogic
dimension. In this paper, we focus on the latter which, in our view, is the most
novel.

Keywords: Pedagogical Content Knowledge, Teaching Skills, Reflective
Thinking, Active Learning, Reflective Teaching.

Resumen
Este trabajo presenta algunos de los resultados de un proyecto de
investigación2 cuya finalidad ha sido estudiar la práctica pedagógica del
profesorado universitario a través de un multidimensional constructo que sintetiza
e integra los saberes disciplinares, pedagógicos y los experienciales de los
docentes universitarios: el Conocimiento Didáctico del Contenido (CDC). Este
concepto, elaborado en el programa de investigación “Knowledge Growth in a
Profession: development of knowledge in teaching”, impulsado por Lee Shulman
en la Universidad de Standford, ha sido ampliamente analizado en estudios
realizados en la enseñanza secundaria pero tanto su estudio en la educación
superior como el análisis de su potencial para la mejora de la calidad de la
enseñanza universitaria, son todavía escasos en la bibliografía. El trabajo que se
articula metodológicamente como un estudio de casos múltiple, se centra en
analizar las manifestaciones del Conocimiento Didáctico del Contenido en la
docencia de tres profesores universitarios reconocidos por su excelencia
académica y didáctica. Triangulando los datos procedentes de la observación
prolongada y sistemática con los de la valoración que ellos realizan de su propia
práctica mediante entrevistas en profundidad, nuestros resultados caracterizan
uno de los componentes del CDC del que hasta ahora disponíamos de escasa
información empírica: la dimensión dialógico-reflexiva. Se concluye que el CDC
es un constructo multidimensional que se articula en tres grandes dimensiones:
la génesis de necesidades de explicación y expectativas de comprensión en el
(2

68

Proyecto “Conocimiento profesional del profesorado universitario: procesos de construcción y transferencia
a la práctica docente. Ministerio de Ciencia e Innovación. Dirección General de Programas de Transferencia
de conocimiento. PLAN NACIONAL DE I+D+I EDU-2008-05964-C03-01/EDUC.
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alumnado, la transformación del saber y la dimensión dialógica reflexiva. En este
trabajo nos centraremos en la segunda de ellas que a nuestro juicio es la más
novedosa.
Palabras clave: Conocimiento Didáctico del Contenido, Habilidades de
enseñanza, Pensamiento Reflexivo, Aprendizaje Activo, Enseñanza Reflexiva.

Study topic
Studies on the professional knowledge of teachers are today a
consolidated research area at compulsory educational levels (GessNewsome, 1999; Abell, 2008). However, in higher education few studies
have focused on analysing how the relationship between disciplinary and
pedagogical knowledge of university teachers are articulated and
presented during the teaching process.
It is true that since the launching of the European Higher Education
Area (EHEA), there has been a considerable increase in higher education
studies focusing on teaching practice. There are some interesting papers
on teaching strategies that take into account the learning styles of
students (Bowden and Marton, 2012), or teaching skills as metacognition,
problem solving or academic writing (Pozo and Pérez, 2009) or teaching
based on skills (Rue, 2007) for example. However, few studies have
explored how university teachers perform what Chevallard (1991)
referred to as didactic transposition: the process by which the disciplinary
content is reorganized and transformed taking into account the students,
the curriculum and the context. An essential skill to be able to adapt
university teaching to the EHEA requirement of creating student-centred
teaching. While we are beginning to see some publications focusing on
the thought-process of university teachers (Hativa and Goodyear, 2003),
on identifying what constitutes a “good teacher” (Bain, 2006) or on
effective university teaching (Knight, 2005), we know relatively little about
the process whereby university educators transform their understanding
of their disciplines or subject matter into pedagogically useful teaching
practices.
University lectures do not teach their subject matter in the same way
as they learnt it, or as it is understood by specialists or researchers in any
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given field (Groth, 2013). While knowledge of the discipline in question is
an essential requisite for university teaching, this in itself offers little insight
on how this content could be made understandable to students: a good
scientific theory is not necessarily a good pedagogic theory. What occurs
is that the teacher transforms, adapts and rebuilds this knowledge into
didactically effective methods. This transformation is achieved through
Pedagogical Content Knowledge (PCK). This multidimensional construct
proposed by Lee Shulman (1987) shall be the focal point of this study.

Background and theoretical foundation
PCK is knowledge gained with practice and through practice by means
of a process of organisation and transformation and which comprises
understanding what it means to teach a particular topic as well as the
principles, techniques and ways to represent that content didactically
(Abell, 2008). It is a specific knowledge that teachers gain on how to
teach a particular subject to a group of students with the aim of fostering
comprehension and skills acquisition. It is slowly gained over a long
period and is considered by some authors as a characteristic of expert
teachers (Loughran, Mulhall and Berry, 2008). It translates into an ability
to understand all levels and forms of the subject, so that teachers can
then make it understandable to students (Shulman, 1987). It includes
understanding the discipline both at syntactic (the research processes for
each discipline) and substantive (the facts, phenomena, concepts,
theories, models and paradigms of each discipline) levels. It also implies
knowledge of its position within the curriculum, how it relates to other
subjects and elements that would enhance or impede students’ learning
and their preconceptions (Evens, Elen and Depaepe, 2015).
Studies on PCK have focused on both its conceptual characteristics
and empirical manifestations. The former, and clearly the majority, have
allowed its constitutive elements to be identified. Thus, Smith and Neale
(1989) describe PCK as a multidimensional construct comprising three
components: content knowledge, knowledge of student errors in
understanding the subject and knowledge of teaching strategies.
Grossman (2005) defines four PCK domains: knowledge of students’
understanding and representations of the content and their learning
difficulties, knowledge of the curriculum, knowledge of strategies and
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specific representations of the topics to be addressed and knowledge and
beliefs about the purposes of teaching the subject. To these, Gess
Newsome and Lederman (1999) have added context knowledge (cultural,
curricular, etc.).
Hlas and Hildebrandt (2010) suggest that these elements operate in a
«synergistic» manner in the classroom where disciplinary and pedagogical
knowledge exist independently and act, during classroom work, by
engaging with each other in the sense that they support each other in
the context of a functional whole. Thus, the disciplinary and pedagogical
components of PCK can be developed separately only to be later
«integrated» during classroom work.
Beyond the conceptual analysis of the construct, another group of
studies have focused on its empirical manifestations. Albeit with a clear
predominance of research focusing on non-university education (Berry,
Loughran and Van Driel 2008; Drechsler and Van Driel 2007), recently some
studies have started to appear concerning higher education. García Oropeza
(2009) demonstrates the multidimensional nature of PCK in teaching
differential calculus to Economics students; Váquez et al. (2012) offer
evidence of the reflexive nature of PCK in teaching Law, and the paper by
Backes, Medina and do Prado (2011) focuses on the teaching of Nursing,
demonstrating episodes where educators use their PCK to mediate between
the knowledge of clinical expert nurses and that of their students.
Some of these studies provide evidence of a poorly studied dimension
of this multidimensional construct: the dialogic component (Yang and
Carless 2013). There is general consensus that the development of PCK
is directly linked to teaching practice and a reflection on this practice
(Acevedo, 2009). In other words, both its origin and target is the action
carried out in the classroom. However, despite this widespread consensus
among the academic community, relatively little is known about the
relationship between the reflexive and dialogic processes that occur
during the teaching activity in the classroom and the disciplinary and
pedagogic components of PCK. Hence, this is the aim of our research.

Design and methodology
Since PCK is essentially «practical-personal» knowledge, its study calls for a
strong phenomenological methodological approach which would allow an

Revista de Educación, 374. October-December 2016, pp. 67-90
Received: 01-08-2015 Accepted: 10-06-2016

71

Medina, J. L., Cruz, L., Jarauta, B. ThE REFLEXIvE-DIALOgIC DIMENsION OF PEDAgOgICAL CONTENT KNOwLEDgE IN UNIvERsITy TEAChINg

evaluation of teaching practices through the eyes of its protagonists. The
multiple-case study (Stake, 1998) was shown to be the most suitable option.

Participant selection and field work
We selected university lecturers commended by their peers for their
outstanding academic background, their commitment to continued
improvement and teaching innovation, as well as consistently achieving
good student learning results. Furthermore, they are recognised by their
students as «good teachers». Like Loughran, Mulhall and Berry (2008), we
believe that highly recognised teachers have highly developed PCK, and
are thus the most appropriate for us as we endeavour to document and
formalise this construct.
The study participants were selected based on the results of a
questionnaire drawn up by the researchers which was completed by 90
experienced teachers, plus an analysis of student opinion polls from eight
faculties3 at the University of Barcelona. The final study included three
lecturers who, according to our data, possess a thorough knowledge of
their respective subjects and are recognised as highly competent teachers
by their students.
The first lecturer is from the Faculty of Physics who has over thirty
years’ teaching experience, the second from the School of Nursing also
with over thirty years’ experience and the third from the Faculty of Law
who has been teaching for over twenty years. Teachers were selected from
different knowledge fields as there is evidence to suggest that teaching
approaches vary depending on the disciplinary field; in other words, the
specific ways of thinking among disciplines strongly influences teaching
practice (Lueddeke, 2003).

Data collection and analysis strategies
The main data collection strategies were non-participant observation (81
hours), memory-stimulating interviews with teachers (two interviews per
teacher) and three group interviews with students.

(3)
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Law, Economics and Business, Nursing, Pharmacy, Philology, Physics, Dentistry and Psychology.
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The course content subjects observed were «Foundations of Mechanics»
(Physics), «Medical-Surgical Nursing II» (Nursing) and «Commercial Law»
(Law). One or two members of the research group and a technician
responsible for the video-recording attended the classroom sessions. The
classes were conducted basically via oral presentations by teachers with
quite high level student interaction. On average, the classes observed
were attended by between 30 and 50 students.
After a two-month observation period, we proceeded to conduct the
in-depth interviews. The interviews were conducted when the data
obtained in the observations began to become saturated, barely
contributing any relevant innovative data to the research.
We conducted two types of interviews: the initial biographicalprofessional interview followed by the practice analysis interview with
memory stimulation. With the first, information was obtained about the
professional background of the three teachers which enabled us to find
out about the learning process in becoming a university teacher. With the
second, we were able to contrast and/or corroborate interpretations that
the research team had made while observing the teaching activities, with
the meaning that teachers and students had attributed to them. For this
interview, we presented some recorded segments of the class to the
teachers; sections which seemed to provide elements of analysis relevant
for the purposes of our study. These segments shaped the interview script,
which was given to the teachers in advance.
The group interviews with students (between 4 and 5 students per
area observed) were conducted at the end of the observation period with
each of the participating teachers. The questions presented to students
responded to the research objectives and various points which emerged
in the preliminary analysis of the information obtained during the
classroom observations.
The data analysis was conducted using constant comparative method
as proposed by Glaser and Strauss (1967). This is a generative,
constructive and inductive method in which the inductive coding of
categories is combined with constant comparisons. The ultimate goal of
this analytical method is the inductive generation of theoretical constructs
that together with the thematic cores and categories construct a
conceptual framework that subsumes all aspects of the reality studied
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and assigning to them a new sense and meaning. Thus, we were able to
identify similarities and differences between the various phenomena that
appeared during the fieldwork and this allowed us to define the basic
properties of the categories as well as clarifying the limits and
relationships between these. To develop the operations for the recovery
of the units of meaning, comparison and construction of the final matrix,
qualitative data analysis software -Atlas-ti (v. 6.2)- was used.

Results
Once the process was complete, we obtained three large dimensions
which, according to our data, capture the complex nature of PCK: the
genesis of explanatory needs and expectations of understanding in
students, the dialogic-reflective dimension and the transformation of
knowledge. These dimensions (along with the categories making up
these) are defined in the following table:
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TaBLe 1. Empirical PCK dimensions of the three teachers
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In this paper, we present evidence that correspond to PCK-reflective
dialogic dimension which in our opinion is the most innovative.

The reflexive-dialogic dimension
We will now illustrate the strategies we observed in the classroom which
were based on dialogic processes aimed at generating student
comprehension hypotheses4 or new proposals for redefining the content.
These strategies point to the teachers’ ability to focus their attention, in a
floating manner, on both students’ ideas and on their own categorical
framework. Due to their didactic importance, we highlight moments when
teachers paid particular attention to their own introspective reflection.
They often explained this to their students but on other occasions these
moments of reflection served the educators to reorganise their action as
they continued to teach.
The notation system used to present the results includes an
alphanumeric reference through which we identify the teacher (T1:
Physics, T2: Nursing and T3: Law). Also, “I” refers to interview, “O”
Observation and “SI” refers to the extracts from the student interviews.

Reflexive dialogue as an explanation of pedagogical reasoning
Reflexive dialogue is a strategy used by a teacher to clarify the
pedagogical procedure with which s/he is working. It does not consist
merely of informing the student of what the teacher is doing (the task),
but also the process (how s/he is doing it) and the rationale for the
decisions that guide the intervention (why s/he is doing it). Let’s look at
one example from the Physics teacher:
O3. T1.
T: Ok, what I want to do is to establish a relationship between one
thing and the other. How can I do this? Well, if I write vector v (i.e.
velocity) of p observed in o, but in terms of vector r. But I am not
84)
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Any intervention by a student, be it a statement or a question, reveals to the teacher how students are
trying to assign meaning to the content (from their previous knowledge) in order to make sense of it. In
this study, it was verified that these ideas and representations elaborated by students were the «raw material»
with which the teacher operates.
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going to derive this equation with this vector r, but with this other
vector r. Because they are the same. So, instead of r measured at o I
can choose prime r measured at prime o. It’s the same vector. So now
I will write the derivative formula for this.
In this case, verbalising what he is doing while doing it helps the
teacher to organise his thoughts and to make the cognitive operations
performed to solve a physics problem understandable.
We see how this model of the teacher’s reasoning also becomes an
essential teaching content:
I1. T1: “Yes, I think this is a natural way to conduct the class. It helps
me to reason, while I’m writing or developing the equation, explaining
my reasoning out loud helps me to see the logical sequence. This same
sequence that I would follow in my mind, I explain it verbally. Another
point is that it helps identify a suitable reasoning time, and this forces
you to adopt a certain pace; a pace that I consider appropriate for me
to explain and for students to understand”.
This form of reflexive dialogue is sustained in the teachers’ ability to
reflect on their own scientific reasoning. Here the teacher has «distanced»
himself from the reality of the classroom to «dialogue» with his own
thinking, taking it as an object of analysis while at the same time showing
it to the students. Thus, he verbalises the cognitive operations which he
conducts in order to understand a notion or meaning of a mathematical
calculation. This «thinking out loud» offers students a model of expert
reasoning:
I1. T1: “Students are offered a way of thinking that could serve as a
model. I mean, I offer them a model of reasoning or mental
construction. They may very well have their own way of doing it: there
is more a visual way of thinking, or a more analytical thinking... but I
show them my way of thinking and I am sure that it may be useful to
some”.
This is a practice which students rank with a high level of satisfaction:
I1. S2: “Being able to see how he does it, I think it is a good idea as it
forces you to see your own errors…”
But reflexive dialogue also displays a dimension that directly affects
students. As shown below, teachers deploy interactive and dialogic
strategies which, through asking questions, force students to develop their
own thinking as an object of analysis and reflection.
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The following two extracts show that when students respond to the
questions raised by the Nursing and Legal educators respectively, the
latter respond with a new and eminently more reflexive question: “Why?”
and “What does this mean?”:
O4. T2.
T: I have a question: “From these functions that I have mentioned, do
you think that there is one (or more) which is more critical than the
others?”
S: Yes (several students respond simultaneously).
S1: Cardiac. Cardiocirculatory.
T: Cardiocirculatory. Very good. Why?
O6. T3.
T: A person constitutes a single-shareholder company. Why not act
directly as a sole trader? (…)
S1: To cover himself economically.
T: What does it meant to cover economically?
As may be observed, at this point the students to whom the question
is put exercise a reflexive process in which their own thinking becomes
the object of scrutiny – students are often unaware of this. This may be
explained as follows. These reflexive questions posed by teachers require
that each student examines his/her own thinking, but especially the ideas
and concepts they have just formulated. Now, in a more conscious
exercise, they are forced to examine the dimensions and theoretical
and/or empirical properties of those ideas and seek in their previous
knowledge the basis, arguments or premises that would support their
initial response (first student) or ideas that would allow them to explain
in other words what they had already said (second student).
We define this discussion raised by students as their «comprehension
hypothesis.» From our point of view, these hypotheses reveal to the
teacher how students are trying to assign meaning to the content (from
their previous knowledge) in order to understand it. These hypotheses
act as exploratory probes that students emit to check their provisional
understanding of the topic being addressed by the teacher. These ideas
developed by students are the «raw material» with which the teacher
works:
I1. T2: “I want to know if they have clearly understood why respiratory
and cardiocirculatory functions are more critical than others. If it is
not clear, I will have to clarify this because it is a fundamental point:

78

Revista de Educación, 374. October-December 2016, pp. 67-90
Received: 01-08-2015 Accepted: 10-06-2016

Medina, J. L., Cruz, L., Jarauta, B. ThE REFLEXIvE-DIALOgIC DIMENsION OF PEDAgOgICAL CONTENT KNOwLEDgE IN UNIvERsITy TEAChINg

essential to the understanding of these three concepts that I have
mentioned: the critically ill patient, accident and emergency”.
The reflexive dialogue concludes when the teacher’s answer helps the
student to construct appreciations that go beyond their initial
understanding of the question being addressed.

The didactic interrogation or “how to teach by asking questions”
The teachers we observed frequently entered into dialogue with their
students by asking questions, with these questions taking on several
different formats due to the diversity of the underlying aims of such
questions.
In the following excerpt, together with her questions, the Nursing
educator offers various clues to help students construct an appropriate
response regarding clinical manifestations in critically ill patients during
early disease stages:
O2. T2.
T: Now I will explain the situation: We are in A&E and are presented
with a critically ill patient. Blood tests are conducted. What would we
expect to see in the results?
S1: Hyperglycaemia.
T: Why?
S1: Because glucose levels would be high...
T: (Points to the word “glucose” on the board). Very good.
T: Look (points on the board). Blood glucose levels are increased.
Therefore, hyper... what?
S2: Hyperglycaemia.
T: Now we have one piece of data. What would we expect to see
regarding potassium? What would the potassium levels be?
S3: They would tend to decrease.
T: To decrease. Tendency towards hypokalaemia. Very good. After a
few hours, we could even see this by observing a specific clinical data.
Shall I give you a clue? Down here (points to some written text on the
board).
T: A clinical symptom?
S4: Oedema...
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T: Very good. Tendency towards oedema. So, let’s look at what we
would expect to find in these patients: hyperglycaemia (encircles the
word hyperglycaemia on the board). What else?
S3: Hypokalaemia
T: Very good. (Circles the word hypokalaemia that was already written
on the board).
It is important to emphasise that for this teacher these responses
should take the form of deductive reasoning. An essential skill in the
formulation of relevant professional judgements (clinical in this case):
I1. T2: “I first explained and pointed out on the board the
pathophysiology of stress response phases in critical patients. Then,
with these data written on the board, I wanted students to deduce the
clinical and laboratory manifestations (blood results) to be found in a
critically ill patient in A&E. I help them with this process by asking
questions”.
Some of the questions that teachers formulate are intentionally aimed
at eliciting a certain response. This can be seen in the following passage
where the Physics teacher tells the student that the answer given was the
answer he was looking for:
O3. T1.
T: [...] acceleration is the speed of velocity, or the velocity of velocity.
Therefore, it is a time equation which indicates the rate at which
velocity changes. And as the velocity of speed is the rate of change of
position, we can write it in this way. In other words, that r’’ is the
second derivative of e. We could still define the rate of change of
acceleration. If acceleration is not a constant but varies over time, we
can define its rhythm; give it a name, etc. Have you ever wondered
why this is not usually done? In secondary school you basically
reached acceleration and went no further... Have you ever thought
why?
S1: Because in a normal trajectory equation, time does not usually take
a higher degree than two or three, then there is often no change of
acceleration.
T: Very good! This would be one aspect. Can anyone give other
reasons?
S2: It could be that in the world force depends on... that is, is
supported in acceleration. So [...] the force varies.
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T: Do you like this answer? This is the answer I wanted. Yes indeed.
Not just yet, but I will soon introduce Newton’s Second Law, which
explains that force is proportional to the acceleration.
The teacher corroborates that this was the answer he was looking for
and explains why he posed the question:
I1. T1: “I was looking for something very specific, when I asked the
question this is exactly what I sought. The answer from student 1,
although it may be somewhat true, it is vague and does not go directly
to the root of the matter that acceleration is linked to force and this is
precisely what student 2 said. (…) This question was aimed directly at
introducing Newton’s Second Law, which would be introduced within
a week. “Yes, I wanted them to connect kinematics with acceleration,
with force”.
This attempt to promote the students own «discovery» of the correct
answer sometimes evolves into a type of dialogue in which the
«interrogation» is intertwined with the «reflexive dialogue». This can be
seen in the next excerpt in which the Nursing educator formulates a
question about the risk of bleeding during a transpubic surgical
intervention. Then, with a series of questions and answers, the educator
guides and accompanies students’ thinking and reasoning towards the
discovery of the ideas that the educator wishes to impart. More
specifically, the aim is that students link the risk of the bladder catheter
being obstructed with clots with the three litres of fluid to be infused
over 24 hours:
O8. T2.
T: Ok, this patient has undergone a transpubic surgical intervention.
Do you think there is a risk of haemorrhage, or not, with this type of
intervention?
S1: In theory, very little.
T: But is it possible?
S: Yes, there would be bleeding (Several students respond
simultaneously).
T: Yes, as with all surgery. Therefore, you say that prescribing glucose
500 ml every 8 hours and saline 500 ml every 8 hours is to rehydrate
the patient. Right?
S2: To restore blood volume.
T: To restore blood volume, to hydrate the patient. Yes. But how many
ml are to be administered?
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S3: 3000… 1500 and 1500.
T: So are 3000 ml necessary?
S2: Depends on how much fluid was lost.
S1: If the patient spent four hours postoperatively without liquids,
rehydration is necessary.
T: And don’t you also think that it might be necessary for other
reasons? Look here. It says here (pointing to the handout available to
the entire group): patient has bladder catheter…Urine will drain out
through this, but what else?
S: Medications. Urine and blood.
T: Urine and blood (raising tone). And we know of the risk of blood
clots. Therefore these three litres also serve...?
S: To hydrate, and to flush...
T: To flush (affirming emphatically). From the kidneys downward. So
we are flushing the entire area of the bladder and urethra. Hence,
these three litres also serve to flush the catheter and prevent clots from
occurring, in addition to hydrating.
A truly Socratic dialogue of which the educator was well aware, and
in which the direction of the learning was guided through a series of
questions and answers, thanks to which students’ thinking was guided
towards the discovery of the ideas that the teacher wished to demonstrate.
These dialogues constitute an educational resource of the highest quality
since, as we observe in this episode, they «steer» students towards the
situation that the teacher wanted to achieve:
I1. T2: “Through these questions that I pose, I gradually introduce the
idea that the administration of fluids serves various purposes and in
the specific case of a patient having undergone a radical prostatectomy
via a retropubic surgical technique, I want students to realize for
themselves the importance of flushing the blood remaining after
surgery by increasing the flow of large volumes of urine as well as the
bladder flushing as prescribed. And increasing the flow of a large
volume of urine means that large volumes of fluid must be
administered to the patient”.

The didactic interpretation: the teacher as a knowledge mediator
So far we have demonstrated some of the dialogic methods through
which teachers guide their students’ reasoning, investigate their previous
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knowledge or foster processes of understanding through dialogic
synthesis. All these teaching activities are encapsulated in what McEwan
and Bull (1991) refer to as «didactic interpretation». But, unlike these
authors who place this notion exclusively within the order of the teachers’
explanation, we expand it beyond this towards the scope of the verbal
interactions between the teacher and student because, according to our
data, the didactic interpretation can also refer to the ability of the teacher
to interpret the beliefs that the students have in terms of understanding
of the subject (what we call the comprehension hypothesis). The next
excerpt illustrates some examples of this specific teaching skill.
In this Physics class, the teacher detects some confusion (an incorrect
premise) in a poorly worded question by a student and tries to rectify
this. The teacher instantly in his reply develops a line of argument that
leads precisely to the equation that the student had sought:
O4. T1.
S1: Can I ask a question?
T: Yes, please go ahead.
S: If we have the relation between acceleration and position, and we
are given the initial speed, could you explain how we find the speed?
T: Give it to me again... we are given?
S1: We have the relation between acceleration and position.
T: The «a» «x» equation.
S1: And the relation between acceleration and…
T: But there is no relation between a and x, a is constant. There can
be no functional dependence between a and x, a is a number.
Therefore, there is no (...) Now (the teacher stops on way to board),
perhaps what you had in mind was if you could remove time from
these two equations, so that you could directly relate position with
speed, considering that the acceleration is fixed, without time
appearing between these. It would be eliminating time, which is a
parameter in these two equations. And so we reach this expression
which you learnt in secondary school that relates speed and position
without the interference of time. And which is also characteristic of
uniformly accelerated rectilinear motion.
S1: This is the (equation) I meant.
T. This is the one you wanted, no?
As seen in this episode, the lecturer «interprets» the student’s
comprehension hypothesis, and correctly infers the intentionality of the

Revista de Educación, 374. October-December 2016, pp. 67-90
Received: 01-08-2015 Accepted: 10-06-2016

83

Medina, J. L., Cruz, L., Jarauta, B. ThE REFLEXIvE-DIALOgIC DIMENsION OF PEDAgOgICAL CONTENT KNOwLEDgE IN UNIvERsITy TEAChINg

question that was so confusingly worded. But what was in the student’s
question that led the lecturer to identify the equation that the student
sought? To get to know what the student sought, the lecturer resorts to
his knowledge about what students understand about the subject matter,
in this case their notions about mechanics that they would have
presumably acquired at secondary school:
I1. T1: “Regarding this topic, secondary school books and those of the
first years at university derive –as well as those that I had already
derived in a class – another equation. What they do is they remove
time from the relationship of speed and time and from the relationship
of acceleration and time and they obtain a relationship that links speed
and acceleration for a particular type of motion. But to me this seems
incidental because, as demonstrated in class, you can do this in five
minutes on paper and there is nothing conceptually new. It is a pure
mathematical exercise. This was why I did not consider explaining it.
But of course they knew it, and at this point they remembered it being
explained at secondary school. So this student, very hesitantly asked
«but could you not do such and such?» And then, I immediately saw
where he was going and knew he was asking about this third
equation. The student’s question was very vague, but it was not totally
unfamiliar».
This answer indicates the educator’s capacity, in the face of student
confusion, to identify where the question is leading, and what the
student’s poorly expressed learning need was. The Physics teacher
responds to the complexity confusing the student in what appears to be
a simple and spontaneous discourse. The teacher’s expertise is evident in
his selective management of poorly expressed data, in his ability to
establish where the student’s question is leading, and his ability to
maintain the fluidity of the student’s ideas and understanding and his
knowledge of the discipline without interrupting the flow of the class.
Obviously, this skill is encapsulated in a thorough knowledge of the
subject matter.
But this didactic interpretation would be impossible without a process
of reflection on the teacher’s practice. Indeed, to develop such a relevant
and pedagogically effective response, the educator had to examine his
introspective reflection allowing him to reorganise his teaching activity
while actually teaching.
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In the next episode, this floating attention allows the Nursing educator
to identify a misconception in a student’s argument (on the concept of a
clinical manifestation) and its subsequent clarification:
O12. T2.
T: First question. What are the most common clinical manifestations
presented by patients with prostate adenoma?
S1: Increased prostate size, narrowing of the urethra...
T: Let’s see. Wait. We are looking for «clinical manifestations». What
was the first thing you said?
S1: Increased prostate size, well, that it is enlarged, right?
T: But is that a clinical manifestation?
S1: Well... that’s what I read in the notes (laughs).
T: Of course... but don’t tell me that. Because... “What is a clinical
manifestation?”
S1: I suppose that as it is enlarged it must cause pain or...
T: Exactly. How does it manifest, it what way?
S1: With pain.
T: We cannot see with the naked eye if the prostate is enlarged, but...
How do we know if the prostate gland is becoming enlarged? Just as
you have said. Because this would cause pain, and this is the
«manifestation» of an enlarged prostate.
Here we see how the teacher is constantly relating what the students
say with the course content. Thanks to this dual vision, the educator
intuits that the student’s statement on the «enlarged prostate» is based on
a misconception or lack of knowledge of the meaning of the concept of
clinical manifestations (signs and symptoms that occur in a particular
disease):
I1. T2: “This intervention tells me that this student is unclear about the
concept of clinical manifestation and I prefer that students think and
reflect for themselves in order to reach the correct definition of this
concept instead of me giving them the definition. So to help this
process, I ask a few questions.”

Discussion and conclusions
The theoretical framework of this study is based on the existence of a
dimension of PCK that is only scarcely studied in university teachers: the
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reflective-dialogic dimension. Our results, which corroborate those
obtained by Chan and Jung (2015) and Aydin and Boz (2013), allow us to
confirm that this is one of the core dimensions of PCK. This dimension
allows us to explain and better understand the didactic efficacy of this
multidimensional construct.
However, regarding the type of relationship between the disciplinary
and pedagogical dimensions of PCK, our data partly coincide with and
expand on the results of other papers including that by Hlas and
Hildebrandt (2010) and de Gess Newsome and Lederman (1999) who
suggest that these two dimensions function in the classroom in a
«synergistic» manner, in which disciplinary and pedagogical knowledge
exist independently and act, for teaching activities, by supporting each
other. Here, the disciplinary and pedagogical components of PCK can be
developed separately, during teacher training for example, only to be later
«integrated» during classroom work. However, this is a somewhat static
vision, in our opinion, a mere juxtaposition of the relationship between
disciplinary and teaching knowledge that make up PCK. Our data indicate
that these two dimensions also exist due to one another in the sense that
one produces the other in an intricate web of dynamic rather than static
relations. This systemic approach suggests that PCK is an «amalgamation»
or fusion of both disciplinary and pedagogical knowledge in which the
boundaries separating them are blurred: knowledge which is an amalgam
of pedagogy and subject matter.
We, on the other hand, believe that this comprehensive and integrated
concept of PCK is productive, because by not separating the research into
the disciplinary content and didactic teaching strategies results are
attained that are generally welcomed by university teaching staff, avoiding
«educational methodologies» which has done much to alienate didactic
research in higher education.
Corroborating with those from Veal and Makinster (1999), our results
tend to lean more towards a systemic and relational concept for PCK.
Disciplinary and pedagogical knowledge appear in the classroom
amalgamated, simultaneously (but with different degrees of explicitness)
and uninterruptedly. We have frequently observed in our study how
teachers, when interacting with students, go beyond their own
understanding of the subject matter to capture how students are correctly
understanding (or not) the topic that is being explained. Knowledge
sustaining this skill cannot be solely that of the subject matter itself. The
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teachers observed were able to appreciate in situ how relevant student
interventions were: a true dialogic and reflective skill that allowed them
to gauge and diagnose students’ knowledge in terms of «understanding
the subject» while continuing to teach. Through immediate feedback and
based on this in situ assessment, teachers effectively help redefine
students’ understanding of the topic being addressed. This «didactic
interpretation» is sustained on the ability of teachers to maintain a floating
focus on both students’ ideas and understanding and on their own
knowledge, without interrupting the flow of the class. This dialogic
process involves a type of mental connection between teacher and student
- a joint action through which the teacher intentionally enters the
student’s psyche to discover the «learning moment» and thus provide
feedback depending on the student’s intervention.

Limitations and prospects
Some limitations of this study should be highlighted so that the results
can be interpreted appropriately. Firstly, although we understand the PCK
structure as dialogic rather than monologic and that as practical
knowledge its study requires focusing on it temporal and relational
dynamic, in this paper we have been mainly concerned about its «internal
dialogicity» or self-referential, in other words, in the re-presentation
(reconstruction) of this knowledge from the teacher’s story. Secondly, as
a consequent of the above, we have not delved too deeply into the
importance of its «external dialogicity», in other words, both the costarring role of student contributions in its genesis and deployment as
well as its actual impact in student learning. Hence, PCK should be
studied in relation to the students’ discourse and their learning.
But our results also point to some potential transferences for university
teacher training. More specifically, given their high impact on student
learning, didactic interrogation, reflective dialogue and didactic
interpretation could well be converted into «skills» to be intentionally
nurtured in the training programmes for university teachers. The
availability of diverse audiovisual evidence regarding its deployment and
knowing the didactic intentions that support its functioning in real
classroom situations would greatly facilitate its transformation into the
subject matter for the training of future university teachers.
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Abstract
This study focuses on the effects of social and cultural capital on 15-year-old
scholars’ achievements in financial literacy. We use data from 13 OECD
(Organization for Economic Cooperation and Development) countries
participating in the 2012 Programme for International Student Assessment (PISA
2012). The hierarchical structure of the PISA data allow us to examine the
influence of the socio-cultural capital components at the individual and school
level. For that purpose, different hierarchical liner models are estimated with the
aim to observe the differences among students in financial literacy performance
according to individual and school characteristics, highlighting social and cultural
capital issues. Therefore, multilevel models are adopted to understand how
adolescents' academic performance is influenced by family background and
school context. In general, our results show that both social and cultural capital
at the individual and school level affect positively to student’s financial literacy.
In more detail, results indicate that families with high levels of cultural capital
and parents who encourage discussion of social issues have a clear positive
influence on adolescents' financial literacy. The results also show a positive effect
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on the financial performance of adolescents attending schools that offer music,
drama, volunteering programmes and maths competitions, combined with good
student-teacher relationships and good engagement of parents in school activities.
The study here proposed confirms that young scholars should not be considered
as a homogeneous group by policy makers designing instruments to foster and
improve children’s financial literacy. In this sense, educational reforms must be
carefully considered. Although our focus is on a narrow set of cognitive variables
such as financial literacy, it is stress the need for more research to complement
this work. We need to consider socio-emotional outcome variables to enable a
more rounded study of adolescents’ academic performance, including their
attitudes to school and to learning, among others.
Keywords: Social Capital; Cultural Capital; Financial Literacy; Family
Background; School Context; PISA 2012.

Resumen
Este trabajo analiza la relación entre el capital socio-cultural y el rendimiento
en conocimiento financiero entre estudiantes de enseñanza secundaria
obligatoria. El estudio se realiza para los 13 países de la OCDE (Organización
para la Cooperación y el Desarrollo Económico) que participan en el programa
específico de competencia financiera de PISA 2012. La estructura jerárquica de
la encuesta PISA nos permite aproximarnos a las dimensiones socio-culturales
distinguiendo entre el nivel individuo y colegio a través de la estimación de
diferentes modelos multinivel. Las estimaciones nos permiten observar cómo el
rendimiento académico de estos adolescentes está influenciado por el entorno
familiar y escolar. Nuestros resultados indican que las familias con mayores
niveles de capital cultural y de comunicación activa entre padres e hijos influyen
positivamente en el rendimiento académico financiero de los adolescentes.
Asimismo, si las escuelas ofrecen programas de música, teatro u otras actividades
de voluntariado y competiciones de matemáticas, los resultados de los
adolescentes en conocimiento financiero son mejores respecto a aquellas escuelas
que no ofrecen estos programas. Un buen clima escolar, considerando la
comunicación fluida entre profesor y alumno, y la participación activa de los
padres en las diferentes actividades ofrecidas por la escuela mejoran dichos
resultados. La investigación realizada constata que existen diferencias relevantes
en el conocimiento financiero de los jóvenes según sea el capital social y cultural
de sus familias y del colegio, de manera que no deberían ser considerados todos
los estudiantes como un grupo homogéneo a la hora de diseñar las políticas que
traten de promocionar y mejorar su competencia financiera. Aunque este estudio
se centra en el conocimiento financiero, los resultados arrojan la necesidad de
realizar investigaciones complementarias para analizar el rendimiento global
académico de los adolescentes, considerando otros factores socio-emocionales,
experiencias de aprendizajes, estructura organizativa de la escuela, etc.
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Palabras clave: Capital Social; Capital Cultural; Rendimiento Financiero;
Influencia Familiar; Contexto Escolar; PISA 2012.

Introduction
Education policies in OECD countries (OECD, 2013) are taking increasing
account of the determinants of adolescents’ educational achievement.
Using large-scale assessment surveys (e.g. TIMSS – Trends in International
Mathematics and Science Study; PIRLS – Progress in International Reading
Literacy Study), scholastic achievement has been analysed as an indicator
of individual school’s performance in relation to the factors contributing
to successful performance in terms of policies, resources and practices
(OECD, 2012; Sulis and Porcu, 2015), or ways to improve quality of
teaching and learning (Reeve and Jang, 2006), or as a predictor of pupils’
educational attainment, dropout rates and labour market transition
success (Berlin, Furstenberg and Waters, 2010; Mahatmya and Lohman,
2012).
Other studies have examined the relationship between adolescents’
socio-cultural background, their school’s environmental attributes, and
their academic achievement. Regardless of the precise nature of this
relationship, some studies take account of the influence of parents’
involvement in children’s education based on family social capital
(Coleman, 1988) or family socio-economic status (SES) ( Jeynes, 2005),
school social capital as a prominent source of adolescents’ socialization
(Crosnoe, 2004), or the cultural resources available in the home (Bourdieu
and Passeron, 1977). However, the findings on the importance of the
socio-cultural components of parental resources (e.g. parent-child
communication) for children’s school success are inconsistent.
In attempt to provide further insights into the influence of adolescents’
socio-cultural background on their academic achievement, the present
study investigates the effects of the attributes of the family and school
environments on adolescents’ educational achievement. Previous studies
have considered adolescents’ educational achievement in Mathematics,
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Reading and Science as a response variable related to different social
(Woessmann, 2003 using TIMSS; Fuchs and Woessmann, 2007) and
cultural (Barone 2006; Tramonte and Willms, 2010; Xu and HampdenThompson, 2012; Gran Andersen and Meier Jæger, 2013) predictors;
however, the prevailing economic conditions since the onset of the
international financial crisis in 2008, are highlighting the importance of
adolescents’ financial literacy (Samy, Tawfik, Huang, and Nagar, 2008;
Lusardi, Mitchell and Curto, 2010; OECD 2013; Marfil, Gutiérrez and
Marcos, 2015).
The present study contributes to the literature by using data from the
2012 Programme for International Student Assessment (PISA) to explore
the effects of social and cultural capital on adolescents’ financial literacy,
particularly for 15-year-old secondary school pupils regardless of the
grade in which they are enrolled (OECD, 2014). PISA 2012 defines
financial literacy as the process enabling students to improve their
understanding of financial products, concepts and contexts, to develop
the skills to enable awareness of financial risks and opportunities, to
make informed choices, and to take action to solve their financial
problems, improve their financial wealth, and understand and become
more involved in economic issues (OECD, 2013).
PISA treats financial scores as a multivariate outcome measured at
student level with students nested within schools. Thus, use of a
multilevel model will further provide insights into how the relationship
between adolescents’ outcomes in financial literacy and socio-cultural
capital, differs within and between schools. Finally, the inclusion of
students’ family-related determinants and school environment helps to
justify the investments (i.e. time and money) in social and cultural
activities made by families and schools.
Our results provide compelling evidence that families with high levels
of cultural capital and parents who encourage discussion of social issues
have a clear positive influence on adolescents’ financial literacy. Moreover,
differences in adolescents’ financial literacy scores are due mainly to
differences between rather than within schools, and that social capital
associated with school-level measures has a greater positive impact than
cultural capital.
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Theoretical Framework
Our theoretical framework to understand and explain the influence of
family and school characteristics on adolescents’ academic achievement
is based on socio-cultural capital theory (Bourdieu, 1986; Coleman, 1988)
and ‘ecological’ human development theory (Bronfenbrenner, 1979)
which together highlight the effect of the social and cultural environment
on human development. Bronfenbrenner (1979) points out that the
multiple social systems in which young people participate have an
‘ecological’ relation to each other. Socio cultural capital theory contributes
by specifying how individuals interact with and contribute to their wider
social world.
With this paper, we try to extend the literature that identifies
supportive environments and social relationships as positive influences
on youth development (Tramonte and Willms, 2010; Mahatmya and
Lohman, 2012; Gran Andersen and Meier Jæger, 2013) regarding that: (i)
the levels of parental and community resources may influence neonatal
health and abilities at birth; (ii) developments at home may lead to
changes in student behaviour; (iii) and changes in community
demographics and resources may directly or indirectly lead to changes
in the school environment. In this context, high academic achievement is
most likely when schools, homes and communities contribute to students’
abilities, willingness, and opportunities to invest in education. On the
contrary, academic failure is most likely if the student has few or no
sources of encouragement, practical support, and education
opportunities. The influences of the various predictors are explored in
depth in the succeeding sections.

Family Social and Cultural Capital during Adolescence
Academic performance has been studied with a focus on the investment
in education made by students and their families, and the benefits
derived from such investment (Hanushek and Woessmann, 2011).
Analysis of the determinants of academic performance demonstrates how
the student’s socio-economic background (measured mainly by parents’
level of income and education) influences eventual educational
achievement (Coleman, 1988).
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There is another set of studies that analyses the relationship between
academic performance and the socio-cultural components of parental
resources (De Graaf, De Graaf, and Kraaykamp, 2000). Some explore the
influence of social capital predictors on academic performance, based on
a conceptualization of the family as the central location for generating
social capital, that is, as a proxy for communication between parents and
their children. The type of social capital that exists in families can be
defined as bonding social capital – social relationships and resources
cultivated by close relationships among people with similar background
(Coleman, 1988; Mahatmya and Lohman, 2012). There is a body of
research showing that in families with high economic, human and cultural
capital, parent-child communication and discussion, parental
encouragement to achieve academic success, and related forms of
parental involvement are very effective drivers of children’s academic
achievement (Dika and Singh, 2002; Crosnoe, 2004; Park, 2008). However,
there is a contrasting group of studies that find no differential influence
of family SES and also find that the effectiveness of parental involvement
is greater among low SES families compared to higher status families
( Jeynes, 2005).
Drawing on Bourdieu’s cultural capital reproduction theory (Bourdieu
and Passeron, 1977; Bourdieu, 1986), there is a group of studies that
analyses the relationships among cultural capital predictors of academic
performance. It has been suggested that parents with high SES endow
their children with the attitudes, knowledge, personality and skills that
allow them to interact more easily and in a more familiar way with
education institutions, thereby increasing their offsprings’ chances of
academic success (Xu and Hampden-Thompson, 2012). They find that
low SES parents do not encourage or support their children’s academic
success not because they consider the payoff to be too small, but because
they lack the skills, habits and knowledge needed to provide effective
assistance (Tramonte and Willms, 2010). Therefore, several studies show
that families endowed with high levels of cultural capital have a
comparative advantage which helps their privileged socioeconomic
position (DiMaggio, 1982; Gran Andersen and Meier Jæger, 2013).
In the present study, family social and cultural capital is represented
by the parent-child bond, the cultural resources available in the home,
and shared intellectual activities and family cohesion. There is some
evidence that, developmentally, the parent-child relationship takes on a
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curvilinear trend during adolescence (Mahatmya and Lohman, 2012). This
trend is a reflection of the individualization process that many young
people experience as a part of adolescence, and should be considered
when analysing longitudinal influences. While we are able only to look
at the changes that occurred within a span of one year, the changes to
family social and cultural capital remain important.

School Social and Cultural Capital during Adolescence
Next to the family, the school environment is a major influence on the
development of adolescents. The literature suggests that the school
environment is one of the most prominent sources of extra-familial
relationships and socialization, and benefits the development of new
social and cultural competencies (Crosnoe, 2004; Cavanagh and Fomby,
2012). The type of social capital cultivated in schools can be described as
bridging capital as opposed to the bonding capital related to families.
Bridging social capital emphasizes the relationships that enable contacts
with diverse groups (Mahatmya and Lohman, 2012). Coleman (1988),
Willis (1991) and Ostroff (2012) point to the clear influence of students’
interactions with their peers on their performance. This is especially
pronounced during adolescence when young people are experimenting
with identities and creating social reference groups, and when the level
of student engagement (which often includes a sense of social
connectedness to the school environment) is likely to decline with the
transition to secondary school (Edgerton, Lance, Tracey, 2013).
Research on cultural capital suggests that individuals possess different
amounts of cultural capital with explains why some students meet
schools’ standards, are accepted by their peers, and achieve good
education results, while others do not (Rumberger and Palardy, 2005;
Tramonte and Willms, 2010). Since school acts as hub for the social
networks deriving from the relationships among students, teachers, the
school principal, and the school’s ancillary staff (Goddard, 2003; Fuchs
and Woessmann, 2007; Freeman, Machin, Viaregon, 2011; Hanushek and
Woessmann, 2011; Edgerton et al., 2013; Sulis and Porcu, 2015), the
empirical evidence shows a strong positive association between the family
and school environments. Children from high SES families are already
familiar with social arrangements and do not perceive school or a change
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to a different school as intimidating. Their ongoing experience at home
helps them to adapt to the new school and continue to pursue academic
success (DiMaggio, 1982; Jeynes, 2005; Tramonte and Willms, 2010).
Elements of their family life, especially cultural resources, represent
capital that can be invested to align students’ expectations with the
school’s norms, and resolve any problems related to social acceptability.
As already mentioned in relation to family socio-cultural capital, in this
study we look at the changes in school social and cultural capital during
adolescence that occurred within a span of one year.

Methods
Data and Sample
We use the PISA 2012 dataset to evaluate the financial literacy of 15 yearold students in 13 OECD countries: the United States, Poland, New
Zealand, Estonia, Slovakia, Czech Republic, France, Australia, Israel,
Belgium, Spain, Slovenia and Italy.
PISA data are derived from a comprehensive test of financial literacy
involving 29,041 students nested in 5,260 schools in 18 countries (we
limit our study to OECD countries). PISA data are derived from a set of
two questionnaires: (i) a student background questionnaire covering
family structure, parents’ education and occupation, habits and attitudes
of students, students’ relationships with their parents, peers, teachers, and
so on; and (ii) a school questionnaire aimed at school administrators
covering the structure and organization of the school, school climate,
proportion of parents participating in school-related activities, school
infrastructure and management (OECD, 2012).
The hierarchical structure of the PISA data will allows us to study and
provide further evidence on the impact of socio-cultural capital on
students’ financial literacy through both the home and school channels.
Based on the student questionnaire, we constructed measures for
components of family background related to economic, human, cultural
and social capital; based on the school questionnaire, we constructed
measures of cultural and social capital taking account of the hierarchical
structure of these data with pupils nested within schools. The variables
used in the analyses are described below.
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Dependent Variable: Financial Literacy in PISA
Financial literacy, based on the basic knowledge areas in PISA of
mathematics, reading, science and problem solving, is assessed using a
tool designed to provide valid, reliable and interpretable data. Financial
literacy is measured on a scale with a mean of 500 points and standard
deviation of 100, based on country inclusion in the PISA 2012 study. Each
financial literacy test question is associated with a particular point on the
PISA financial literacy scores, which indicate its difficulty, and each
student’s performance is associated with a particular point on the same
scale, indicating his/her estimated literacy. Given the length of the
questionnaire/assessment, each student is given a sample of the items in
the full test, and assigned five plausible values as the entire test had been
completed (for more details see OECD 2012). We use these five plausible
values as the dependent variable for our analysis (see Table I).

TABLE I. mean financial literacy Scores by Country

Source: Own elaboration from PISA 2012.

Independent Variables: Social and Cultural Capital
To select the (independent) explanatory variables associated with social
and cultural capital, we rely primarily on the work of Gran Andersen and
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Meier Jæger (2013) and Tramonte and Willms (2010). Gran Andersen and
Meier Jæger consider that cultural capital can be analysed by observing
four groups of associated variables: (i) cultural possessions at home such
as classical music, books of poetry and artworks; (ii) student’s reading
habits, for example, reading on their own initiative, as a hobby, reading
because they are forced to, reading to obtain information, etc.; (iii)
cultural communication or how often the student communicates with
parents (or tutors) and discusses political or social issues, books, movies,
TV shows, etc.; and (iv) educational resources available in the home, such
as dictionaries, a quiet place to study, a desk to study at, textbooks, etc.
(Gran Andersen and Meier Jæger, 2013).
Tramonte and Willms (2010), on the other hand, distinguish between
two groups of variables: (i) those associated with static cultural capital
including ownership of high cultural goods (artworks, musical
instruments, classical music) and intellectual activities (visiting museums,
going to the ballet, going to the theatre) considered as an expression of
the family’s SES; and (ii) those associated with relational cultural capital
including cultural resources and activities represented by the relationship
between parents and child in discussions of cultural, political, and social
issues, and school activities, which encompasses the resources and
experiences children are able to exploit socially, to interact strategically
and to achieve their goals. Static cultural capital represents the choices
and lifestyles only of the parents; relational cultural capital refers to how
capital is passed on to and used by the child. Barone (2006) uses a similar
classification for what he calls cultural assets and cultural communication.
This previous work uses standardized indexes to measures cultural and
social capital; in the present study, we explore concrete household items
as indicators of family cultural interests and the involvement of parents in
the education of their children, associated with social capital. Also, since
the hierarchical structure of the PISA data provides information at the
individual student and aggregate school levels, we can distinguish between
student (first level) and school (second level) variable.
At the student level, we define our cultural capital variables by
considering the presence in the home of cultural assets such as presence
or not (respective value 1 or 0) of literature, poetry books and artworks
(see Table II). Also, given the thin line between ‘relational’ cultural capital
and social capital (Barone, 2006; Tramonte and Willms, 2010), social
capital variables are associated with relationships with parents and peers.
The PISA 2012 survey on financial literacy includes questions related to
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the content of social relations that combine attitudes to trust with
reciprocity and cooperative behaviours related to items in the area of
mathematics rather than financial literacy. Given the relationship
between financial and mathematical knowledge according to OECD
(2013, 2014), we use the following explanatory variables: (i) student’s
opinion on the importance to his/her parents of studying mathematics
which takes the values 1 or 0 for high or low importance; (ii) whether
the student participates in maths competitions organized within and
outside the school, which takes the value 1 for participation in
competitions and 0 otherwise; (iii) how well the student performs in
maths classes which takes the value 1 if he or she enjoys maths, and 0
otherwise (see Table II).
At the school level, cultural capital is measured in terms of whether
the school offers or not (dummy variable that takes the value 1 if yes and
0 if no) drama, music, volunteering and maths competitions. We also
consider social capital in relation to equivalence at the student level.
Social capital is measured as a poor school climate based on studentteacher relations (1 for a poor relationship and 0 otherwise), parents’
engagement with the school based on frequency of voluntary parental
involvement in extra-curricular activities (measured as 0% for no
participation and 100% if parents participate in all activities), and
frequency of communication between parents and teachers to discuss the
child’s progress (where 0% means parents approach the teacher on their
own initiative, and 100% if parents, on their own initiative, discuss their
child’s progress with the teacher) (see Table II).

Independent Variables: Economic and Human Capital
The results in the literature confirm that students whose parents are more
highly educated or are qualified professionals, perform better (Cavanagh
and Fomby, 2012). Based on this evidence and in order to complete the
family background, mother’s and father‘s occupations are included as
independent variables, distinguishing among four ICO-08 (International
Classification of Occupations) categories. We differentiate between high
skilled white-collar occupations (ICO groups 1, 2 and 3) and low skilled
white-collar occupations (ICO groups 4 and 5), and between high skilled
blue-collar occupations (ICO groups 6 and 7) and low skilled blue-collar
occupations (ICO groups 8 and 9) (for more details see OECD 2012).
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The highest level of education between both parents is also
considered, based on three groups according to ISCED (International
Standard Classification of Education) levels: individuals with no or only
compulsory level education (ISCED 1 and 2), individuals with upper
secondary education (ISCED 3 and 4), and individuals with tertiary
education (ISCED 5 and 6, OECD, 2012) (see Table II).
TABLE II. Descriptive Statistics of the Explanatory Variables in PISA 2012.

Source: Own elaboration from PISA 2012.
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Statistical Model
The layered structure of the PISA 2012 data requires consideration of the
following aspects: (i) each student is assigned five plausible values to
assess financial literacy; (ii) the sample is designed in two-stages: first,
schools are selected, then students are selected randomly, and the cluster
effect of students belonging to the same school is weighed (for more
details see OECD 2012); (iii) the data are structured hierarchically,
students (first level), schools (second level), and countries (third level),
which requires a hierarchical linear model (Raudenbush and Bryk, 2002).
Then, we estimate lineal mixed models using the STATA v13 program
running the adapted ‘xtmixed’ command to subroutine ‘pv’, which
performs estimation with plausible values.
To take account of the nested nature of the PISA 2012 database, we
address the effect of cultural and social capital on the financial literacy
performance of young people () by applying a multilevel lineal model
(Goldstein, 1995). Our estimation strategy is defined by equation (1):
Yijk = 0 + 1 1ijk + 2 2ijk + gZjk + 3 Dk + m0j + m1j2ijk + e1ijk (1)
where subscripts denote: (i) student, (j) school and (k) country. So
that
 1ijk is the set of variables associated with the student’s
characteristics and the family background; 2ijk is a set of variables
that describes the family´s cultural and social capital Zjk is a set of
variables that describes the school´s cultural and social capital; and
Dk is a set of dummy variables that identifices the student´s country
of residence. We denote m0j a ranmon intercept for each school, m1j as
the random slope for each school of some family cultural and social
capital variables, and e1ijk as an error term for student. We assume
that m0j, m1j and e1ijk follow a normal distribution with a mean of zero
and respective variance of s20u, s21u and s2e.
The multinivel model can be interpreted by analysing its fixed and
random parts. The fixed part of the model (0 + 1 1ijk + 2 2ijk + gZjk +
3 Dk) speifies the relationship between student achievement and a set
of student or school covariates for which the slopes defined by the
parameters 1, 2 and g; will be estimated in the regression. We assume a
fixed effect on country with the slope defined by 3 to be estimated. The
random part of the model (m0j + m1j2ijk + e1ijk), for which we estimate
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the variances s20u, s21u and s2e, in addition to the random student level
error term [(e]ijk), reflects the possibility that each school has its own
intercept [(]0 + m0j) and its own slope (2 + m1j), (for some student and
family cultural and social variables. That is, the model demonstrates
whether the effects of some cultural and social variables for financial
literacy (after controlling for other variables in the model), in addition to
school covariates (gZijk) vary between schools. Note that this specification
allows us to analyse the potential heterogeneity of certain effects between
schools, and within schools (between students at the same school), in
addition to the single ‘average’ effect for each variable.
We exploit hierarchical modelling since the model can be manipulated
to provide separate estimates of the within- and between-school slopes
associated with the social and cultural variables. Note that we do not
include measures of economic and human capital in the random part of
our model since we are interested in estimating the effects of sociocultural capital overall and within and between schools. Thus, our
objective is not to try to maximize the explained variance, but rather to
understand how the relationships between student outcomes and sociocultural capital differ within and between schools.

Results
General results
Our empirical approach relies on four specifications providing separate
estimates of the within- and between-school differences. Model I
considers the effect of the cultural and social capital variables on financial
literacy at the student level (excluding school-level measures). Model II
shows whether students’ cultural and social capital has a different effect
on financial literacy depending on the school attended. We incorporate
some random slopes of student’s family socio-cultural variables (those
that were statistically significant in Model I) which allow us to observe
the variation between schools (note that, in this model, the effect of
school is analysed through the slopes, but does not include school-level
measures). Model III shows the effects of the cultural and social capital
variables on financial literacy considering both student- and school-level
measures, which allows us to analyse the potential heterogeneity in
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student outcomes due to school context (Aslam and Corrado, 2012).
Model IV includes both cultural and social student- and school-level
measures and some random slopes of student’s family socio-cultural
variables, in an attempt to minimize potential heterogeneity between
students’ outcomes.
All the specifications include gender (a dichotomous variable with
female coded 1 and male 0), parents’ education level and occupation as
control variables. Country dummy variables are also included to take
account of possible differences among countries. Following the literature
on multilevel models (Hox, 1998; Aslam and Corrado, 2012), random
effects should be used only if there is a sufficient number of clusters
within the data set, typically more than 30, otherwise between-group
variance will be poorly estimated. Since our study considers only 13
OECD countries, the characteristics of our data dictate the type of model
we can run. We chose to include country-level as a fixed rather than a
random effect, such that country effects are estimated using dummy
variables. Table III provides the results for the four specifications of our
multilevel models.
Overall, the four specifications confirm that the higher the parents’
level of education and professional qualifications, the better the student’s
financial literacy performance. This result is in line with studies that apply
academic performance models, such as Hanushek and Woessmann (2011)
for mathematical competencies in PISA 2003. The results also confirm the
existence of gender differences in financial performance in favour of male
students, suggesting women are less knowledgeable than men about
finance, which is in line with Chen and Volpe (2002). It is in line also
with studies that analyse gender differences in academic achievement in
mathematics and reading and find male participants do better (e.g. Guiso,
Monte, Sapienza and Zingales (2008) for PISA 2003, and Fryer and Levitt
(2010) for TIMSS 2003 and PISA 2003).

Effects of family’s socio-cultural capital on financial literacy scores
Regarding the cultural capital variables, our findings show that the
family’s cultural assets, such as literature and poetry books or artworks,
are linked to the child’s better financial literacy performance. This result
is in line with the analysis of PISA 2000 reading competencies for 28
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OECD countries in Tramonte and Willms (2010). Gran Andersen and
Meier Jæger (2013) obtain a similar result for PISA 2000 reading literacy
for six OECD countries. Although these authors differentiate between high
and low SES families, they find that children generally benefit from the
family’s cultural assets.
Variables associated with the social capital of students, such as
whether parents feel it is important to study maths, or whether the
students participate in maths competitions, or enjoy their maths classes,
consistently show a positive relationship between the student’s social
capital and his or her financial literacy performance. These results confirm
that, on the one hand, parents’ expectations about the importance of
education are an essential motivation for children, as pointed out by
Coleman (1988), Willis (1991), Dika and Singh (2002), and Ostroff (2012),
and on the other hand, that student’s interactions with their peers clearly
influence their performance (Bourdieu, 1986; Edgerton et al., 2013;
Morris, 2015).

Effects of school’s socio-cultural capital on financial literacy scores
Table III shows that the results for the four models support the hypothesis
that there are differences among schools since, in all cases, the standard
deviation logarithm of the intercept disturbance for the analyses is
significant. In Model I, the estimated variance due to differences among
schools is 1,874.42, which decreases in the subsequent Models II, III and
IV. This means that when we consider the random slopes for some family
cultural and social capital variables (e.g. Model II), and also include
school-level cultural and capital measures (e.g. Model IV), the results
indicate that differences among schools are reflected mainly by the school
context (Kandori, 1992; Manski, 1993; Lee, 2007). The last row in Table
III shows that the variation in financial scores attributed to differences
between schools, goes from 0.283 in Model I to 0.581 in Model IV, that
is, it is between 25% and 59%. This finding would seem to argue the
importance of considering local conditions and school community
relations as factors influencing students’ academic performance (CohenVogel, Goldring, Smrekar, 2010).
In addition, the results for the random parameters in Models II and IV
indicate that the effect on students’ financial performance of a change in
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family cultural assets such as books, and participation in some social
relations such as maths competitions, or combining attitudes of trust with
reciprocity and cooperative behaviours such as enjoying maths classes,
differs from school to school. The findings seem to confirm that it is social
rather than cultural capital that contributes most to these differences in
student outcomes.
These results are corroborated by the findings for school level cultural
capital variables in Models III and IV. We observe a positive association
of these variables with student performance in financial literacy. Thus,
the fact that a school offers music, drama, volunteering or maths
competitions is associated with better financial literacy results compared
to students who attend schools where no such cultural activities are
available. This result is in line with Woessmann’s (2003) findings using
TIMSS data for 29 countries.
In relation to the school’s social capital, the results indicate a positive
relationship between social capital and students’ financial performance.
Thus, the existence of a good school environment based on good studentteacher relationships promotes better financial performance and helps to
create a ‘culture of success’ in the school (Rumberger and Palardy, 2005).
The results confirm also that parental involvement in the form of
monitoring the child’s education progress by interacting with school
advisors, positively affects the child’s financial performance. This is
confirmed by Zick, Bryant and Österbacka (2001) and Gran Andersen
and Meier Jæger (2013), although there are other empirical studies show
that the impact on educational outcomes decreases as the child gets older
and becomes more independent (Muller, 1998; Jeynes, 2005).
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TABLE III. Estimation yields of multilevel models
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Source: Own elaboration from PISA 2012.
Note: Numbers in parentheses are SEs. a the effects of discrete variables of each country are not shown for reasons of space
but are available from the authors on request
* P <.10.
** P <.05.
*** P <.01.

Conclusions
This paper discussed the effects of 15-year olds’ social and cultural
environment on their achievement in financial literacy through the
channels of both family and school. We exploited data for 13 OECD
countries from the 2012 PISA data set. The hierarchical structure of these
data allowed us to observe two levels of policy intervention –family - a
level where it is difficult to influence education policy, and school - a
level where there is a greater chance of influencing public decisionmakers about appropriate policies.
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Overall, our results confirm that differences in adolescents’ financial
literacy scores are due mainly to differences between rather than within
schools, and that social capital associated with school-level measures has
a greater positive impact than cultural capital.
In more detail, our results indicate that families with high cultural
capital, and good communication between children and parents
conducive to discussion of social issues and school activities, have a clear
positive influence on the child’s academic performance in financial
literacy. Once students have achieved this, it is social rather than cultural
capital that contributes most to these differences in students’ outcomes.
Therefore, young scholars should not be considered a homogeneous
group by policy makers designing instruments to foster and improve
children’s financial literacy. Education reforms must be carefully
considered. For example and following Levin’s (2005) proposal, since
neither all students nor all schools function in a standard way, and since
education interventions do not work linearly, disadvantaged students
might achieve greater success were they exposed to some of the benefits
enjoyed by gifted students, including the opportunity to construct
knowledge through hands-on projects and research, which is consistent
with the ability of students to translate social and cultural capital in a
contest context, thereby increasing performance and reducing
inequalities.
At the school level, the availability of specific social and cultural
variables, such as opportunities for music and drama, volunteering and
maths competitions, combined with good student-teacher relationships
and parents’ engagement in school activities, are likely to have a positive
and significant effect on the financial performance of the students
attending such schools. This finding suggests the importance of the
school’s designing and offering socio-cultural activities. School principals
(and education policy more generally) could justify the resources devoted
to socio-cultural activities as mechanisms to enhance students’ educational
achievement as well as their enjoyment. The use of random slope models
allowed us to observe students’ different exploitation of their resources,
especially those related to social capital, which is highly contextdependent (i.e. social capital focuses on networks, in our case,
relationships between students and the norms governing these
relationships at the institutional (school) and individual (family) levels)
and introduces difficulties in relation to aggregating it across different
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levels (family, community, class, group, school). Our results show that
participation in maths competitions, and the school climate, are important
for all students, suggesting different academic progress in different school
settings.
Our focus on a narrow set of cognitive variables (financial literacy)
stress the need for more research to complement this work. We need to
consider socio-emotional outcome variables to enable a more rounded
study of adolescents including their attitudes to school and to learning;
their positive or negative experiences of school organization, peers and
teachers, classroom behaviour and social cohesion. In other words, we
need to know about adolescent’s sense of satisfaction with their school.
This implies the need to develop an alternative model for analysing
adolescents’ academic performance.
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Abstract
This article deals with the views on national identity and the models of
national narrative which are assumed by secondary school pupils and trainee
history teachers. We examine the degree to which the participants’ opinions
correspond either to a social representation/master narrative or to a narrative
which understands national identities and nations as social constructs. We analyse
the influence of history teaching and extra-curricular dimensions of socialization
(the media) on the construction of these opinions. This is a qualitative study of
a phenomenological nature, based on open questionnaires and the writing of
texts on the subject of history, carried out on samples of university students and
trainee teachers. The study was carried out in two separate phases. The initial
phase consisted of exploring the subjective representation of national identity by
analysing differences according to age, whereas the second stage looked closely
at the discourse of students undergoing initial teacher training regarding the
history of Spain in order to investigate what elements were predominant in their
narrative. The qualitative methodology is set in the context of grounded theory
(1)
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and employs discourse analysis. The results show the predominance of
essentialist representations of national identity and the influence of a master
narrative. No significant differences were found as far as age or the level of
training in history is concerned. The predominant model reflects similarities with
those shown in historically-based television series.
Keywords: History education, national narrative, national identity, teacher
training, primary education, secondary education.

Resumen
Este artículo aborda las visiones de la identidad nacional y los modelos de
narrativa nacional que asumen estudiantes de secundaria y docentes de historia
en formación. Se examina en qué medida los modelos de los participantes
corresponden a una representación social o narrativa maestra, o bien a una
narrativa que entiende las identidades nacionales y las naciones como
construcciones sociales. Se analiza la influencia de la educación histórica y de
dimensiones de socialización extraescolares (medios) en la construcción de estos
modelos. Se trata de un estudio cualitativo de corte fenomenológico basado en
cuestionarios abiertos y producción de textos históricos sobre muestras de
estudiantes y docentes en formación. El estudio se realiza en dos fases
diferenciadas: una primera para explorar la representación subjetiva de la
identidad nacional analizando diferencias por edad; y una segunda etapa que
profundiza los discursos del profesorado en formación sobre la historia de España
para indagar qué elementos que predominan en sus relatos. La metodología
cualitativa se enmarca en la teoría fundamentada, empleando análisis del
discurso. Los resultados muestran el predominio de representaciones esencialistas
de la identidad nacional y el peso de una narrativa maestra. No se han encontrado
diferencias significativas relacionadas con la edad ni con el nivel de formación
histórica. El modelo predominante refleja similitudes con los de las series de
televisión de contenido histórico.
Palabras clave: Educación histórica, narrativa nacional, identidad nacional,
formación de profesorado, Educación Primaria, Educación Secundaria.

Introduction and theoretical bases: the teaching of history and
national narrative
There is a relative consensus in the field of Social Sciences that nations
are socio-cultural constructions linked to modernity (Archilés, 2015;
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Muñoz, 2012). This idea coincides with the psychological theory on
contemporary social identity which defends their constructed or
performative nature: social identities are not only essences which are
assumed naturally but can be created and represented in socialization
practices in which group, gender, religious and national, etc. discourses
are in operation (Atienza & Van Dijk, 2010). As is the case with any other
collective identity, national identity is a construction which is learnt via
the repetition of a certain kind of discourse or specific narrative. Learning
to think historically2 regarding nations and national identity itself implies
demythologizing them. However, this understanding becomes difficult
outside of the academic context. «Common sense” in everyday life is
based on representations which explain the world according to a world
order of nations. There are beliefs, practices, rituals and representations,
known as banal nationalism (Billig, 1995), which bring to life and
reproduce the idea of one’s “own” nation and “others” as timeless natural
realities. A variety of research projects have been carried out in Spain on
the idea of Spanish nationalism and its relationship with the public usage
of history (Álvarez Junco, 2016; Muñoz, 2012; Ruiz, 2015; Saz & Archilés,
2012 and Taibo, 2007). Some of these studies highlight the less banal and
implicit nature of Spanish nationalism due to the fact that it coexists with
alternative nationalisms. Discourse on Spanish nationalism continues to
be hegemonic in areas of everyday socialization, both curricular and
extra-curricular. Students experience this reality and reflect it in their
representations of both the present and the past. They consider it to be
natural to explain their national history from the point of view of their
connection to that identity.
Barton and Levstik (2004) have shown that learning history at school
implies that students activate different instances or uses of history which
coexist, at times in conflict: disciplinary-rational, moral, descriptive (based
on memory) and identity-linked instances. It is inevitable that students
will establish links of identity with characters and events from the past
(due to gender, social class, etc.). Among these factors, the hegemonic
identification is with the nation itself, which, even today, reproduces the
function of school history as an agent of nationalization, both in terms of
(2)

118

The concepts of “historical thought” and “history teaching” are used in line with international research on
the teaching of history reformulated, among others, by Clark (2011), Lévesque (2008), Seixas (2011) and
VanSledright (2008) and in Spain by Domínguez (2015).
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the organization of the curriculum and in the assignation of historical
content to the nation-state. This would not be a problem if the
identification was made with a model of a civic nation made up of a
citizenship which was open to differences. However, the hegemonic
discourse of banal nationalism maintains as its master narrative a national
narrative which has its own characteristics (Carretero & Bermúdez, 2012):
the subject is the nation, its main characters, events and key stages, the
narrative is of “us” against “them”; the nation has an essential and timeless
dimension; emotional judgements generally appear towards it; the nation
and its nationals play out a destiny or have a goal, be it independence,
modernization or progress. The continued existence of this national
narrative is dominant in Spanish nationalism, as well as in the alternative
sub-state nationalisms. In students’ and trainee teachers’ representations
of the past there is a mediation of this master narrative which has
essentialist and emotional characteristics. Here, we resort to the notion
of “mediated action” (Werstch 2004), which explains how representations
of the past derive from the use which people make of pre-existing
historical narratives, like a box of cultural tools or implicit theories. These
socially shared narrative frameworks can be assimilated to national
narratives, such as the official version of history disseminated by a nationstate. National narratives influence representations, uses or discourse
regarding the past, which, as specific narratives, are generated by
different people and groups, including students and teachers. Basic
education in history should limit the influence of the national narrative.
Teachers should provide their students with the intellectual tools to give
meaning to the past, whilst avoiding romantic and essentialist
identifications with the Spanish (or Catalans, Basques, Valencians or
Galicians) of the past.
It is considered necessary to teach and learn a Spanish national
narrative which is far-removed from traditional and essentialist
stereotypes. Here, we present a qualitative study of a phenomenological
nature, which explores, based on open questionnaires and the writing of
texts on the subject of history, the subjective representations of national
identity and Spanish history produced by pupils at the end of their
secondary education and by university students training to become
history teachers. We analyse whether they take nations to be sociocultural constructions and whether they assume, or not, a Spanish
national narrative as their master narrative.
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As far as Spanish national identity as a hypothesis is concerned, it is
predicted that some cognitive grading of meanings may be found,
depending on age or level of education and according to understanding
and use of concepts such as citizenship and nationality. The possibility
was considered of identifying a group assuming a more complex
meaning, referring to juridical-political requirements marking national
identity. This would imply an inclusive citizen view of national identity.
This group was predicted to be predominant among the older students
as they had overcome the limitations of national identity related to fixed
elements (place of birth, language, traditions) and an essentialist and
cultural vision, which is the first aspect to develop among children and
adolescents (Barret, 2013).
We shall take into account three perspectives of national identity. First
of all, we shall examine an essentialist view, which conceives the nation
as an organic entity defined by elements of ethnicity (people, language,
culture, history, etc.). Secondly, we shall look at a citizenship which
represents the nation as a community with a shared political will, via the
fulfilment of pre-established legal requirements. Finally, a mixed view
will be taken into account, which integrates elements of both of the
aforementioned points of view. We are aware of the fact that there are
no exclusively civic visions compared to cultural ones, they are always
interrelated. However, we consider that it is analytically pertinent to
evaluate them as far as the nature of their responses is concerned. It is
predicted that the citizenship vision will be prevalent among older
students. The essentialist vision would demonstrate an insufficient level
of learning about history and an incomplete understanding of the way
that democratic states function, as well as the impact of banal nationalism.
Other studies have proved the influence of essentialist representations in
common and school-based knowledge (Sáiz & López Facal, 2012; Muñoz,
2012).
We also investigated the opinions of trainee teachers regarding the
relationship between education and national identity and national identity
and the teaching of history at school via an open questionnaire. We
expected majority opinions on the close relationship between education,
the teaching of history and the formation of national identities. We were
especially interested in determining what type of arguments would be
used. It was considered probable that future primary education teachers,
in particular, would point towards that link and defend it with general
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educational arguments. On the other hand, we expected students training
to be secondary education teachers, the majority of whom were graduates
in History, to fall back on cultural-historical arguments, due to their
higher level of education in history. In both cases, finding out the
percentage of those relating education and formation of national identity
would provide us with clues on the possibilities of prior epistemological
reflection.
Last of all, we hoped to discover to what extent the future teachers
reproduced part or all of the items (periods, facts, characters, dates) of
the traditional Spanish national narrative, taking back the genesis and
formation of Spain as a state or as a nation to periods prior to the 19th
century (López Facal, 2000 and 2009). This was carried out by examining
texts on history and open questionnaires on the origin of Spanish and
Valencian identities. The aim was to discover whether the future teachers
questioned this essentialist-romantic vision and what degree of influence
this Spanish national narrative, the continued existence of which can be
noted in the curriculum and textbooks of the secondary education system
(Sáiz, 2015), still holds.
The traditional Spanish historical narrative was established at the end
of the 19th century and reached its highest degree of diffusion during the
Francoist dictatorship. It is an account which reproduces essentialist
stereotypes dating national unity and the origin of the Spanish to precontemporary periods (López Facal, 2009; López Facal & Sáiz, 2016).
Some notable highlights of its contents include: the mark of the Iberian
past, the Romanisation of Hispania as a political unit in the Peninsula,
the Visigoth kingdom as the embryo of the unity of Spain, the loss of that
kingdom due to Muslim domination, the Christian Reconquista
(reconquest) as the construction of the unity of Spain, its completion with
the Catholic Monarchs and its splendour and peak with the Habsburgs.
The essentialism of this national narrative remained hidden during the
transition to democracy. However, since the end of the 1990s, it has
regained public recognition originating form a Spanish nationalism
concerned with spreading an exemplary version of history, as a way of
normalized progress towards modernity whilst not forgetting to base
memories of Spain and the Spanish people in remote periods of history.
Characters and scenes from this traditional narrative live on in popular
knowledge and are present in cultural products for the masses, for
example in television series such as Isabel, Águila Roja and El Ministerio
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del Tiempo. If we consider the transversal influence of this national
narrative, both in the world of education and in the mass media, it is
foreseeable that it is also present among future school teachers. It is also
interesting to note any challenge to the remote origins of Spain as a state
and as a nation, and whether this grows or not according to the
individual’s prior level of education. It is predicted that the future
secondary education teachers would be the ones to question this idea the
most, as they are aware of certain modernist and constructionist theories
regarding nations and nationalism.
In addition, an attempt has been made to identify interpretations of
national identity in accordance with the four categories proposed by J.
Rüsen (2005: p.12 and p.29): Traditional; Exemplary; Critical and
Genealogical (which he terms “Genetic”). Applied to Spanish identity, the
traditional narrative would favour foundational myths which create
identities: For example, the birth of Spain during the Christian
Reconquista and its unification under the Catholic Monarchs, or the preexistence of the Spanish and of Spain from ancient times. Although these
ideas have disappeared from school textbooks following the end of the
Francoist regime, they live on in the minds of the generations brought
up during the dictatorship and are still present in a broad sector of the
population.
The exemplary narrative stresses the importance of points of reference
as abiding models, such as the wars of “resistance” (or of
“independence”) and periods of international relevance for Spain. Events,
institutions and artistic-cultural creations are evaluated positively, for
example the Spanish Empire of the Habsburgs and its presence in
America and the Golden Age. Even more recent events are appreciated,
such as the exaltation of the Constitution of 1812 as a model of liberal
unity and modernization and a history of 20th century Spain crowned with
the “happy ending” of the transition to democracy, the recovery of a
constitutional monarchy and overcoming the division of the “two Spains”.
This point of view is present in the current formal education system, its
curriculum and in the majority of both primary and secondary textbooks.
The critical narrative has an approach which questions the previous
(traditional and exemplary) historical models for offering a false univocal
and standardized view. It sets up the narrative of cooperation and
exemplary unity against the legitimacy born of the will of the population
in each historical moment. Therefore, it analyses and contextualizes the
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creation of a single Spanish national narrative and opens up the way for
alternative options. This critical interpretation is in a clear minority.
Last of all, a genealogical narrative must be taken into consideration.
This is the model which implies the highest level of historical knowledge
and conscience. The nation is contextualized as a dynamic process in
constant change with the present being influenced by a bygone history
and projected towards the future taking into account those historical
experiences. The presence of this narrative is extremely limited and can
be considered more as an objective in the learning of a Spanish identity
oriented towards democratic co-existence from a point of view which is
dynamic, open and inclusive, accepting the co-existence of frequently
conflictive alternative identities.
Above all, it was expected that evidence would be found of an
exemplary narrative of the history of Spain, due to the importance of this
type of narrative in the school curriculum. The presence of critical
narratives was expected to be lower and concentrated mainly in future
secondary school teachers. A significant presence of contents of the
traditional narrative was considered improbable, especially given its
limited explicit presence in the curriculum and in school textbooks.
However, references to characters or traditional events were not
discarded, due to their wide presence in banal Spanish nationalism.
References to Spain and the Spanish in the past and the use of the first
person of the plural (“we”, “our”, etc.) as a way of national identification
were taken as relevant textual markers in the identification of the implicit
assumption of the traditional narrative.
A wide range of responses was expected regarding the origin of
Spanish and Valencian identity. However, we did not expect many
responses about the genesis of Spanish identity mentioning traditional
markers, such as the Reconquista and the Catholic Monarchs. In
accordance with the content of the school curriculum, it was probable
that the Bourbon centralism of the 18th century would be mentioned,
possibly along with explicit mention of the construction of the liberal
state of the 19th century. As far as the origin of Valencian identity is
concerned, it was expected that the Christian conquest of Valencia by
James I of Aragon would be considered as a significant event, given its
broad curricular and extra-curricular presence (Sáiz, 2013a and 2015). No
critical views of the formation of Valencian identity in later periods were
foreseen.
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Methodology
This qualitative research of a phenomenological nature was carried out
between 2012 and 2014. The selection of the participants was made
according to the criteria of theoretical sampling (Flick, 2007). An
intentional or convenience sample was selected on the grounds of its
accessibility to the lead author. A total of 284 teenagers and young people
of both sexes were selected as participants, taken from future teachers
of the social sciences (150) and secondary school pupils (134). The latter
were from different academic year groups: In 2012, eighty pupils were
selected from the 2nd year of baccalaureate (typically 17-18 years of age),
whereas in 2013, 23 pupils were taken from the 2nd year of secondary
education (typically 13-14 years of age) and 31 from the 4th year (typically
15-16 years of age). All of these pupils were from a state-run secondary
school in the metropolitan area of Valencia. In 2014, 150 university
students took part: 38 were studying a Master’s degree in secondary
education, specializing in geography and history and 112 were in the
fourth year of a degree in primary education. All of these university
students were from the University of Valencia. The tools designed for the
study (open questionnaires and texts on history) were completed by the
participants in class time of their respective university subjects (“Social
Sciences” or “The History of Spain” for the secondary school pupils and
“The Teaching of Social Sciences” or “Innovative Teaching and Initiation
in Educational Research” for the university students). In order to carry
out these tasks, collaboration was sought from teaching colleagues of the
lead author.
The study was carried out in two clearly differentiated phases. The
first phase consisted of exploring the subjective representation of national
identity by analysing differences according to age among the secondary
pupils and university students, whereas the second stage looked in more
depth at the arguments and discourse of trainee teachers regarding the
history of Spain in order to investigate which elements were predominant
in their national narratives, differentiating between future teachers of
primary and secondary education. Via the use of these tools, it was
possible to gain access, in all cases, to the participants’ discourse and
representations of history and national identity in the form of narrative,
making use of text as the empirical material (Flick, 2007).
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In the first phase, the following open questionnaire was conducted on
Spanish national identity: What do you think it means today to be
Spanish? What does it mean to you to be Spanish? Do you think it is
possible today to stop being Spanish? This final question was substituted
for another for the trainee teachers: Do you think that national identity
is present in the primary/secondary education curriculum? Why / why
not)? What relation does it have, or could it have, with history and social
sciences?
Only the group of trainee teachers took part in the second phase of
the study, which combined the production of texts on the subject of
history with another open questionnaire. First of all, one hundred future
teachers (62 from the final year of the primary education degree and 38
from the Master’s degree in secondary education) were asked to respond
to the following question: Which events, characters or national historical
problems should primary/secondary pupils know about? Describe them
briefly. In order to avoid biasing their texts, no substantive content or
formal orientation was provided. In a subsequent teaching session, the
same group carried out the following exercise: They were given a list of
historical events3 and were asked the following question: Nowadays,
many people in this country are and feel Spanish and/or Valencian. From
all of these periods, when do you think people started to feel Valencian
and Spanish? Why do you think this?
From a theoretical point of view, text or narrative was considered to
be the ideal tool for analysing degrees of knowledge and historical
awareness, especially regarding national history, and for establishing
individual processes of national identification (Sáiz & López Facal, 2015).
The choice of tools demanded, therefore, an open coding of discourse
markers, in accordance with the strategies of Grounded Theory (Corbin
& Strauss, 2008). The qualitative information was gathered and processed
in the Filemaker Pro database, thus enabling us to improve the
formulation of the categories and the limits between them. For the texts
on historical issues, the following analytical criteria were applied: First of
(3)

Hispania as a province of the Roman Empire; the fall of the Roman Empire and the establishment of a
Visigoth kingdom; the Muslim invasion of the Visigoth kingdom (711, 8th century); the Christian conquest
of Muslim Valencia under James I (1238, 13th century); the reign of the Catholic Monarchs and the discovery
of America (1492, 15th century); the Spanish Empire in Europe and America with the Habsburg dynasty
(between 1500 and 1700, 16th-17th centuries); the arrival of the Bourbons and the reforms of the 18th century;
the construction of the liberal state in 19th century; the crisis of the liberal state, the 2nd Republic, the
dictatorship and the return of democracy.
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all, the form of the writing was taken into account (whether it was written
as statements or as a narrative, the presence, or lack thereof, of a
chronological order, especially the flexible use of historical tenses
(present-past). Secondly, the contents were considered (the mention, or
lack thereof, of events or characters considered representative of a
traditional, exemplary or critical narrative, reference to, or questioning
of, the Spanish or Spain in periods prior to the 19th century). Finally,
recognition of national diversity in Spain was taken into account, along
with any references made to the complexity of the national problem.

Analysis of Results and Discussion
Table 1 shows the data on the interpretations of Spanish identity.

TabLe 1. The view of Spanish national identity among students and trainee teachers

First of all, a high percentage of essentialist responses can be observed,
both among students and future teachers. The most repeated marker is
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that which classifies Spanish identity as a characteristic belonging to a
person born in Spain or to Spanish parents, a permanent identity
associated to people. Feeling Spanish out of proximity, emotion, a shared
feeling of belonging to a Spanish community or, in some cases, the
explicit appeal of the Spanish nation also stand out as other fundamental
expressions of Spanish identity. Expressions of Spanishness are equally
related with ethno-cultural elements, such as language, culture, customs,
gastronomy and local festivities.
The essentialist interpretation does not diminish with age or with
academic level and remains high (around 60%). Responses in accordance
with this view can be observed among secondary school adolescents of
14-15 years of age and among university students of 21-24 years of age.
An increase can even be observed among students in the final year of
their primary education degree (66%) compared to pupils finishing their
baccalaureate (61.2%). The influence of this essentialist vision may be
derived from the impact of the explicit discourse of Spanish nationalism
in public extra-curricular processes of socialization. A national identity is
assumed which is widely disseminated as social and political “common
sense” (Muñoz, 2012). The vast majority of the population shares a latent
Spanish identity, disseminated in many spheres of daily life, but which
only becomes visible when called upon. This view does not incorporate
legal criteria, nor does it resort to the concept of citizenship. Rather, it
encloses Spanish identity in an essence of the person with their birth,
way of life and feeling in and of Spain.
A significant exception was observed among History graduates, future
secondary school teachers, in whom this interpretation, although it
continues to be high, descends to 47%. This could be attributed to their
education which refutes the romantic-traditional national vision and
appeals to historical processes of social and cultural construction.
The citizen interpretation of national identity, which comprises
processes of nationalization and political citizenship, only obtained results
of 12-20% of the sample.
The mixed conceptualization of national identity increases with age,
ranging from 13% among secondary school pupils to 20% among future
teachers. They manifest and understand the process of nationalization but
also assume essentialist characteristics. They consider that Spanish

Revista de Educación, 374. October-December 2016, pp. 116-140
Received: 03-11-2015 Accepted: 17-06-2016

127

Sáiz Serrano, J., López Facal, R. ThE NATIONAL hISTORICAL NARRATIVES OF STUDENTS AND TRAINEE TEAChERS

identity can be obtained in both ways “you can belong to the country of
Spain either through birth or through citizenship” (R5, male, 23, Master’s
degree in secondary education).
Negative value judgements on Spanish identity were also documented.
These are transversal responses which show indignation, rejection of the
political system and the effects of the crisis (unemployment, corruption,
exile of young people, etc.). In this way, feelings of disillusionment with
Spanish identity emerge, although this affects only a minority of
responses (between 13% for secondary pupils and 16% for future
teachers).
Table 2 shows the data for the second field analysed in the first phase
of the study: the relationship between education, the teaching of history
and the formation of national identities.

TabLe 2. Opinions of future teachers on the relationship between education, the teaching of
history and the formation of national identities (n= 150)

As was to be expected, the majority confirmed the existence of such
a relationship. However, it is of more interest to note the categorization
of the arguments to defend this point of view (Table 3).
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TabLe 3. Arguments of future teachers on the relationships between education, the teaching of
history and the formation of national identities (n= 128)

Almost half of the responses mentioned general educational
motivations (type 2 and type 3), which can be explained, as predicted,
by the weight of future primary teachers in the sample. They receive
extremely basic teacher training as far as history is concerned and an
extremely limited historical, epistemological and disciplinary culture. Out
of these general arguments, one category corresponds to those referring
to the implicit relationship between education and the formation of
identities by way of the theory of the hidden and transversal curriculum
(type 2)4. Another category emerges from responses relating it explicitly
to the organization of the school curriculum: the presence of national
contents; the orientation of the textbooks and the holding of festivals
relating to identity (type 3)5. Last of all, other arguments emphasize the

(4)

(5)

National identity does not exist as a content but it is developed implicitly via other contents of a hidden
curriculum (R20, 21 years old, female, primary education)
National identity is present on every page of primary textbooks, especially in Social Science, which is all
about the history of the national identity (R55, 21 years old, female, primary education). Work done in class
promotes a feeling of belonging to a national identity or creates identifying marks, either by commenting
on recent events or celebrating festivals which promote Spanish nationalism, such as the national day of
Spain or Constitution Day (R9, 26, female, primary education).

Revista de Educación, 374. October-December 2016, pp. 116-140
Received: 03-11-2015 Accepted: 17-06-2016

129

Sáiz Serrano, J., López Facal, R. ThE NATIONAL hISTORICAL NARRATIVES OF STUDENTS AND TRAINEE TEAChERS

importance of the teaching of history in the social and cultural
construction of contemporary national identities. As predicted, the
majority of these responses were given by graduates in history training
to become secondary teachers6.
The analysis of the responses confirms that the majority of trainee
teachers assume the link between education and the formation of national
identity. However, it seems to be more a general understanding of the
role of education in the formation of identities than an epistemological
reflection on the function of history teaching as a creator of identities,
assumed by only a small percentage of respondents (20%). This group is
able to question the role of the teaching of history in schools in the
construction of national identities, being able to consider it as a learning
problem.
Tables 4a and 4b summarize the responses regarding the question of
the historical origin of Spanish and Valencian identity respectively. Tables
5 and 6 present the typology of the proposals relating to the history of
Spain as learning content suggested by the trainee teachers. Table 5
shows the form of their answers, indicating whether they were given in
the form of statements or narratives, whether they followed a
chronological order or not, whether content from the traditional narrative
was present or not and whether other subject matter or problems were
brought up. Table 6a and 6b show the frequency with which mention
was made in the written texts of periods (6a) and characters (6b) of the
history of Spain. Table 7 assesses the degree to which the traditional
narrative was questioned: how many texts assume it by referring to the
Spain or the Spanish people of remote periods of history; how many
question it with a critical assessment of its significant events (the
Reconquista, the Catholic Monarchs, etc.); how many people value, and
how they value, the complexity of the problem and/or how many claim
a contemporary construction of the Spanish nation.

(6)
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(The national identity) is always present: it is a question of showing that Spain as a whole has always existed,
although in practice this is not the case (R 29, 28, male, secondary education). It (national identity) is so
present. What does it represent apart from the 19th century History of Spain? A certain history, told in a
certain way, with extremely clear and specific interests. Where is it taught? In the second year of
Baccalaureate as a compulsory subject (R35, 24, female, secondary education).
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TabLe 4. Views of trainee teachers on the historical origin of Spanish identity and Valencian identity
(n= 150)
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TabLe 5. The way in which the history of Spain is presented as a learning proposal by trainee
primary and secondary teachers (n= 100)

TabLe 6a. Contents for the history of Spain as proposed by trainee primary and secondary
teachers (n= 100)
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TabLe 6b. Characters of the history of Spain as proposed by trainee primary and secondary
teachers (n= 100)

TabLe 7. Degree to which the traditional national narrative is questioned by trainee teachers
(n= 100)

The discussion of these results enables us, first of all, to identify the
views of teachers regarding the historical origin of Spanish and Valencian
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identities, as can be seen in tables 4a and 4b. It is surprising that 50-65%
of the trainee teachers assume traditional or essentialist origins, including
those that defend a permanent identity (49% for Spanish identity, as seen
in table 4a, and 64% for Valencian identity, as seen in table 4b), including
traditional origins and permanent identity in both cases. In the case of
Valencian identity, an essentialist view of the conquest of James I,
assumed by more than half of the sample of 150 trainee teachers, can be
highlighted. As far as Spanish identity is concerned, there were also
frequent references made to traditional origins, such as the Christian
Conquest (James I created both identities) and, above all, the political
unification achieved under the Catholic Monarchs, which was the most
cited reference7. In the sample regarding the history of Spain, the Catholic
Monarchs proved to be the nominal content with the highest number of
mentions (table 6b: 59 out of 100). The importance attached to the
Catholic Monarchs can be explained by the limited level of prior history
education and, perhaps above all, by the place of importance attributed
to these characters in the media, particularly in recent television series
such as Isabel. The majority of the trainee teachers assuming this
essentialist view of the traditional origins in national identity (59 out of
74) were future primary education teachers, in other words, those with a
lower level of education in terms of history. On the other hand, a higher
number of History graduates (half) argued for a recent origin of the
Spanish nation and identity (the Bourbon centralism of the 18th century
and/or the liberal state of the 19th century). It is among this group that
responses can be found more in accordance with modernist views on
nations. The students training to be primary education teachers who
defended this point of view merely limited themselves to allusions to the
idea of a contemporary origin (in the 19th century and also during the
Franco regime)8. The influence of prior education in the area of history
when answering this question is confirmed by noting that practically all
of those who did not answer (29 out of 32) were future primary teachers.
(7)

(8)
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From the Catholic Monarchs as they were the ones who unified the kingdoms which existed, at that time, in
the Iberian Peninsula and formed the Spain which we know today (R20, 21, female, primary education);
from the creation and unification of the Kingdom of Spain following the marriage of the Catholic Monarchs
(R27, 21, female, primary education).
Like all national feelings, Spanish and Valencian nationalism are historical constructions which appeared
in the 19th century (R12, 25, male, secondary education); they appeared relatively recently, in the 19th
century with the establishment of the European nation-states (R62, 21, female, primary education degree).
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Secondly, regarding the model of national narrative as a learning
proposal, the results confirm the influence of the traditional narrative
among future teachers. This can be noted in the way of answering and
in the contents of the 100 written texts analysed. As far as the way of
answering is concerned, as can be seen in table 5, statements listing
traditional characters and periods are predominant (81), either in a
disjointed or unchronological way (table 5, type 1, 39) or chronologically
(table 5, type 2, 42). The contents were, on the whole, contemporary,
mainly from the 20th century (table 6a, 72) and specifically refer to Franco
(table 6b, 39), albeit closely followed by the medieval period (table 6a,
59-64), with the Catholic Monarchs being the most cited characters.
The contents and the way in which they are presented seem to
resemble the school curriculum. This fact is more noticeable among future
primary education teachers, who may recall it not so much for its history
education but more for the way its contents relating to social sciences in
primary education are usually dealt with. However, this morphology is
also apparent among future secondary teachers, who also make reference
to the same narrative, albeit with a greater degree of rigour and wealth
of information. The national history content which the future teachers
consider should be learnt seems to be a sequenced and ordered narrative
of periods and characters, probably as a result of the educational model
which they received as children. The references made are noticeably
traditional in nature. This corresponds to the historical narrative which
is probably assumed by the vast majority of the population; a
chronological framework of traditional facts and characters, a powerful
national narrative which acts as a schematic narrative and intercedes in
the most widespread representation of “our” history. This is backed up
by recent successful television series dealing with historical events, which
lean on this traditional narrative and, at the same time, reinforce it within
the framework of banal Spanish nationalism.
This profile coincides with the group which did not question this
traditional content (table 7, types 1 and 2, 86 texts). These participants
implicitly assume this content by making no reference at all to the
problem of national identities (table 7, type 2, 61) constituting a kind of
“hidden nation” (López Facal, 2000), which is a feature of the school
curriculum and history textbooks but which also originates in the group
with textual markers of a past-present continuity of the Spanish and Spain
(table 7, type 1, 25), especially direct references to an eternal Spain from
Prehistory to the present day.
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The most critical written texts, in both form and content, are almost
token in number. They do not enunciate but simply write, selecting
periods with a flexible use of chronology and even assuming historical
problems as learning proposals. In this small group (table 5, types 3 and
4, 19), traces of a critical narrative can be found (either in the mention of
political problems or even gender as a guiding principle9 or in the
questioning of significant events/characters of the national narrative10, or
in mentioning the contemporary construction of national identities11.
These few texts are those which contest the traditional narrative (table 7,
types 3 and 4, 15) and, therefore, can be highlighted as being critical
narratives. With the exception of one case, all correspond to History
graduates training to be secondary education teachers, in complete
contrast to those studying to be primary teachers who even admitted to
a limited level of education in history:
After thinking about the question, I have realised that my knowledge of
history is insufficient. Given this situation, I would not be able to establish
what my primary pupils should know upon finishing that stage of their
education. Therefore, I must inform myself and gain a more in-depth
knowledge of the curriculum (R15, 21, female, primary education)

This person recognizes the fact that her knowledge is insufficient but,
in order to enrich it, does not resort to better knowledge of and about
history but rather to educational arguments, namely greater knowledge
of the curriculum. This is perhaps the difference marking the possibilities
for thinking historically about the national issue; the solidity of the
teaching of history in terms of contents and methodology.
(9)

…not focus on historical characters, but rather on men and women who may not seem important (in
textbooks) but are those who made history. Recognize their role and importance, especially women at certain
crucial moments… (R35, 23, female, secondary education); as a future primary education teacher, I believe
that the most recent history is what should be taught in the primary classroom. Perhaps from the middle of
the 19th century or even from the beginning of the 20th century, having previously been contextualized.
They should know what republics, monarchies and dictatorships are and what the differences are between
them. They should know how Spain went from being a monarchy to a republic and then a dictatorship (R62,
20, female, primary education)
(10)
The use of the term ‘Conquest’ instead of ‘Reconquista’ to refer to the end of Al-Andalus (R35, 24, male,
secondary education); the mythology of the Reconquista; put an end to the idea that it was a positive event
for our society (R9, 28, male, secondary education); by explaining clearly that Spain did not arise here
[with the Catholic Monarchs] but that it was merely the union of dynasties (R28, 23, male, secondary
education).
(11)
Given that our current situation is derived from the construction of the nation-states during the 19th
century, I think that one of the national historical problems is the construction of a national identity built
by those in power, from above and not from social foundations (R3, 25, male, secondary education).
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Conclusions
This research provides evidence of the weakness of basic history teaching
in order to question essentialist views of the nation and the influence of
the traditional national narrative.
First of all, the majority of adolescents and young people lack the basic
intellectual tools to think in historical terms about national identities and
nations. They do not show evidence of understanding these ideas as
socio-cultural constructions and non-essential realities. The teaching of
history in the secondary education system does not prepare people to
critically evaluate the representation of their own national identity, which
is perceived to be natural. This essentialist view is reinforced by banal
nationalism and, therefore, continues to exist among trainee teachers. No
significant changes could be observed with age, only with an increased
level of education in history. This is the case with some, but not all, of
the trainee secondary teachers who are History graduates. But with
school history learnt, no changes occur here. In basic education, there is
no deviation (in the content of the curriculum, in textbooks or in methods
of evaluation) from what is apparently a disciplinary code for history
teaching at school; the learning by heart of the contents of a national
narrative (Sáiz, 2013b; Sáiz & López Facal, 2015 and Gómez & Miralles,
2015).
Secondly, the mediation of the traditional narrative can be observed
as far as what trainee teachers consider that their pupils should learn is
concerned. This is in spite of the changes which have taken place in the
curriculum since the end of the dictatorship and the hiding of this
traditional narrative in curriculums and textbooks. This traditional
narrative lives on in the collective memory of popular culture. We
consider that it derives from the revival of Spanish nationalism since the
1990s, which is becoming less and less implicit. A good example of this
is the importance given to the History of Spain in the school history
curriculum originating with the ‘Decreto de enseñanzas mínimas’ (the
decree of minimum standards for education) of 2001 and continuing with
the current education law (LOMCE) (López Facal, 2014). However, it can
also be attributed to the omnipresence of aspects of traditional Spanish
history in different spheres of everyday socialization, from sport to
television series. The results concerning what future teachers consider to
be essential knowledge for their pupils in terms of national history are
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worrying for those of us that believe that history teaching at school
should provide pupils with the appropriate tools to promote civic and
democratic values rather than forge irrational loyalties. The history taught
in primary and secondary schools should provide pupils with criteria for
understanding current problems, such as the issue of national identity,
teaching them to denaturalize nations and to question any essentialist
identity. Therefore, an improvement in the level of education among
teacher training students as far as history is concerned must be treated
as a matter of utmost importance.
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Abstract
Reading literacy as formulated in PISA rests upon language and learning
theories little known outside language research circles. However, without an indepth analysis of the principles underlying the tests’ scales and content, neither is
it impossible to fully understand the results, nor can improvement strategies be
proposed. Following a brief description of the language theory underpinning PISA,
this paper contrasts these principles with traditional language teaching theory and
practice in the Spanish educational system. On this basis, it analyses several
epistemological conflicts between both formulations, which can be summarised by
three conceptual pairs: description vs. cognition; language theory vs. language use;
and rhetoric vs. grammar. The second part of this work focuses on four specific
measures that could form part of a comprehensive innovation scheme that brings
teaching practices in line with the communicative competence principles envisaged
by PISA. These measures – the implementation of genre maps, whole-school
literacy programmes, assessment based on competence language scales, and
portfolio assessment – have proved to have had a visible impact on PISA scores in
other educational systems. Lastly, reference is made to these countries and contexts
and information is provided on the plans to implement similar measures in Spain,
which are currently in the experimental stage.
Keywords: PISA, reading literacy, communicative language competence,
systemic-functional linguistics, new rhetoric, assessment.
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Resumen
La comprensión lectora en PISA se fundamenta sobre una teoría de la lengua
y una teoría del aprendizaje que son generalmente desconocidas fuera del ámbito
de la investigación lingüística. Sin embargo, sin analizar en profundidad estos
principios que marcan las escalas y los contenidos de las pruebas, no puede
entenderse adecuadamente los resultados ni pueden proponerse estrategias de
mejora. Este artículo parte de una breve descripción de la teoría lingüística que
sostiene PISA y contrasta estos principios con la teoría y práctica tradicional de
enseñanza de lenguas en nuestro sistema educativo. Partiendo de esto, analiza
varios conflictos epistemológicos entre ambas formulaciones, que se resumen en
tres pares: descripción lingüística frente a cognición lingüística, teoría de la
lengua frente a uso de la lengua y gramática frente a retórica. En una segunda
sección se aportan medidas concretas que pueden formar un plan de innovación
global que acerque la enseñanza a los principios de competencia comunicativa
que PISA contempla. Estas medidas - desarrollo de un mapa de géneros textuales,
desarrollo de un proyecto lingüístico de centro, uso de escalas de progreso para
la competencia en comunicación y uso del portfolio de lenguas en evaluaciónhan demostrado tener un impacto claro en los registros PISA en otros sistemas
educativos. El artículo incluye referencias a estos países y contextos y aporta
información sobre planes en nuestro país en que estas medidas se hallan en fase
de experimentación.
Palabras clave: PISA, comprensión lectora, literacidad, alfabetización,
lingüística funcional, nueva retórica, evaluación.

Introduction
The main task of educational systems is to design reading and writing
programmes that develop the individual and social potential of students.
Literacy – or language or literacy competence, as it is also known – is,
therefore, the prime function of schooling. Its role is doubly important.
On the one hand, it neutralises the effects of social differences to such
an extent that the impact of reading proficiency performance on
numeracy and scientific competence is similar to the socio-economic
index. On the other, it leverages the most intimately human faculty:
language. The real scope of a literacy programme is, accordingly,
immeasurable and raises a challenge that the humanist Steiner
characterizes as “an essential program for the intellect and the emotion”
(2008:173).

142

Revista de Educación, 374. October-December 2016, pp. 141-158
Received: 18-06-2015 Accepted: 24-06-2016

Lorenzo, F. COmmUnICAtIvE LAngUAgE COmPEtEnCE: stRAtEgIEs FOR READIng LItERACy EnhAnCEmEnt In PIsA tEsts

However, literacy provides an imprecise analysis of language capacity.
It is too wide a concept that ranges from a command of the rudiments of
the written code to the expression of the highest cultural representations,
the difference between articulating vowels and writing the Aeneid. In
spite of the fact that midpoints – functional illiteracy, U-turn illiteracy
(Jiménez, 2005) – have been found, the term has proved inadequate as a
study variable.
In contrast, current educational research is endeavouring to
benchmark competences. By means of grade descriptors, it is possible to
gauge the exact proficiency levels as regards a capacity which hitherto
has been understood in absolute terms: to know how to read or not. This
is the case of the Common European Framework of Reference for
Languages (Council of Europe, 2002) with Levels A1 and C2, or the PISA
programme and its five competence subscales, developed under the aegis
of the Organization for Economic Co-operation and Development
(OECD).
Besides the relative position of each country in the final ranking, PISA
provides an inexhaustible source of data with which to analyse very
diverse parameters: differences between countries; progress in the
different waves of the study; the aetiology of the results that identify
internal and external causes affecting schools; and the relative weight of
economic, social or purely educational variables, among others.
Of these perspectives, this study focuses on the primary purpose for
which the OECD created the test, to wit, to inform about efficient
educational actions, a pending task in Spain at least with respect to
reading competence (on reading strategies, see, for instance, Marchesi,
2005: 16; on the objectives of the test, see Schleicher, 2006; and for a
peculiar interpretation of the test, see Alcaraz et al., 2013). Along these
lines, this study puts forward a number of measures that, as a whole,
form a comprehensive proposal geared to improving communicative
language competence. To this end, its assumes that any classroom
intervention should be compatible with natural – cognitive and social –
language learning processes, and holds that, while teaching models
continue to go against the grain of the very mechanisms of language
acquisition, the role of schools in the development of this competence,
also called literacy, will be residual.
Thus, the idea here is to make the most of the diagnostic capacity of
the PISA model through competence scores; scores that are “good for
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description” but “deficient for explaining” (Carabañas, 2008: 3). Even so,
PISA provides data for causal analysis. In particular, and according to the
same study of this widely cited author:
By means of a precise statistic method, multilevel analysis, PISA
estimates that near on half of the imbalances in all the systems
(countries) are due to environmental variables, among which the
socio-economic composition of populaces is the main one (PISA, 2008:
276) (Carabañas, 2008:35).
This study is based on the premise that, versus the factors related to
economic, social and cultural status (ESCS), changes in the learning
environment can, to a great extent, reverse the order of things; in the
case in hand, the reading proficiency scores of the countries involved,
which show fixed, at times even secular, trends. This has been true for
specific educational systems that have improved their performance
through decisions on curricular innovation, new assessment systems or
new methodologies.
All in all, this work is based on the assumption that language factors
per se, those related to the epistemology of language and its acquisition
and, in turn, to good practices in language teaching, can improve PISA
results and, what is more important, the reading literacy of students.

Communicative language competence: myths and realities
Literacy is a competence regulated by mental processes that allow us to
achieve a command of the language system. Its nature, therefore, is
essentially cognitive. However, educational practices are frequently
grounded on myths and beliefs contrary to the natural mechanisms of
language acquisition (on language myths, see Bauer & Trudgill, 1998).
The traditional school assumes principles of language proficiency that
are, in many cases, questionable and, in others, have been refuted by
empirical research. Among these are three that determine daily
educational practice: the confusion between language description and
cognition; language theory and use; and, lastly, grammar and rhetoric. In
brief, this is tantamount to claiming that, with respect to language,
teaching redounds to real language acquisition, the theoretical description
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of language facilitates its use and language can isolate itself from its social
nature.
As opposed to tradition, among existing language models, the
functionalist model that has served as inspiration for PISA understands
language as an activity, assumes that competence is shown in the use of
language and avails itself of text production or comprehension as a sign
of proficiency. Traditional and functionalist linguistics rests, therefore,
not only on distinct, but also incompatible, linguistic presuppositions,
and this has a clear impact on the PISA assessment. It must be said that
traditional linguistics occupies a predominant place in our educational
system, and these errors of concept are fairly mainstream. Due to their
importance, they will now be addressed in detail below:
Language description vs. language cognition: Language is a mental
reality that evolves in individuals over time in such a way that its
components develop in specific critical periods: the phonological system
in infancy or complete subordinate clauses in adolescence, for example
(for a map of language growth in educational settings, see Christie
(2012)). In educational linguistics, language development has been
divided into two moments: the acquisition of basic interpersonal
communication skills and cognitive academic language proficiency (BICS
and CALP). Over the years, students shift from proficiency in a
rudimentary language limited to the environment and the present to
academic language; a language with long structures, a specific
terminology and complex clauses (on the differences between basic
interpersonal communication skills (BICS) and cognitive academic
language proficiency (CALP), see Cummins (2001); on the distinction
between restricted and elaborated code, see Bernstein (1975); and on the
evolution of contextualised language proficiency towards the
decontextualised kind, see Halliday (2007)).
In the realm of reading comprehension, this shift marks the line
between learning to read and reading to learn. The different international
tests that students are obliged to sit address both stages. At the age of 10,
PIRLS measures the narrative language of the first stage of reading
proficiency development, while, at the age of 15, PISA measures advanced
levels (Mullis et al., 2007). A quick glance at performance levels shows that
the PIRLS results for Spain are higher than the country average, while, five
years on, in the PISA tests, the results fall below the median. This indicates
a relative drop in competence – occurring exactly in the five-year period
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between both tests – from which it is possible to draw a number of
conclusions. More specifically, what the data show is that in our educational
system students are capable of understanding a sequence of actions in time
following a narrative thread, i.e., narrative texts, but when language is used
to reflect reality scientifically, with multiple causal relationships and the
description of complex processes, as occurs with PISA, comprehension
levels decline. Indeed, in PIRLS the texts making up the tests are narrative,
and in PISA, mainly expository (Sanz, 2005).
This divergence places the spotlight on common educational practices
in early adolescence that do not favour this transition to academic
language proficiency, some of which, such as clause analysis, explicit
spelling rules, a mechanical enunciation of verb tenses and the isolated
treatment of errors are all too commonplace.
Language theory vs. language use: A second confusion that
occasionally affects language education is the difference between
language theory and language use or, in other words, the erroneous
parallels drawn between knowledge of metadiscourse and real language
proficiency. The former, one could say, is the terrain of a Nebrija and the
latter that of a Castelar. The systems in which priority is given to
metadiscourse operate on the basis of a transmission theory of education.
On the other hand, those that pursue real language proficiency rest on
constructivist foundations. The TALIS survey, which includes data on
teaching styles, demonstrates that the notion that the transmission of
curricular content sets the pace of learning – in such a way that, for
instance, the explication of concessive clauses allows students to present
counter-arguments in a paragraph – prevails in our educational system.
On the face of this, systems with a more markedly constructivist
component base language education on practices that avoid
metalinguistic knowledge, such as reflecting on statements, written
composition and guided paragraph construction (Lefstein, 2009). This
dichotomy should come as no surprise, insofar as Américo Castro
cautioned, nearly a century ago, that “grammar is of no use for teaching
people how to speak and write their own language. It is so vulgar that it
is shameful to have to write this over and over again” (1921: 213). With
new tests like PISA, this is more clearly brought home to roost: the
educational models that are grounded on constructivist principles are
those that achieve higher reading proficiency levels, such as those of
Australia, Iceland, Denmark and Korea, according to the TALIS survey.

146

Revista de Educación, 374. October-December 2016, pp. 141-158
Received: 18-06-2015 Accepted: 24-06-2016

Lorenzo, F. COmmUnICAtIvE LAngUAgE COmPEtEnCE: stRAtEgIEs FOR READIng LItERACy EnhAnCEmEnt In PIsA tEsts

Way behind in the ranking, barely ahead of Bulgaria and Malaysia, Spain’s
educational system seems to be firmly grounded on transmission
principles (OECD, 2014).
Grammar vs. rhetoric: A third simplification stems from the confusion
between grammar and rhetoric. Since many educational systems have
used student errors as a gauge for measuring competence, classroom
activities focus on units where these errors are more easily detected:
morphology confined to clauses. On working with clauses, instead of
texts, the real products of linguistic activity, emphasis has been placed
on grammar, rather than on the language being used, namely, on rhetoric
– for an understanding of the historical origins and evolution of this
confusion between grammar and rhetoric, see Gutiérrez (2008). In
opposition to this, in many educational systems language study is purely
rhetorical, focusing on text comprehension, rather than on clause analysis.
What is involved here are systems influenced by functionalist models, like
the so-called Sydney School (for a review, see Martin (2010)). This premise
is evident in PISA’s language competence model, also hailing from
Australia: it is a text, rather than clause, model, in which students who
have consumed a greater number of texts and discourses at school stand
out. Simply, both models function under different premises of literacy or
language competence (on the role of the Australian Council for
Educational Research in the design of the tests, see Turner (2006)).
International classifications have highlighted these contradictions and
the shortcomings of many systems. The European Commission, whose
intention it was to reduce the number of students with reading deficits
by 20% come 2010, has failed in its attempt and is now establishing new
objectives: a 15% reduction by 2020. Albeit not inclined to hyperbole, the
Commission itself refers to these indicators as “nothing less than a
potential catastrophe for European societies” (European Commission,
2011: 5). The following educational action proposal outlines possible
future strategies.

Educational actions for improving reading comprehension
The analysis of good practices is a frequent procedure in educational
research. When school factors are at the root of the difference in
competence scores, other models can inspire more efficient measures.
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This section will cover a number of specific practices on which other
countries, with different educational traditions, base communicative
language competence. Albeit individual measures, to my mind they
constitute, as a whole, a comprehensive classroom intervention scheme
that could have a clearly positive effect on PISA results. Furthermore, it
is also a realistic, feasible programme consistent with the principles of
existing official curricula, containing bottom-up measures arising from
specific experiences, though requiring a legal framework that favours
their development.
Each one of these strategies will refer to real contexts in which
measures have been implemented experimentally in our educational
system, as a result of the practices of specific schools or teachers, or those
established in the systems of other Western countries. Lastly, the positive
impact of these practices on reading comprehension performance will
also be described in detail.

Texts in non-linguistic disciplines: the text genre map
The educational policies of the Council of Europe and the OECD stem
from the new linguistics of communication, in which each and every
language use environment is meaningful. At school, language is used for
communicating other subjects such as history and computer science.
When students study integrals in mathematics, the laws of levers and
pulleys in science, medieval polyphony in music or the Industrial
Revolution in history, they use linguistic resources, sometime complex,
with a particular terminology, special structures and specific semiotic
systems, like musical or mathematical language. That is why language
competence becomes a transversal skill in all areas of the curriculum, a
disciplinary literacy (historical genres) different from advanced literacy
(a formal letter) or basic literacy (a children’s story) (Shanahan &
Shanahan, 2008; Lorenzo, 2010).
Against this background, peripheral measures, such as a reading hour
or library programmes, are insufficient. To develop language at school, it
is necessary to deal with its very workings in each and every discipline.
This involves integrating area content based on transversality principles,
like the languages across the curriculum model. In these integrated
models, each discipline programmes texts related to its speciality. Thus,
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history teachers programme biographical accounts, life stories, obituaries,
history reviews, case studies, chronologies, timelines, maps, etc. They are
specialised genres with which teachers are familiar, as with their
rhetorical structure. Some of these genres involve text reception (reading),
others, text production (writing) (Lorenzo, 2013). In certain educational
systems, texts as a whole constitute a repository that has a number of
names: genre network (Swales, 1990); genre portfolio (Hyland, 2002); or
genre map (Hyland, 2004). What is even more important is that this genre
map potentially embraces all types of texts, including continuous or
discontinuous texts, the authentic or pedagogical kind, or – a determining
factor in the modern school setting – the use of several vehicular
languages in bilingual centres: texts in any language, graded by the
proficiency level of students (Lorenzo, Trujillo & Vez, 2010; Lorenzo, Casal
& Moore, 2010).
Despite affecting the central core of teaching organization, practically
all educational systems, strikingly those based on research, have begun
to establish language objectives across the curriculum. In a country with
such a long academic tradition as the People’s Republic of China, where
nationwide selective tests go back thousands of years, language policies
have overcome the inertia of traditional teaching and imposed an
integrated language curriculum (in this regard, see an interesting report
of the OECD (2010)). In the West, curricular integration in Portugal meant
that reading comprehension increased by nearly 20 points between 2006
and 2009, on par with the OECD average and, on that occasion, the third
largest increase. They are the effects of language curriculum renewal in
secondary school education which, at the turn of the century, was
progressively implemented from early adolescence onwards (Gouveia,
2006). The results are similar in an also very significant context
exemplifying excellence: Scandinavia. Denmark, for instance, which had
obtained very discrete results in successive PISA testing waves from 20032006, managed to reach the level of the rest of the Nordic states in 2009.
An interpretation of the data points to the creation of an integrated
language curriculum; that is, the explication of language tasks in all areas
of the curriculum (Lie, Linnakylä & Roe, 2003; Linnakylä & Välijärvi,
2006).
In our setting, the programming of text genres in curricular areas has
been developed to a certain extent in the creation of an integrated
language curriculum, adopted by some of Spain’s autonomous regions
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and supported by the Autonomous Organization for European
Educational Programmes (OAPEE). Theoretical developments and
experimental proposals in primary and secondary schools have
demonstrated that they are feasible measures, aligned to the nature of
our education centres and which have had an unquestionably positive
impact on regional or international diagnostic tests.

Communicative methodology integrated with non-linguistic disciplines: the
whole-school linguistic project
The simple shift in focus from clause to text produced by curricular
integration does not necessarily imply a practical use of language. Text
genres can also become inert units in fossil content (Zayas, 2015).
Teachers of non-linguistic disciplines, like history or science, can
intervene in language education – ensuring the comprehension of texts
related to their speciality. This involves a common text processing
methodology into which the European Union itself has already made
inroads, concerned by the tendency towards stagnation in reading
comprehension.
In this respect, the study Teaching Reading in Europe (2011) makes
the following recommendations: a) comprehension monitoring, as a part
of reading activities, that allows students to learn to monitor how well
they comprehend; b) group reading and comprehension activities in order
to allow students to discuss among themselves the meanings, implications
and inferences of words in a cooperative fashion; c) use of semantic and
graphic organisers to visually represent the text structure; d)
comprehension questions about texts, covering both specific and general
information, that allow for the correction of erroneous interpretations; e)
activities keyed to schematising and summarising text content that
encourage students to reformulate ideas. In short, what is involved is
active reading, which ensures the presence of texts and their
comprehension (Lorenzo, 2013).
With regard to language courses, both Spanish and the country’s
official languages, alongside foreign languages, need to substitute
knowledge about the language or language awareness for grammatical
practice. Here, true enough, what is not tradition is plagiarism. The
language teaching methodology based on the new rhetoric incorporates
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exercises dating back to Antiquity: narrating an event; expanding on an
issue; refuting an argument; attacking or defending a statement;
contrasting things or people; describing phenomena; arguing in favour
or against. Ultimately, it is the models that give shape to the language of
Cicero and Seneca in art (Gutiérrez, 2008).
This rhetorical approach to the development of literacy is the
cornerstone of many benchmark educational systems in the Western orbit.
Australia and Canada, for example, use analysis and text reconstruction
models that put the accent on the construction of paragraphs and the way
that they are structured around principle and secondary ideas, the orderly
production of new and known information around marco-themes and
hyper-themes, and cohesion and coherence exercises (practicing ellipsis,
coreference, substitution, etc.). School materials and textbooks are
produced on the basis of these principles: text-based language education
or reading to learn. In our context, there are studies and experimental
programmes in line with these principles (Camps & Zayas, 2006).
Outstanding among these is the programme Literacy across the curriculum
in different languages and contexts. Functional approaches to reading and
writing, which draws on the experience of text programming from primary
schooling to compulsory education at a European level (Denmark, Sweden,
the United Kingdom, Portugal and Spain).
With respect to its direct impact on standardised tests in the always
inspiring Australian context, functional language teaching yields clear
results. In 2008, the programme Reading to Learn was introduced in 90
schools in New South Wales during two trimesters: the language
competence of gifted students increased twice as much as normal during
the period. For less gifted students, the target competence levels for a
period of three years were reached in six months; a spectacular result.
The tests are robust, calibrated and referenced in the field of language
research (Acevedo, 2006).
On a more modest level in Spain, an important number of secondary
schools drew up communication plans based on the whole-school
language project concept, as part of their self-assessment and
improvement programmes. Thanks to these, this concept has now been
put into practice in our educational system. The fully accessible document
of the secondary school Mirador del Genil sets out a laudable
comprehensive intervention model for language education, acknowledged
by the School Inspection Service (Gómez & Arcos, 2007).
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Assessment descriptors: language competence scales
In addition to its own ends, PISA could be an excuse to review
assessment and change teaching (Monereo, 2009). One of the limitations
of our educational system, shared by other European countries, is that
assessment is disassociated from proficiency scales that faithfully measure
competence levels.
On this point, the reality is that, without a proficiency scale clearly
calibrated by language use descriptors – the Common European
Framework of Reference is exceedingly robust in this respect – curricula,
textbooks and assessment all run the risk of going adrift. The 16 countries
that, according to the OECD, use proficiency scales as a tool do so for
different purposes: to gauge progress in proficiency over time; to keep
parents informed about progress in relation to regional or national levels;
to allocate resources; to make curricular decisions; or to assess teachers
(OECD, 2011: 50-52). The descriptors, therefore, help to establish
objectives and link classroom activity to real competence criteria focusing
on communication. For instance, the United Kingdom has used
competence levels to design a comprehensive literacy programme called
the National Literacy Strategy (NLS):
Our assumption, based on a review of the international research, is that
about 80 per cent of children will achieve those standards simply as a
result of being taught well by teachers who know, understand and are
able to use proven best practice. A further 15 per cent have a good
chance of meeting the standards if, in addition, they receive extra smallgroup tuition should they fall behind their peers. The remaining five per
cent are likely to need one-to-one tuition from time to time, preferably
early in their school careers (ie before age eight) (Moss, 2009: 130).
As can be seen, the descriptors determine teaching methods, grouping
and timing. The use of scales even includes details such as the time
distribution of classroom activities, namely, the daily literacy hour: 15
minutes of group reading; 15 minutes of tuition on text formation; 20
minutes of individual reading and group comprehension activities; and a
10-minute plenary session. Lastly, the scales also manage to link literacy
levels to other social development factors; thus, their utility is evident
and negates the possibility of baseless assessment models.
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The results suggest that bringing the lowest-performing students in
the OECD area – many of whom are socio-economically disadvantaged
– at least up to 400 score points on the PISA scale, which corresponds
roughly to the lower boundary of the PISA baseline Level 2 of
proficiency, could imply an aggregate gain of national income in the
order of USD 200 trillion over the lifetime of the generation born in
2010 (OECD, 2010a, p. 26) (in Cummins, 2011: 25).
Language discipline assessment is traditionally specific, aside from real
competence levels as regards language proficiency. On the basis of the
competence scales it is difficult to understand the meaning of a pass or a
fail in Spanish Language in any secondary school course. Simply, these
grades can be meaningless in terms of real language proficiency. Without
these scales, it is complicated to establish significant objectives, for
example that the majority of students exceed PISA proficiency Level 3 in
adolescence, which highlights their capacity to cope normally with
academic texts (Sánchez & Rodicio, 2006). This level would guarantee
the aforementioned reading to learn capacity and would herald a decisive
advance in their academic maturity.
There are a number of initiatives that can serve as a model. In our
own educational system, the use of language competence scales in second
languages has become widespread, transforming not only teaching, but
also the attitude of public administration to language proficiency. On
many occasions, the levels have a clear-cut instrumental purpose: B1 for
accessing bilingual itineraries in secondary school education; B2 for
obtaining specific diplomas; and C1 for participating in specific mobility
programmes. Although possible with other scales and functions, it is still
a pending task with respect to the Spanish language.

Educational assessment: the text portfolio
Communicative linguistics accepts that real assessment requires the
sampling of a number of types of relevant discourses. In this regard it
coincides with the Council of Europe which has promoted the use of
classroom portfolios, a register of student text production throughout the
term. Furthermore, in the United Kingdom experts in assessment reform
have recommended the use of portfolios in their conclusions set out in
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the document entitled, Assessment for learning: beyond the black box.
They have also indicated that educational assessment, like the portfolios,
is dialogic and implies that students ponder together, immersed in a
dialogue of inquiry and reflection (Little 2009).
The assessment techniques are well known: frequent observations by
teachers; group corrections; progress individualisation; self-assessment
techniques; all features that are related to learning gains (Garbe et al.,
2009). It is also a sort of inclusive assessment that minimises academic
failure by not establishing initial benchmark criteria. It is the type of
assessment that inspires policies such as no child left behind, the principle
par excellence of the comprehensive school present in the systems that
PISA singles out as optimum, like that of Finland, for example.

Conclusions
PISA could be an important driving force for change in the educational
system if a results-centric attitude is discarded and, instead, thought is
given to the learning paths behind. Educational research should overcome
the noise that the tests generate in the media, seeking to ensure that the
debate remains uncontaminated and does not stray from scientific logic.
In the United Kingdom, the press received the results with literal allusions
to the stupidity of the British: Are we not such dunces after all? (The
Times, 6 December 2001). The Spanish media has also been lavish with
their appraisals. A recent article indicated that “some educational
authorities have discovered that the best thing to do in order to obtain
good PISA assessments is to teach students to pass PISA” (“Estadísticas y
realidades,” El País, 4 Mayo 2015). This begs an interesting question about
the possible changes that PISA will bring about in teaching, what is
known in the literature on assessment as the test’s backwash effect.
In conclusion, this paper intends to banish that fear. The conception
of the nature of language on which PISA rests is solid; its competence
scales are grounded on a reading comprehension model that stems from
a profound knowledge of linguistic mechanisms – fundamentally, those
of cohesion and coherence. If teaching adopts the language model upheld
by PISA, this will result in a more humanistic, egalitarian and liberating
language education. In this regard, it is also supported by the respected
criteria of auctoritas. Famous intellectuals of the past, like Américo Castro
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and Giner de los Ríos, present-day scholars from across the Atlantic, such
as Humberto Morales, or our own savants including the language
philosopher Emilio Lledó and the descriptive linguist Gutiérrez Ordóñez
have all opposed, even abominated on occasion, traditional teaching: a
teaching of explicit forms, reduced to clauses, of selective assessment
based on metalinguistic content.
This paper recommends a number of educational actions not only to
the Administration, but also to the publishing industry, teacher training
centres and the educational community as a whole, revolving around a
new linguistic paradigm comprising a number of measures: the
implementation of genre maps; a whole-school language project; the use
of language competence proficiency scales; and language portfolio
assessment. These measures are feasible, practical and form part of a
comprehensive intervention scheme geared to achieving proficiency in
the ancient art of language, of the recte loquendi recteque scribendi.
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Abstract
The recent syllabuses of Spanish academic degrees in education have elicited
some major changes, such as the emergence of new courses like TFG (Degree
Dissertation) and TFM (Master’s Dissertation), as well as a significant increase in
Practicum hours (external work-related development). There is extensive
literature on the impact of technology on this type of education, but there are
also many references to potential added problems, such as: data protection,
children protection, copyright and plagiarism. The present study is part of a larger
project on the use of technologies for assessing these courses. The study focuses
on the ethical dimension of assessment and prevention of plagiarism in order to
answer the following research questions: To what extent is this topic
contemplated in academic degrees in education? Are practices considered
unethical in teaching guides the same as those considered unethical by academic
staff? What mechanisms are put in place once dishonest practices are detected?
What indicators are associated with good practice? A simultaneous exploratory
(1)
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mixed design is performed, along with a DITRIAC concurrent triangulation. The
study analyses 391 teaching guides and conducts 54 interviews with academic
staff from 37 Faculties of Education from Spanish public universities (74% of the
population). Results show little presence of these issues and a lack of mechanisms
to prevent dishonest practices in 90% of teaching guides and 54.5% of interviews
with academic staff. Data allows confirming the poor attention paid to this issue
in the teaching guides and building a profile of indicators that draws a map
related to good practice.
Keywords: Ethics, Plagiarism, Higher Education, Preservice Teachers, Academic
Degrees in Education, Practicum, TFG (Degree Dissertation) and TFM (Master’s
Dissertation).

Resumen
Los últimos planes de estudio de las Facultades de Educación españolas han
propiciado cambios curriculares importantes, entre otros, el surgimiento de
nuevas asignaturas (TFG y TFM), y un aumento considerable de horas en el
Prácticum. Hay literatura extensa sobre el impacto de las tecnologías en esta
formación, pero no es mayor que las referencias sobre los problemas añadidos,
como serían: la protección de datos, la protección a la infancia, los derechos de
autor y el plagio. El estudio es parte de un proyecto más amplio sobre el uso de
las tecnologías para la evaluación de estas asignaturas. Centrándonos en la
dimensión ética de la evaluación y la prevención del plagio, respondemos a las
preguntas: ¿en qué medida este tema es contemplado en las titulaciones de
educación?, ¿qué mecanismos se ponen en marcha una vez detectadas prácticas
deshonestas? ¿son las prácticas declaradas en las guías docentes coincidentes con
las manifestadas por los responsables académicos? ¿qué indicadores están
relacionados con las buenas prácticas? Se realiza un diseño mixto exploratorio
simultáneo, junto con una triangulación concurrente DITRIAC. Se analizan 391
guías docentes junto con 54 entrevistas a responsables académicos de 37
Facultades de Educación de Universidades Públicas de España (74% de la
población). Los resultados muestran poca presencia de estas cuestiones y
mecanismos para evitar prácticas deshonestas en el 90% de las guías docentes y
el 54,5% según los responsables académicos. Los datos permiten constatar la poca
atención existente sobre el tema en las guías docentes y construir un perfil de
indicadores que dibuja un mapa relacionado con las buenas prácticas.
Palabras clave: Ética, Plagio, Enseñanza universitaria, Formación inicial,
Titulaciones de Educación, Practicum, Trabajos Fin de Grado y Trabajo Fin de
Máster.
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Introduction
There are plenty of research studies on plagiarism in the literature of this
field (Hayes & Introna, 2005; López Puga & Puga, 2014; Sonfield, 2014)
and on the perception of plagiarism by university students (Park, 2003;
Wallace, 2006; Fish & Hura, 2013; Hu & Lei, 2015; Kokkinaki, Demoliou
& Iakovidou, 2015). This topic has drawn the attention of European (and
most recently, Spanish) institutions that focus on improving the academic
ethics and preventing dishonest practice. Additionally, pioneering studies
have warned of a worrying situation in Spain (Sureda-Negre, ComasForgas, & Gili-Planas, 2009; Comas-Forgas & Sureda-Negre, 2010; 2014).
This is certainly not a new topic of study or a genuine research topic,
as dishonest practice appears in different ways, especially now, with the
rise of new technology. It has become a worldwide, alarming and growing
phenomenon, as studied by Parker, Lenhart, & Moore, (2011) through
1,055 interviews with representatives from US universities. The study
shows how plagiarism has increased by 55% in the last decade and how
computers and the Internet have been the main cause in 89% of cases.
Rinaldi (1996) collected the Computer Ethics Institute guides over twenty
years ago, explaining the «Ten Commandments» or the Netiquette of
ethical behaviour in the use of computers. Indeed, the eighth
commandment notes the «non-appropriation of people’s intellectual
production». After this initiative, other authors have compiled codes of
conduct (Berleur, 2002) worldwide, while creating guidelines for
institutions to develop their own codes (McDonald, 2015), starting from
high school education, as recommended by Fryer (2004) and SuredaNegre, Comas-Forgas, & Oliver-Trobat (2015).
The new syllabus in Spanish faculties of education leads to the
emergence of new courses, which, together with an increased digitisation
and use of technologies (Evans, 2000; Fry, Ketteridge & Marshall, 2014;
Pfeffer, 2011), pose new challenges to university management.
Specifically, TFGs (Degree Dissertations) do not have a long tradition, as
universities have only recently begun requiring them. Writing a TFG
brings into play the skills acquired during the degree. However, the TFG
has to be tackled along with other projects at the end of the degree.
Furthermore, the TFM (Master’s Dissertation) is also written together with
other projects in a short period of time, and, in some cases, students have
to face public examinations at the same time, as well as new educational
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contents that are sometimes meaningless to them. Finally, the Practicum
has a longer tradition and develops over a longer period. However, with
the new syllabus, Practicum credits have increased with “shallow
assessment systems” (Zabalza, 2013), which, added to the pressure of the
last course, having to cope with other courses like TFG, do not help to
solve the problem. In these three courses, there is a common feature that
causes pressure on students: the requirement to write long projects within
short deadlines, which, together with productivity technologies, can elicit
the old «copy and paste» old practice together with other dishonest
practices. This is formalised in secondary educational levels and related
to gender and «procrastination», as reported by Sureda-Negre, ComasForgas, & Oliver-Trobat (2015). Moreover, these practices can increase at
the university levels, especially in students who do not usually have
optimal skills in the self-regulating their learning (Steffens, 2008) or in
study habits (Löfström & Kupila, 2013).
Next, the study will stress the most salient aspects in which
technologies play a crucial role in these three courses: 1. E-portfolio
platforms represent an opportunity for students to document their
evidence with multimedia (texts, videos, images, sounds, etc.) that may
infringe copyright, the right to privacy and child image protection laws.
2. Many new external work-related developments (especially in Education
and Social Education degrees) take place in companies that use customer
databases and copyrighted contents, which require students to sign a
confidentiality agreement to protect customer databases, contents,
logistics and, in sum, the “know how” of the company. 3. Some workrelated developments take place in companies or institutions that involve
direct or indirect customer service (museums, libraries, psychoeducational psychology departments, etc.), which handle sensitive
information about users who are subject to data protection. 4. In order to
draft dissertations and projects, the use of open resources is encouraged.
However, resources may be misused, at the same time as their uploading
to institutional repositories is encouraged, which can altogether generate
a strain on academic staff.
Dishonest practices are mostly detected in informal learning (unofficial
institutions), where they cannot be reproved nor discussed, just like social
networks, where communication is more important than preserving
privacy (Tello-Díaz, 2013). However, when technological practices are
used in educational institutions, we have but to discuss them. Institutions
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must foster an enabling environment and ethical culture in schools, from
a cross-curricular approach and throughout students´ academic lives. Such
is the case in guideline design and ethical assessment, as well as, in
general, in the design and spreading of ethical codes that are inherent to
each institution (McDonald, 2015). This is why universities are
implementing strategies to follow up legal issues, such as: creating
specific regulations, hiring special services, installing anti-plagiarism
software, writing warnings on teaching guides, conducting training
courses to prevent plagiarism, etc. However, above all reasons, universities
are implementing the above strategies because of the ethics that underlie
learning assessment and the moral values inherent to the essence of
teaching.
Since Faculties of Education are responsible for the initial training of
teachers at all levels, young teachers will imitate their models of
behaviour in the future, so this is a powerful reason to carry out research
in this field. In other words, these students will be teachers in the future,
so their good practice will set an example and a multiplier effect for the
citizens they are educating. For all the above reasons, it is necessary to
conduct diagnostic studies on the situation of every Faculty of Education,
as well as create, implement and evaluate prevention programmes on the
dangers of technology in academic degrees in education and postgraduate programmes. This is why the R&D+i project studying the use of
technologies for mentoring and assessing the Practicum, TFG and TFM
courses in Spain cannot escape such an important issue as the good
practice on copyright and the prevention of plagiarism. Therefore, the
main objective of this study is to examine the situation on plagiarism and
dishonest practice in preservice teachers of Spanish academic degrees in
education, especially when it comes to Practicum, TFG and TFM courses.
At the same time, the study poses the following questions: To what extent
is this topic contemplated in academic degrees in education in Spanish
universities? What mechanisms are put in place once dishonest practices
are detected in courses like TFG, TFM and Practicum? Are practices
considered unethical in teaching guides the same as those considered
unethical by academic staff? Can teaching guides and/or academic staff
identify a profile or indicator associated with good practice?
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Method
The research carried out responds to a descriptive intentionality, with a
mixed simultaneous exploratory design. In addition, the research adapted
the DITRIAC concurrent triangulation design, for it to be suitable to
«confirm or corroborate results and perform cross-validation between
quantitative and qualitative data» (Hernández & Fernández, et al., 2010:
570). Resulting data will be contrasted in the interpretation stage, seeking
potential relationships.

Sample
The current Spanish university system consists of a total of 83 universities,
50 of which are publicly owned and the rest are private. Data was
collected from two sources of information (both coming from academic
degrees in education): 1) teaching guides, and 2) interviews with
academic staff. Instruments were validated during the first semester of
the academic year 2014-15 and data was collected during the second
semester.
a) Teaching guides were examined because they are considered as «a
dialogue with students, an educational resource that is available to
support and guide their learning» (Zabalza & Zabalza, 2012). Teaching
guides are a key document to verify the desirable academic practices and
discuss what, when and how students are taught and assessed. Although,
strictly speaking, teacher training boils down to three university
qualifications (two Bachelor degrees and a Master’s degree), for the
purpose of this study and to be able to answer one of the research
questions concerning plagiarism in academic degrees in education, this
study also includes all the qualifications taught in Spanish faculties of
education. All guides published and accessible on external work-related
development or Practicum, TFGs and TFMs in all academic degrees in
education were consulted. Whenever they could not be accessed this way,
requests were sent to the responsible staff by email. A total of 391
educational guides were analysed, 376 of which (96.2%) belong to public
universities. According to their contents and taking into account that the
same guide can sometimes respond to two different realities (for instance,
work-related development and TFM), the frequency distribution was as
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follows: Practicum = 276, TFG = 70, work-related development of the
Secondary Education Master’s degree = 37 and TFM = 28. The link
between external work-related development and the TFG or TFM is found
in 282 guides (72.1%). It is observed that Early Childhood Education
degrees (121 in total, 30.9), Primary Education degrees (115 in total,
29.4%) and the Master´s Degree in Secondary Education (73 in total,
18.7%) are the most popular choices, in line with the high number of
groups that are offered in these degrees. The rest of the degrees (82 in
total, 21.0%) correspond, in descending order, to Social Education (48),
Education (28) and Physical Education Science and Sports (6). The latter
has only been recently included as a degree in some Spanish faculties of
education.
b) Academic staff also provided information to this research, that is,
deans in the case of external work-related development, degree
coordinators and TFG/TFM coordinators). An intentional strategic
sampling was used (Perelló, 2009: 27), which involved a total of 54
academic staff members (64.8% women and 33.3% men).

Instruments
According to informants, two instruments were used: a registration form
to analyse the content of teaching guides and a survey to interview
academic staff. Both instruments were conducted in three stages:
1st Stage: Delphi technique was conducted (Patton, 1987; Okoli and
Pawlowski, 2004; Cabero-Almenara, Barroso-Osuna & al, 2009) with
members of the research team who provided information regarding the
aim of the study from informants’ point of view. A series of items were
designed and grouped in indicators in order to form categories.
2nd Stage: The content and construct of the first draft were validated
using three techniques, namely: a) 14 experts, who based their judgment
on criteria of relevance and uniqueness, which allowed for prioritising
ideas and a confidential and thoughtful exchange from different points
of view (Cabero-Almenara & Barroso-Osuna, 2013). The resulting data
from this stage was calculated using the Competition Coefficient (Kcomp)
(Martínez, Zúñiga, et al., 2012). The result in all cases was greater than
0.9 points; b) The second technique involved a discussion group (Krueger,
1991) of 12 researchers from 9 universities involved in the project; c)
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Thirdly, a pilot application of the instrument to 10 cases that match the
population characteristics. The content validity index (CVI) was extracted
by applying the formula suggested by Lawshe (1975) to the items. Results
obtained with a value of 0.736 are above the measurement set by Lawshe
in 0.51, with a minimum of 0.57 and a maximum of 1.
3rd Stage: The synthesis of the above results allowed for building the
final version of the two instruments with the same 6 dimensions:
contextual data, nature, management, evaluation, technological support
and evaluation ethics. The registration form for analysing the guides
consists of 44 items and the survey on academic staff has 80 items. This
study focuses on items related to the ethical dimension of evaluation
(plagiarism and copyright items) in the two instruments. The internal
consistency of the survey was measured with Cronbach’s alpha statistical
test, obtaining a value of 0.72, which is considered sufficient (Nunnally,
1967; Huh, Delorme & Reid, 2006). Items were drafted differently
depending on the data source (staff or guides), but linked to the following
6 questions related to the ethical dimension of evaluation and prevention
of plagiarism:
1. Are texts related to assessment ethics collected for Practicum, TFG
and TFM dissertations?
2. Is the institutional repository considered a place to deposit
Practicum, TFG and TFM dissertations?
3. What conditions must these dissertations have in order to be
deposited in institutional repositories?
4. What are the initiatives used to preserve ethical issues in the
evaluation of Practicums, TFGs or TFMs?
5. Are there technological tools to avoid plagiarism?
6. In the event of plagiarism, what actions are taken against the
student?
Due to space limitations, the above questions are reorganised and
summarised in three main questions: To what extent is this topic
contemplated in academic degrees in education in Spanish universities?
What mechanisms are put in place once dishonest practices are detected?
Are practices considered unethical in teaching guides the same as those
considered unethical by academic staff? And what indicators are
associated with good practice?

166

Revista de Educación, 374. October-December 2016, pp. 159-182
Received: 12-03-2016 Accepted: 01-07-2016

Cebrián-Robles, V., Raposo-Rivas, M., Sarmiento-Campos, J. A. EthiCAl OR DiShOnESt PRACtiCE? PlAgiARiSM in ACADEMiC DEgREES

Procedure and Data Analysis
Our study went through three stages, which are concurrent in terms of
the object of study, but divergent in terms of approaches and informants
(Graph no. I).

Graph I. Research Stages

Own source

The first stage is qualitative and focuses on decision-making of
relevant aspects and indicators for the study, which are present in
teaching guides and the survey. The second stage is quantitative,
exploratory and correlational. In it, the frequency tables of the options
that are present in each indicator are calculated, items and indicators of
the desirable practices shown in both instruments are summed up and
finally, an order is established and relationships between the ordered
cases are calculated. The correlation between the survey and the teaching
guides in terms of ethics can be observed in Table no. 1. The third stage
is qualitative. In it, a contextual profile is created and related to the sum
of items that indicate the desirable practice shown in teaching guides and
academic staff. Likewise, results are compared and interpreted at this
stage. A methodological triangulation takes place at the level of the
instrument
(analysis
form/interview/survey),
analysis
(qualitative/quantitative)
and
information
sources
(teaching
guides/academic staff). Two of these levels overlap here. Results are
based on different viewpoints but in the end, they complement each other
and lead to a comprehensive understanding. Likewise, the same
conclusions are also confirmed and supported, or at least the conclusions
that are on the same direction. Quantitative data analysis starts being
descriptive and ends up being complemented by another analysis of a
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undergo content analyses (Krippendorff, 1990).

Results
Next, the study analyses the data collected, based on the questions raised
above, to allow us to answer them at the end of this section, while
drawing a map to provide a snapshot of the current situation in Spanish
academic degrees in education. This exercise will put us in a better
position to address the findings and identify a set of indicators associated
with good practice.
The first research question was: Is the topic of plagiarism contemplated
in Spanish academic degrees in education? As reported by the teaching
guides, issues related to ethics in Practicum dissertations in general and
more specifically, the issues of plagiarism, intellectual property and
industrial exploitation, have little presence, with negative responses and
values ??over 94% of cases (94.1% for plagiarism; 98.7% for registration,
custody and dissemination of data; 99% for intellectual property and
industrial exploitation; 99.5% for confidentiality agreements and 99.7%
for agreements). On their part, academic staff report technological tools
and mechanisms to prevent dishonest practices. In most cases, each
professor uses the technological tool that s/he considers appropriate
(55.6%). There is rarely a single tool for all, whether a platform at an
institutional level (20%) or a specific software (22.2%). If a student has
plagiarised content, academic staff may decide that: s/he must repeat their
course (48.1%); it is up to tutors to decide what to do (44.4%); there is no
available protocol to be followed (25.9%); or regulations do not cover
such situation (24.1%). Other measures (12.7%) also include: “failing the
student for reassessment in September”, “requiring the student to submit
an individual project”, “requiring the student to repeat the dissertation”
or “the student is not allowed to present his/her work”.
As for the answers provided by academic staff, we found that more
than a third confirm the existence of initiatives to preserve the ethical
issues of assessment in Practicum, TFG and TFM courses. In the former
case, 46.3% of participants gave recommendations for “the preservation
of data identity and privacy” and “the preservation of children’s images”.
38.9% have “regulations for data protection and intellectual property”;
31.5% “sign confidentiality agreements with companies” and 37% “conduct
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seminars to train students”. With regards to TFGs or TFMs, these
initiatives reach lower values: 33.3% report the existence of “regulations
for data protection and intellectual property” and “recommendations for
the preservation of data identity and privacy”, 24.1% give
“recommendations to preserve children’s image”, 18.5% “sign
confidentiality agreements with companies” and 24.1% “conduct seminars
to train students”. All these initiatives are important for all degrees, which,
while having different contexts, should still be included in teaching
guides as standard practice.
Deposit and Visibility of the Intellectual Production
With the enactment of the Spanish Law on Science, institutional
repositories play a crucial role in organising, filing, preserving and
disseminating the intellectual production resulting from the research
activity of a particular institution. While the aforementioned law mainly
concerns the publication of periodical journals, it goes beyond it and
affects the publication of basically anything that received public funding.
Thus, teaching guides mention that Practicum dissertations will be
uploaded to institutional repositories in 237 cases (60.6%), while TFG or
TFM dissertations will be uploaded in only 4 cases (1%). The conditions
dissertations must meet in order to be included in institutional
repositories are not specified in teaching guides, as evidenced by 97
negative answers (24.8%) and 293 no answers (74.9%). Practicum
dissertations are not usually part of institutional repositories, as reported
by more than 94% of academic staff. This percentage is reduced by almost
10 points when it comes to TFG or TFM dissertations (83.3%). Thus, less
than 5.6% of work-related development dissertations are included in
repositories. The condition dissertations must meet to be included in
repositories is the tutor\student approval (3.7%). With regards to TFGs
or TFMs, less than 16.7% are included in repositories. In this case,
conditions to be met include: approval by the tutor (31.5%), approval by
the student (31.5%), distinction and/or honours (22.3%). In order to sum
up the results of the two questions on institutional repositories for
dissertations and TFG/TFMs, and depending on the degree, the study gets
five new variables (one variable per degree). These new variables present
significant correlations among them except for the Master´s Degree on
Secondary Education, which does not correlate with any variable. The
Pearson correlation index for Children Education with Primary Education
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is 0.706; Children Ed. with Social Ed. = 0.566; Children Ed. with Education
= 0.347; Primary Ed. with Social Ed. = 0.606; Primary Ed. with Education
= 0.379 and Social Ed. with Education = 0.331). The error bar graph
shows the difference between the Master’s Degree in Secondary
Education and the rest of the studied degree.

GRAph II. Error diagram on institutional repositories depending on the degree.

Own source

As for the second research question: What mechanisms are put in
place once dishonest practices are detected?, academic staff report making
students repeat their course (48%), it is up to tutors to decide what to do
(44%), there is no available protocol to be followed (26%) and regulations
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do not cover such situation (24%). Other measures (12.7%) also include
(depending on the course): failing the student for reassessment, having
an academic board specially constituted for this purpose decide, requiring
the student to repeat the dissertation or not allowing the student to
present his/her work”. Regarding the teaching guides, and although most
academic staff do not explicitly contemplate mechanisms of action against
detected dishonest practice such as plagiarism by students, the study
observes a difference between Practicum guides and TFG or TFM guides.
While the former consider plagiarism as a dishonest practice in 10% of
cases, the latter only consider so in 5% of cases. In addition, Practicum
guides also cover the consequences of such practice, as well as its
criminal nature, and champion the annulment of the plagiarised work in
terms of evaluation plus the subsequent fail in the course in question.

TABLE I. Correlation between teaching guides and academic staff survey on ethics.

Own source

As for the third research question: Are practices considered unethical
in teaching guides the same as those considered unethical by academic
staff? In relation to this, the study reports coincidence among informants,
given that correlations among different guides and academic staff’s
opinions are significant at a confidence level of 0.05. Table I shows that
correlations among universities that are on the highest quartile
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concerning ethics yielded a Spearman Rho coefficient of 0.714. Such
similarity reflects that guides are being written and their application is
being monitored by academic staff, regardless of what each academic
team understands as factors related to good practice, as will be discussed
in the next question.
In relation to the last research question Can teaching guides and
academic staff identify a profile or indicator associated with good
practice?, the study has followed the following procedure:
1. Good practice is understood as the compliance with the topics
included in the teaching guides analysis forms (11 items) and the
academic staff survey (14 questions, 6 of which are open-ended
questions).
2. If good practice is observed (in the guide) or reported (in the
questionnaire), the score given is 1. If good practice is neither
observed nor reported, the score is 0.
3. Once the total score is worked out for each teaching guide or
academic staff person, scores are arranged in quartiles.
Based on the above procedure, the study applied an indicator of good
practice according to teaching guides. Results show that: a) 317 guides
(81.1%) do not meet any item; b) 110 guides (15.1%) only meet one item;
c) 15 guides meet two or four of the items studied (3.3% and 0.5%,
respectively).
The above indicator of good practice according to teaching guides
shows that 74.1% of participants (40) have identified half of the items or
less, and less than 4 items in 20.4% of the cases. Only a quarter of them
identify 11 items or more (25.9%).
Therefore, a profile can be drawn up in relation to ethics and
depending on the studied degrees, in both Practicum and TFG or TFM
courses (Graph III). Inevitably, these profiles seem to be paired up. In
Children Ed., Primary Ed., Practicum and TFG courses, the values have
an opposite sense, that is, ethical issues are more taken into account in
the former case (Practicum) than in the latter (TFG). However, Education
and Social Ed. scores have a positive sense, and the scores of the Master’s
Degree in Secondary Education and the degree in Physical Education
Science and Sports also have the same sense, although in this case, it is
negative.
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GRAph III. Degree profiles on ethical issues

Own source
Infantil
Primaria
Pedagogia
Educacion o Pedagogia Social
Master Secundaria
Ciencia de la Actividad Fisica y el Deporte
titulación

Children Education
Primary Education
Education
Social Education
Master’s Degree on Secondary Education
Physical Education Science and Sports
Academic Degree

Once the total score of good practice indicators is extracted from the
391 analysed guides and from the answers of 54 academic tutors, the
information is arranged in quartiles. Attributes/factors with a greater
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weight in the presence/absence of good practice are selected and
arranged; in this case University is the greatest attribute. The gain
algorithm of an attribute in relation to a class (InfoGainAttributeEval) is
applied on the available information of a contextual nature. This is done
by implementing the Weka statistical package (Witten, Frank & Hall,
2011).

TABLE II. Decision tree using Weka.

Own source

In the decision tree performed by using the J48 classifier from the
Weka programme, there are two observations to be made: 1) the
importance of the “university” factor in implementing good practices
concerning the ethical dimension (at least with regards to overcoming
indicators); and 2) the scarce presence of good practice indicators in TFM
dissertations. In relation to the academic staff survey, the decision tree
does not offer relevant information beyond the importance of the
university, once again, as a differentiating element in the present case,
and, to a lesser extent, the type of course included in the guide, external
work-related development or TFG/TFM.
Next, there is a map (Graph no. IV) showing the distribution of
participating universities, where the code colours are green, yellow and
red, the latter corresponding to those universities whose teaching guides
present the highest scores, in percentage terms, in relation to the ethical
dimension; as they are the universities located in quartiles 3 and 4 in
“good practice” indicators, according to what has been discussed earlier.
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GRAph IV. Universities with the highest scores in terms of the ethical dimension in teaching
guides.

Own source

Based on the percentage of existing items in the fourth quartile,
universities on the above map are represented in the following order:
Malaga and Huelva (100%), La Rioja (85.71%), Autónoma de Barcelona
(77.78%), Almería (76.92%), Salamanca (66.67%), Mallorca and Valencia
(50%), Rovira i Virgili (30.77%), Sevilla (28.57%), Santiago (28%), Vigo
(22.22%), Zaragoza (18.75%), Oviedo (18.18%), Jaume I and Las Palmas
de Gran Canaria (16.67%), Granada (16%), Cantabria and Coruña (12.5%),
Barcelona (10%) and Lleida (7.69%). The universities that did not score
these items were as follows: Alicante, Autónoma de Madrid, Burgos, Cádiz,
Complutense de Madrid, Córdoba, Extremadura, Jaén, León, Murcia, País
Vasco, Tenerife and Valladolid.

Conclusions
The literature review on plagiarism and dishonest practice, even if scarce
in the Latin American context, mainly focuses on students’ perspective,
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the determining factors (Sureda-Negre, Comas-Forgas & Gili-Planas, 2009;
Comas- Forgas & Sureda-Negre, 2010) and their perception of plagiarism
(Halupa & Bolliger, 2013). To a lesser extent, it also focuses on teachers’
perspectives. This study agrees with Walker & White (2014), who claim
responsibility is to be shared between teachers and students, as
institutions draft their political programmes as a whole, from structure to
evaluation design. This is why the present study approached this issue
from an institutional perspective, collecting practice expressed by
academic staff on courses as important (educationally speaking) as
Practicums, TFGs and/or TFMs, together with practices reported in the
corresponding teaching guides. Even if expected, results are very valuable
and helpful, and were confirmed under strict study and analysis criteria.
Moreover, results draw attention and add value to factors that determine
the initiatives implemented by the different institutions, which, apart from
drafting a differentiating map, may help academic staff identify indicators
associated with good practice. Next, the study will discuss the conclusions
extracted from the research questions and achieved results.
a) A low concern (lack of sensitivity) for academically dishonest
practices (plagiarism and violation of intellectual property) is observed;
at least in terms of reported practice, as over 94% of teaching guides do
not cover the issue. However, the fact of it being explicit would not
guarantee its understanding, let alone good practice, as proven by Gullifer
& Tyson (2014).
b) As for the mechanisms implemented once dishonest practices are
detected, the study observed coercive measures to be the most common,
such as sanctioning the student by making him/her repeat the course
(48%) or leaving it up to tutors to decide what to do (44%). Another
conclusion is that this issue is not explicitly addressed in the teaching
guides of the studied courses.
c) On the one hand, there is an agreement between what has been
identified in teaching guides and reported by academic staff (Spearman
Rho = 0.714). However, there is also a certain inertia regarding the
consequences of dishonest practices. This is because there is a lack of
prevention, in terms of regulations, habits and ethical codes inherent to
each institution. On the other hand, this similarity places academic staff
and institutional teams on different institutional levels (as observed in
Graph no. III), in relation to collecting different aspects of plagiarism and
dishonest practices. Therefore, a description of factors and preventive
strategies – see below – may help improve and standardise the situation.
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c) ICTs show benefits for the management and literal reproduction of
information. As shown by Comas, Sureda & Others (2011), more than
three-quarters of university students (77.2%) state that, according to their
experience and knowledge, Internet resources are frequently used to copy
projects or fragments of projects. Therefore, it is necessary to develop
specific training initiatives in general and for professional educators in
particular, on copyright from a systemic approach, in order to defend and
justify academic integrity (Gullifer & Tyson, 2014).
d) There is a link between Practicums and TFGs or TFMs (72.1%). It
is necessary to revise this relationship so that the advantages of such link
do not become a temptation leading to plagiarism in the final stages of
these courses.
e) The above issues must be made explicit in university regulations,
which, according to Cavanillas (2008), requires at least two
complementary policies: students’ education on the one hand, which must
include a sufficiently clear definition of what cyberplagiarism is and what
it is not; and teacher training on the other, to define “cyberplagiarism” in
an uniform manner, prevent it and take proportionate measures against
it. In addition, this study suggests a third policy: to develop institutional
policies to create and spread their own ethical codes (McDonald, 2015)
and take more initiative and leadership on strategies, so that it is not left
up to tutors to decide what technological tool would be best (55.6%), nor
what to do in case of plagiarism (44.4%), or find no protocol to be
followed (25.9%) and no institutional regulations to guide them (24.1%).
In relation to the last question, perhaps the most important
contribution of this study is the finding of differentiating elements and
indicators that generally help in defining good practice to avoid
plagiarism:
a) Organisational measures.
i. Regulations to guide the academic community, as a
deontological code for future teachers in the different degrees.
ii. Curricular organisation (distributing the workload, instead of
leaving it for the end, avoid overlapping with other courses;
planning strategies and guidance on issues and possible
problems from previous courses, etc.)
iii. Reviewing management and university services, in order to
integrate responsibilities and human resources in the
community, from university committees and boards to
administration staff to library services to resource centres, etc.

Revista de Educación, 374. October-December 2016, pp. 159-182
Received: 12-03-2016 Accepted: 01-07-2016

177

Cebrián-Robles, V., Raposo-Rivas, M., Sarmiento-Campos, J. A. EthICAl OR DIShOnESt PRACtICE? PlAgIARISM In ACADEMIC DEgREES

b) Precautionary measures.
i. Training (distributed throughout the career, getting students to
learn what is meaningful to them for immediate use, topics like
plagiarism, APA, copyright, licenses).
ii. Work based on competences (to value skills such as originality,
creativity, time and knowledge management, self-regulation
and ethical competences, respect, responsibility, courage, etc.)
c) Coercive measures.
i. Protocols, axis. What to do in case of plagiarism.
ii. Available technological tools.
iii. Penalties (type and length).
Finally, the authors of this study are well aware that they have not
raised, let alone answered all the questions that can be posed on
plagiarism and dishonest practice. Instead, the study has focused on
technologies, as they are in constant change and development, and due
to their importance as instruments of dual-use and training of digital
competence in Spanish faculties of education, by allowing management
and communication of information between students and the institution.
However, technologies also allow for a great facility to carry out dishonest
practices. The present study would need to be extended in order to cover
a larger number of institutions to confirm whether the university ranking
established on practices involving plagiarism mentioned in teaching
guides is maintained by academic staff. Information regarding attitudes
and perception of plagiarism should be complemented with students’ and
teachers’ perception. Given the increased mobility and collaboration
among universities from different countries, it would also be interesting
to carry out comparative studies. This study can be complemented by
case analyses of educational institutions, with successful strategies to
prevent plagiarism for instance, as well as by practical and ethical
regulations in general. There is a long road ahead of Spanish faculties of
education for the “copy & paste” tradition not to be consolidated in them.
The authors of this study hope that research on this topic continues to
increase and finally breaks through the limitations of the study itself,
affecting and improving the practice of all responsible educators.
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Abstract
Within the framework of the effort to educate young people to become
citizens who are sensitive to what happens around them and are capable of
exercising their rights in a responsible way, the aim of this study was twofold.
Firstly, the objective was to define responsibilities in the school environment and
analyze their relationship with educational stage and gender. Secondly, the study
aimed to explore the relationship between responsibilities and coping strategies
in situations of peer aggression. Participants were 1018 students aged between
10 and 14 from 12 schools in the Autonomous Region of the Basque Country,
Spain. The study design was descriptive and cross-cutting, and two instruments
were used: a Likert-type scale of responsibilities and a questionnaire outlining
different scenarios involving different types of aggression. The statistical analyses
were conducted with SPSS and revealed two responsibility factors. Significant
differences were found between Primary and Secondary school students
(participation: p<.001; civic response: p<.01) and between boys and girls, with
girls scoring higher in both participation (p<.001) and civic response (p<.001). A
(1)
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significant relationship was found between participation in the classroom and
response to direct aggression (H1: p<.001; H2: p< .001; H5: p<.001), relational
aggression (H4: p<.05; H6: p<.001) and cyber-aggression (H3: p<.05; H6: p<.001).
A significant relationship was observed also between the civic response factor
and direct aggression (H1: p<.001; H2: p< .001; H5: p<.001), relational aggression
(H4: p<.001; H6: p<.001) and cyber-aggression: H3: p<.01; H8: p<.001). The
results suggest that engaging in tasks designed to promote responsibility at
school encourages children to opt for strategies that show more solidarity with
the victims of aggression, thus fostering the development of more supportive,
ethical citizens. In this sense the data indicate that the implication in participatory
activities in the classroom (establishing rules together, proposing improvements,
etc.) is related to more positive attitudes in situations of aggression between peers
and is a key element in preventing bullying in schools.
Keywords: responsibility, participation, citizenship, aggression, coping,
primary education, secondary education.

Resumen
En el marco de preocupación por educar ciudadanos capaces de ejercitar sus
derechos de forma responsable y con sensibilidad hacia lo que sucede alrededor,
el propósito de esta investigación fue doble. Por un lado, delimitar factores de
responsabilidad escolar y analizar su relación tanto con etapa educativa como
con género. Por otro, explorar la relación entre responsabilidades y respuestas
de afrontamiento en agresión entre iguales. Participaron 1018 estudiantes de 10
a 14 años, de 12 centros de la Comunidad Autónoma Vasca. El diseño del estudio
fue descriptivo y transversal, utilizando dos instrumentos: una escala Likert de
responsabilidades y un cuestionario con historias de diferentes tipos de agresión.
Los análisis estadísticos con el SPSS mostraron dos factores de responsabilidad:
participación y respuesta cívica. Se encontraron diferencias significativas entre
Primaria y Secundaria (participación: p<.001; respuesta cívica: p<.01) y de
género, con puntuaciones más altas para las chicas tanto en participación (
p<.001) como en respuesta cívica ( p<.001). Fue significativa la relación de
participación en el aula con respuesta a agresión directa (H1: p<.001; H2: p<
.001; H5: p<.001), relacional (H4: p<.05; H6: p<.001) y ciberagresión (H3:
p<.05; H8: p<.001). En el factor de respuesta cívica también fue significativa la
relación con agresión directa (H1: p<.001; H2: p< .001; H5: p<.001), relacional
(H4: p<.001; H6: p<.001) y ciberagresión: H3: p<.01; H8: p<.001). Los
resultados sugieren que tener tareas de responsabilidad en la escuela facilita que
los estudiantes elijan más estrategias de apoyo a las víctimas de agresión,
fomentando una ética ciudadana de cuidado. En este sentido, los datos empíricos
indican que la implicación en actividades de participación en el aula (establecer
reglas juntos, hacer propuestas de mejora…) se relaciona con actitudes de
afrontamiento más positivas ante situaciones de agresión, siendo un punto clave
para la prevención del bullying en contextos escolares.
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Palabras clave: responsabilidad, participación, ciudadanía, agresión,
afrontamiento, educación primaria, educación secundaria.

Introduction: responsibility as an object of research
Responsibility, which refers both to one’s ability to act in a self-regulated
manner in relation to fulfilling one’s obligations and renouncing the
immediate satisfaction of one’s impulses and desires (Keller, 2012), and
to a level of personal commitment to carrying out an action or task and
being accountable for it ( Jonsson & Jeppesen, 2013), is a key element of
autonomy. Research in this field of study has charted the process by
which personal responsibilities are acquired throughout evolutionary
development, in relation to habits of autonomy (Monsalvo & Guaraná,
2008). The evolution of responsibilities linked to looking after oneself
and one’s possessions in the family and school environments has been
the focus of both research studies and the conceptions developed by
educators themselves (de la Caba & Lopez-Atxurra, 2015). Nevertheless,
being autonomous, which implies knowing how to cope, think, choose,
make decisions, self-manage and be responsible for self-care, also means
assuming responsibilities not only in the strictly private sphere, but in
the interpersonal and community spheres as well.
Studies focusing on the more social dimension of autonomy
underscore responsibility in relation to others, emphasizing the fact that
the subject in question is an active agent in connection not only with
their own values and goals, but also with the needs of those around them.
In other words, being autonomous means being able to interact with
others, think about consequences, make decisions, be open and receptive
to other points of view, help others and engage in actions designed to
find joint solutions (Hoffmans-Gosset, 2000). In this sense, many crosscultural studies have highlighted the fact that the concept of social
responsibility is very similar to the idea of caring for others and the ability
to make decisions which take other people into account and which trigger
help-oriented actions (Kagitçibasi, 2007; Yeh, Bedford & Yang, 2009) In
short, social responsibility is a multidimensional concept which goes
beyond merely being respectful, to refer instead to an outlook and way
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of living that is based on a sense of connection to one’s fellow humans
and the natural environment. It implies having the ability to think, to find
and analyze information, to weigh up the complexities of different
situations and to analyze alternative solutions from different perspectives.
It requires the development of emotional skills that enable one to control
one’s frustration and anger, thus fostering behaviors geared towards
maintaining justice and balance in groups, through active participation
(Berman & la Farge, 1993).
The importance of social responsibility for education lies in its firm
focus on values. This focus guides personal identity and establishes not
only one’s priorities, beliefs and attitudes, but also one’s social behavior.
Indeed, both help-oriented behaviors and civic-minded conduct are
closely linked to the values of social responsibility. In this sense,
European approaches to democratic citizenship have highlighted that
educating citizens in a global, democratic and multicultural 21st-century
society is a complex and controversial issue which poses a major
challenge for education: how to train people to exercise their rights
responsibly, both in relation to themselves and in connection with others
(Audigier, 2000; Education Council, 2006).
The educational value of fostering social responsibility at school, at
home and in the community has been identified as a key element of
proposals designed to encourage the development of active, responsible
citizens (Biesta, Lawy & Kelly, 2009; Geboers, Geijsel, Admiraal & Ten
Dam, 2012; Lin, 2015; Naval, Print & Veldhuis, 2002). Some authors
suggest that the effective development of social sensitivity and
responsibility depends on evolutionary factors, although it mainly results
from the experience of feeling listened to and belonging to groups which
establish and maintain respectful relationships, and in which members
participate, contribute and are committed (Wray-Lake & Syvertsen, 2011).
Research has highlighted the importance of assuming responsibilities and
engaging in democratic relationships in one’s everyday life (ÁlvarezGarcía, Dobarro, Rodríguez, Núñez & Álvarez, 2013; Berman, 1997;
Campbell, 2008; Shiller, 2013; Verba, Burns & Schlozman, 2003). A number
of studies have highlighted the positive effects of participation and
engagement in group processes on personal wellbeing and willingness
to learn (Zepke, 2013), civic values and attitudes to peaceful coexistence
(Torney-Purta, Oswald & Schultz, 2001), responsible behavior (Wray-Lake
& Syvertsen, 2011) and dimensions closely linked to its development,
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such as caring for others, perspective-taking, emotion regulation (Batson,
Ahmad & Stocks, 2004; Gagen, 2013) and moral reasoning (Pratt, Skoe &
Arnold, 2004).
Fostering students’ participation in group processes is particularly
important, since it may stimulate behaviors which have been found to
help prevent violence (Hoskins, Barber, Van Nijlen & Villalba, 2011;
Scheerens, 2011). Research into bullying has repeatedly and consistently
found that school culture and classroom climate affect the civic-minded
behavior that prompts peers to come to the victim’s aid (Doll, Song &
Siemers, 2003; Pepler, Craig & O’Connell, 2010; Rodkin, 2004). Asking for
help, which is an effective strategy for putting a stop to bullying and
strengthening resilience (understood as the ability to cope with and
overcome adverse situations), is easier in contexts in which there is a
climate of cooperation and participation among peers (Kochenderfer-Ladd
& Skinner, 2002). Group contexts influence personal attitudes, to the
extent that students’ social-emotional and social-cognitive skills only
translate into real support in a favorable climate (Rock & Baird, 2012).
Some studies have reported no significant differences as regards
information processing variables or emotion regulation skills between
those who defend their classmates and those who maintain a passive
attitude during late childhood and early adolescence (Gini, 2006; Gini,
Albiero, Benelli & Altoè, 2008). Empathy only appears to be significant
for explaining the differences observed between boys who support the
victim and boys who remain passive (Caravita, Di Blasio & Salmivalli,
2009).
Paradoxically, and despite their importance, empirical studies
conducted with instruments designed to assess aspects related to social
responsibility and active participation at school are scarce (Lin, 2015).
There are however questionnaires which reflect a broad range of
citizenship dimensions (Hoskins et al., 2011; Kerr, Lopes, Nelson, White,
Cleaver & Benton, 2007), and some of these include engagement in the
school group, as well as political knowledge or civic engagement in the
local community (Whiteley, 2014). Although few studies have specified
what precisely social responsibility is, outlining in detail the tasks
required to function as citizens in the school environment (Ten Dam &
Volman, 2004; Ten Dam, Geijsel, Reummerman & Ledoux, 2011), these
papers constitute an interesting starting point and have been the
framework of reference for this present study. Furthermore, few studies
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have explicitly analyzed age differences in relation to social responsibility
and connection with others (Inguglia, Ingoglia, Liga, Lo Coco & Lo
Cricchio, 2014).

Aims
This study aims to identify school responsibilities, understood as school
engagement tasks, paying particular attention to age and gender variables
in order to explore their relationship with how students respond to
different situations of peer aggression (direct, relational and cyberaggression). The study’s five specific aims were as follows:
• To identify the school responsibilities that students claim to assume
at school.
• To extract the factors around which school responsibilities are
grouped.
• To explore the role of educational stage in the assumption of
responsibilities at school, specifically analyzing whether any
significant differences exist between primary school (5th and 6th
grade) and secondary school (1st and 2nd grade) students.
• To analyze the assumption of responsibilities at school in relation
to gender, with the aim of identifying whether any significant
differences exist between girls and boys.
• To analyze the possible association between support provided either
directly to the victim or indirectly by finding someone in a position
to help, and the perception of having fulfilled one’s responsibilities
at school. Our initial hypothesis was that those who responded by
helping would score higher for responsibility than those who
engaged in either passive or aggressive responses.

Method
Participants
Participants were 1018 students aged between 10 and 14, from the last
two years of primary school (590: 49.7% girls and 50.3% boys) and the
first two years of secondary school (428: 50.5% girls and 49.5% boys).
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The study was conducted in 12 schools in the Autonomous Region of the
Basque Country. In order to ensure a varied sample, when selecting the
schools from which participants were drawn, both location (4 schools are
located in large cities with over 100,000 inhabitants; 3 were located in
mid-size towns with between 10,000 and 100,000 inhabitants; and 5 were
located in small towns with less than 10,000 inhabitants) and type (7 were
public schools and 5 were semi-private, i.e. private schools which receive
some state funding) were taken into account.

Design and procedure
The research project was both descriptive and cross-sectional. The data
collection process was carried out in two phases. Firstly, a letter was sent
out to two hundred public and semi-private schools in the Autonomous
Region of the Basque Country. With the aim of obtaining a varied sample,
schools were selected through the purposive sampling of those whose
management team and parents’ association expressed an interest in
participating. Both families and teachers received detailed written
information about the aims of the research project and the commitments
to be undertaken in the event of their agreeing to participate. Once the
families and teachers had given their consent, students were asked to
complete the questionnaires during class time. With the information
obtained from the data analysis, written reports were compiled for each
school, and interviews were held with the management team and school
counselors to explain the results and their educational implications, in
order to enable effective interventions.

Instruments
The social responsibility at school questionnaire
While previous studies on social responsibility (Ten Dam et al., 2011)
constituted an important framework of reference for the compilation of
this questionnaire, since they focus mainly on students’ responsibilities
in the community sphere (for example, community service), rather than
in the classroom itself, an ad hoc questionnaire was developed. In this
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questionnaire, which was compiled by the research team, students were
asked to indicate on a five-point Likert-type scale (never, sometimes, fairly
often, very often, always) how often they performed certain tasks.
An effort was made to ensure the content validity of the questionnaire
from both a theoretical and empirical perspective. The starting point for
constructing the items was the responsibilities identified as important in
psychopedagogic literature. Items deemed hard to understand in the
opinion of ten teachers were eliminated. The questionnaire included items
on democratic participation in the classroom, with special attention being
paid to dialog and negotiation (item examples: proposing rules for
classroom dynamics, making proposals for improving the atmosphere in
class, and establishing consequences for any failure to abide by the
democratically agreed-upon rules). The instrument also included items
designed to assess civic-minded responses to both everyday situations
(for example: helping a classmate with their work) and threatening
situations (for example: seeking help when a classmate is attacked). To
analyze the internal validity of the questionnaire, an exploratory factor
analysis was conducted using the principal components method. This
enabled an exploration of the item structures and the identification of the
different factors, as presented in the results section.

The situational questionnaire of responses to aggression
Based on the proposals made by previous qualitative studies (Naylor,
Cowie & del Rey, 2001), eight brief stories were constructed with the aim
of developing a situational questionnaire. The three stories depicting
direct aggression describe a situation in which a group attacks a
classmate, insulting and mocking them (S1), a situation in which a boy
and a girl break some of a classmate’s personal belongings (S2) and a
situation in which a boy physically attacks a girl in his class (S5).
Relational aggression was assessed by two stories, one in which some
students divulge a classmate’s secrets without their permission (S4), and
another in which a boy is isolated and excluded from group activities
(S6). Cyber-aggression was measured through three stories: the recording
of a student being pushed and hit, and the sharing of the video on mobile
telephones (S3), the recording of an attack by girls on another girl and
the sharing of the video on the Internet (S7) and finally, a situation in
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which some students record another doing something embarrassing, and
then threaten to post the video on the Internet unless he does their
homework (S8).
Bearing previous studies on coping strategies in mind (Camodeca &
Goossens, 2005), six response options were given for each story. Options
included two passive responses (walking away and simply observing), a
negative reciprocity or aggressive option (doing the same to them, i.e.
hitting the aggressor, breaking their things or insulting or threatening
them, etc.) and two positive options (seeking help and assertively
stopping the attack). The sixth response was an open option which stated
«I wouldn’t do any of the above; what I would do is:...»

Analysis
The data were analyzed using the SPSS statistical program. First of all,
and as explained in the results section, an exploratory factor analysis was
conducted. Next, for the two factors extracted, descriptive analyses and
means comparisons were carried out using Student’s t-tests for
independent samples, in order to identify possible gender differences.
Analyses of variance (ANOVAs) were also conducted using Fisher’s F-test,
in order to identify differences between the two educational stages
studied, as well as any possible associations between responsibility and
responses to aggression. Whenever the means comparisons proved
significant, post hoc pairwise comparisons were carried out using
Scheffé’s method, with the aim of identifying the specific groups between
which significant differences were observed.

Results
Social responsibility at school
To determine responsibilities and the existence of possible factors, items
with more than 5% missing data (Little & Rubin, 2002) were eliminated,
since this high non-response rate was considered a possible indication
that the task was a poor representation of everyday classroom practice.
The following items were therefore eliminated: helping an immigrant
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student practice his or her language skills (10.3% missing data), chairing
a debate (6.3%), mediating a conflict (9.1%), helping a classmate with
mobility problems (6.6%), summing up the different opinions expressed
during a classroom debate (6.5%), and attempting to reconcile different
postures adopted during a group discussion (7.1%).
Once all those items with over 5% missing data had been eliminated,
an exploratory factor analysis was conducted with principal axis factoring
and Oblimin oblique rotation in order to determine the internal validity
of the instrument and the structure of the items. The adequacy of the
correlation matrix was verified, along with the significance of Bartlett’s
sphericity test (p<.001) and the Kaiser-Meyer-Olkin sampling adequacy
(KMO index =.95). The Kaiser criterion (eigenvalue of over one) was used
to extract the factors and a factor score of less than.30 was established as
the cut-off criterion for exclusion.
The final factor solution for the school responsibility questionnaire
comprised 18 items grouped into two factors, with a percentage of
explained variance of 40.04%. The first factor was related to active
participation and had a reliability of.84 with Cronbach’s alpha. The second
factor comprised those items which reflected a civic-minded response to
situations of stress and threat, with a Cronbach’s alpha of.74. Table I
shows the items for each factor, along with the factor loadings and their
means and standard deviations.
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TABLE I: Social responsibility at school

Source: the social responsibility at school questionnaire
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Differences regarding responsibilities in accordance with gender and
educational stage
The results of the Student’s t-test confirmed the association between
gender and responsibility. Significant differences were observed for both
the active participation factor (t= 4.50, p<.001, md =.31), with girls scoring
higher (M = 3.06, SD =.76) than boys (M= 2.83, SD=.72) for proposing
rules, solutions and improvements, etc., and the civic-minded response
to threat factor (t= 5.25, p<.001, md=.38; girls: M= 3.15, SD=.74 and boys:
M= 2.86, SD=.80), which reflects non-violent responses to situations of
aggression and a willingness to seek help.
Significant differences were also found between the mean scores of
the different year groups in relation to participation (F= 18.20, p<.001,
h2 =.06). The means were similar for both primary year groups (5th grade:
M= 3.08, SD=.78 and 6th grade: M= 3.08, SD=.73), slightly lower for the
1st grade secondary year group (M=2.92, SD=.74), and lower still for the
2nd grade secondary group (M= 2.54, SD=.65). The post hoc tests
(Scheffé) revealed that the greatest differences observed were between
2nd grade secondary school students and all the other year groups. 2nd
grade secondary school students scored significantly lower than 1st grade
secondary students (md= -.37, SE =.08, p<.001), 6th grade primary
students (md= -.54, SE=.08, p<.001) and 5th grade primary students (md=
-.53, SE =.07, p<.001). A similar pattern was detected in the civic-minded
response factor (F=4.35, p<.01), although the effect size was small
(ç2=.01). The mean scores were similar for 5th grade primary (M= 3.06,
SD=.81), 6th grade primary (M= 3.05, SD=.76) and 1st grade secondary
students (M= 3.08, SD=.83), and were lower only for 2nd grade secondary
students (M= 2.80, SD=.78). The post hoc tests (Scheffé) revealed that 2nd
grade secondary students scored significantly lower than 1st grade
secondary (md = -.28, SE =.08, p<.01), 6th grade primary (md= -.25, SE
=.08, p<.05) and 5th grade primary students (md= -263, SE =.08, p<.01).

Differences regarding responsibilities in accordance with responses to
situations of peer aggression
As shown in the tables, an association was observed between responses
to situations of aggression and scores obtained on the responsibility scale,
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both as regards active participation in everyday classroom situations
(table II) and in relation to civic-minded responses to stressful situations
(table III). The ad hoc pairwise comparison test (Scheffé) enabled a
comparison between the mean responsibility scores and the strategy
chosen in response to each of the situations presented, in each of the two
factors. The results of the test indicated the specific groups between
which statistically significant differences were observed.

Direct aggression
Significant differences were found in all three cases of direct aggression
between peers in both school responsibility dimensions.
As regards the active participation dimension, those who opted to seek
help in response to S1 (insults and mocking) scored significantly higher
than those who chose the negative reciprocity option «doing the same to
them» (md =.45, p <.05). Similarly, those who chose the last option «none
of the above» in response to S2 (breaking personal belongings), stating
that they would opt instead for reparation («I’d mend what they broke»,
«I’d make them pay for the damage»), scored higher than those who chose
the passive option of simply walking away (md =.51, SE =.13, p <.001) or
the negative reciprocity option (md =.39, SE =.11, p<.001). In S5 (physical
attack on a girl), those who opted to seek help scored significantly higher
than both those who opted for the negative passive response of doing
nothing (md=.62, SE =.13, p<.01) and those who chose the negative
reciprocity response of «doing the same to them» (md=.37, SE =.08,
p=<.01).
In the civic-minded response to stressful situations dimension, students
who chose to seek help scored higher than those opting for more passive
responses, either observing without doing anything (S1: md=.43, SE =.12,
p<.05; S2: md=.40, SE =.12, p<.05; S5: md=.51, SE =.14, p<.05) or walking
away from the scene of the attack (S5: md=.40, SE =.13, p<.05). Those
who opted to seek help also scored significantly higher than those who
chose the aggressive or negative reciprocity response in both S1 (md=.64,
SE =.12, p<.001) and S2 (md=.47, SE =.10, p<.01). Also, those who opted
for the assertive response scored higher than those who chose the
aggressive one in both S1 (md =.50, SE =.11, p = <.01) and S2 (md =.32,
SE =.09, p<.05).
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Relational aggression
Significant differences were observed in both responsibility dimensions
for both stories involving relational aggression. As regards the active
participation in everyday classroom situations dimension, the highest
means were observed for students who chose the assertive response to
S4 (disclosing personal secrets without permission). Those who opted for
the assertive response scored significantly higher than those who chose
the passive response (md =.36, SE =.09, p<.05) and those who opted for
negative reciprocity (md =.25, SE =.06, p<.05). In S6 (exclusion), those
who opted to seek help scored higher than those who chose the passive
response (md=.60, SE =.15, p<.01).
As regards the civic-minded response dimension, in both stories of
relational aggression those who chose the assertive response scored
higher than those who chose the passive option (S4: md=.36, SE =.10,
p<.05; S6: md=.49, SE =.10, p<.001) and those who opted for the negative
reciprocity response (S4: md=.25, SE =.07, p<.05).

Cyber-aggression
In the active participation dimension, statistically significant differences
were observed in two of the three cyber-aggression stories (S3 and S8),
and marginally significant differences were observed in the other one (S7:
cyber-aggression between girls). In S3 (recording of an attack and
dissemination of the images), those who chose the assertive response
scored higher than those who chose the negative reciprocity one (md =.
26, SE =.07, p = <.05). In S8 (blackmail and threats), those who chose to
seek help scored higher than those who opted to «do the same to them»
(md=.44, SE =.10, p<.01).
In the civic-minded response dimension, those who chose the assertive
response to S3 scored higher than those who chose the negative
reciprocity response (md =.25, SE=.07, p<.05). Those who chose the
assertive response to S8 scored higher than those who opted to respond
passively (md=.39, SE =.11, p<.05) or with negative reciprocity (md =.29,
SE =.07, p <.05). In the same story, those who said they would seek help
also scored higher than those who chose to react passively (S8: md=.45,
SE =.13, p<.05) and those who opted for the negative reciprocity response
(md=.39, SE =.10, p <.05).
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Table II presents the means, standard deviations and analyses of
variance for the active school participation dimension, along with the
effect size and significance, for each type of aggression and for all the
stories analyzed. Table III shows the data for the civic-minded response
factor, with M, SD, F, effect size and p.

TABLE II. School responsibility and responses to situations of aggression: means, standard deviations
and analyses of variance for active participation

notes 1: walk away; 2: do nothing, observe without intervening; 3: assertively stop; 4: do the same to them; 5: seek help; 6: none
of the above
***<.001, **<.01, *<.05, +p<.10.

Revista de Educación, 374. October-December 2016, pp. 183-206
Received: 23-03-2016 Accepted: 01-07-2016

197

Caba-Collado, M. A., López-Atxurra, R., Bobowik, M. SOCIAL RESPOnSIBILIty At SChOOL AnD PEER AggRESSIOn

TABLE III. School responsibility and responses to situations of aggression: means, standard
deviations and analyses of variance for civic-minded response

notes 1: walk away; 2: do nothing, observe without intervening; 3: assertively stop; 4: do the same to them; 5: seek help; 6: none
of the above
***<.001, **<.01, *<.05, +p<.10.
Source for tables II and III: the social responsibility at school questionnaire and the situational questionnaire of responses to
aggression.

Discussion of the results and conclusions
Psychopedagogic literature has highlighted the importance of taking the
interaction between personal and contextual factors into consideration.
In this sense, the results of this study support the view that assumption
of responsibilities is a pedagogically-relevant aspect that seems to be
related to more positive responses to aggression (direct, relational and
cyber-aggression). This is probably because when a student has the

198

Revista de Educación, 374. October-December 2016, pp. 183-206
Received: 23-03-2016 Accepted: 01-07-2016

Caba-Collado, M. A., López-Atxurra, R., Bobowik, M. SOCIAL RESPOnSIBILIty At SChOOL AnD PEER AggRESSIOn

opportunity to engage with and make a positive contribution to the
group, responsibility and interpersonal care improve, which in turn
fosters a good climate.
In this study, we expected to find that students who opted to seek
help in response to different situations of peer aggression would assume
responsibilities in the classroom more often than those who chose less
positive response options. The results reveal that, as expected, those who
adopted a more supportive attitude to aggression also scored higher for
responsibility than those who chose more passive or aggressive
responses. Those who chose assertive or proactive responses (I’d do
something else) scored higher for responsibility than those who opted
for a negative response (either passive or aggressive). This pattern was
similar in relation to the three types of aggression studied.
Some studies focusing on coping strategies in response to peer
aggression have found evidence that supportive behavior occurs when
the atmosphere in the group is positive and the person in question feels
recognized and acknowledged within that group (Camodeca & Goossens,
2005; Gini, Pozzoli & Hauser, 2011; Pöyhönen, Juvonen & Salmivalli, 2010;
Sainio, Veenstra, Huitsing & Salmivalli, 2011). However, when people have
little confidence that the group will permit supportive responses or when
they have low expectations of knowing how to help, passive responses
are more likely (Pozzoli & Gini, 2010). The assumption of responsibilities,
which is the focus of this present study, may also be a relevant variable
both for understanding the interaction which takes place between
personal and group variables, and for designing educational interventions.
The fact that responsibilities are associated with supportive attitudes is
important from the perceptive of the individual learning of citizenship
skills, as well as because it is logical to suppose that assuming
responsibilities also contributes to generating a positive climate in the
group. Focusing on responsibilities may serve as a means of fostering
prevention and coping, especially if we bear in mind that a climate of
blurred responsibilities encourages indifference, as has been underscored
by the ecological approach (Espelage & Swearer, 2004).
As regards the educational implications of this, the role played by the
assumption of responsibilities in the classroom is particularly worth
highlighting. The fact that those who consider themselves to engage more
frequently in shared management tasks, such as proposing activities,
establishing classroom rules, negotiating consequences, offering
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suggestions for improvement and collaborating in everyday activities
(timekeeper, group spokesperson, etc.) tend to choose more supportive
strategies (assertively putting a stop to the situation, seeking help) than
those who engage in these tasks less frequently (who tend to choose
more passive strategies), contains a lesson well worth noting. It also
contributes to generating an ethical framework based on care and
community-building which offers citizenship experiences in everyday
situations, and provides greater insight into why victims are either
supported or abandoned. Educational guidelines for improvement can
also be drawn from this. In short, the results of this study support the
view that anything that implies increasing participatory responsibilities
in the classroom contributes to providing a context in which students can
gain real citizenship experience, while at the same time helping to prevent
peer aggression (Campbell, 2008; Shiller, 2013; Verba et al., 2003).
In relation to educational intervention, it is also important to remember
that gender is a vital element to take into account. Girls scored higher
than boys in both responsibility factors. This highlights the need to
establish educational practices which focus on socialization models, as a
means of introducing a culture of care and responsibility into the
classroom. Other studies have also found that the most civic-minded
students with the most citizenship skills are girls with a high level of
engagement at school and positive perceptions of school climate. Boys,
on the other hand, tend more towards an attitude of indifferences, have
fewer citizenship skills and a negative perception of the climate at their
school (Geboers, Gejsel, Admiraal & Ten Dam, 2014). The introduction of
participatory socializing practices in the classroom may partly counteract
the cultural effects of gender differences.
It should also be highlighted that although, from the perspective of
evolutionary capacity, strategies and responsibility may be expected to
improve with age, our findings indicate otherwise. Indeed, 2nd grade
secondary school students scored lowest for responsibility. Some authors
have already observed that primary school students are more susceptible
to change, more pro-social and more willing to help than their older
counterparts (Cross et al., 2011; Gini, Pozzoli, Borghi & Franzoni, 2008).
In any case, it is important to note that these differences are not the result
of evolutionary development, but rather a consequence of the progressive
abandonment of everything that is not strictly academic in content.
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A number of conclusions can therefore drawn: 1) the questionnaire
designed in this study to gather information about those responsibilities
identified as important by psychopedagogic literature proved a useful
instrument not only for identifying the specific social responsibilities
assumed by students in the school environment, but also for relating these
responsibilities to personal variables (gender, educational stage). 2) the
significantly lower scores obtained in this questionnaire by both
secondary school students and boys in general, highlight the need to
design educational interventions to stimulate both engagement and
participation. 3) the findings of this study are consistent with those
reported by other authors who have underscored the fact that
involvement in participatory activities in the classroom is related to more
positive coping strategies in response to situations of aggression.

Limitations and future research
The data reported in this study are based on self-reports. Their value is
therefore limited to this area. The fact that higher scores in the
responsibility questionnaire, particularly in the participation in everyday
school activities factor (establishing rules, negotiating consequences,
suggesting improvements) appear to be associated with more positive,
help-oriented responses to different types of peer aggression (direct
aggression, relational aggression and cyber-aggression) suggests that
fostering such participation may be an effective means of preventing and
coping with problems of peer aggression. In this sense, studies carried
out on bullying over the past decade have shown that help provided by
peers is the best means of putting a stop to these practices. Nevertheless,
future research in the field of educational intervention may perhaps wish
to analyze whether increasing participatory tasks in the classroom does
indeed lead to a perception by teachers of more positive attitudes towards
aggression (assertiveness and help). It would also be a good idea to
complement these studies with others focused specifically on analyzing
participatory responsibilities at home and their relationship with helporiented attitudes at school. More qualitative studies, with interviews and
observations, are also recommended.
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Abstract
Statistical data is a relevant tool when it comes to analysing the present, past,
global or partial education system. Despite its unquestionable importance, studies
on the so-called history of school statistics in Spain are scarce, particularly those
about XXth century. This work aims to analyse statistical data related to the
Spanish Baccalaureate between 1930 and 1970. Particular stress was placed on
the presentation of the information, its changes and reasons motivating them. In
order to do that, firstly, we carried out a thorough review of the available
statistical sources as well as their main features: origin, authorship, scope and
limitations. Then, a mixed methodology, combining both quantitative and
qualitative techniques, was implemented in order to triangulate the several
statistical sources with relevant qualitative data on educational policies. Our main
findings show both the underestimation affecting primary and secondary school
enrolment rates in the II Spanish Republic and the criterion used for it. The direct
relationship between the presentation of data and the priorities of educational
policy and the modification of data according to the changes in the policy can
also be drawn from the study. Finally, the serious detriment for research that was
caused by a change from academic year 1966-67 when the existing series were
abandoned for more than a century to implement a series of simple provincial
summaries is underscored.
Keywords: School statistics; secondary education; statistical analysis;
educational policy; Francoism.
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Resumen
Los datos estadísticos suponen un elemento de gran relevancia para analizar
la realidad educativa, independientemente de que esta sea, presente, pasada,
global o parcial. Pese a su indudable trascendencia, los estudios de la
denominada historia de la estadística escolar en España son muy escasos,
especialmente los enmarcados en el siglo XX. El objetivo de este artículo es
analizar los datos estadísticos referidos al bachillerato español en el periodo
comprendido entre 1930 y 1970, haciendo especial hincapié en la presentación
de la información, sus cambios y las razones que los motivaron. Para ello hemos
efectuado, en primer término, una profunda revisión de las fuentes estadísticas
disponibles y de sus principales características: origen, autoría, alcance y límites.
Posteriormente, empleando un enfoque de técnica mixta con metodología
cualitativa y cuantitativa, se han triangulado las diversas fuentes estadísticas entre
sí y con datos y referencias cualitativas especialmente significativas de la política
educativa. Entre las principales conclusiones se encuentran la constatación de la
minusvaloración empleada en las tasas de escolarización y la red de institutos de
segunda enseñanza del periodo de la II República y el criterio empleado para
ello. También se ha comprobado la directa vinculación de la presentación de
datos y las prioridades de la política educativa y su modificación de acuerdo con
los cambios de esta. Por último, se ponen de manifiesto los graves perjuicios que
supuso para la investigación el cambio producido a partir del curso 1966-67,
cuando se abandonó la serie vigente durante más de un siglo para pasar a otra
de simples resúmenes provinciales.
Palabras clave: Estadística de la educación; enseñanza secundaria; análisis
estadístico; política de la educación; franquismo.

Introduction
Any papers that deal with Spanish education statistics should make
extensive reference to the pioneering work of professors Guereña and
Viñao. Among his many contributions, Guereña (1994) pointed out just
over two decades ago the importance of including previous studies to
introduce and contextualise the use of statistical sources, calling on
researchers to examine the conditions under which they were produced
and published. A couple of years later, Guereña, this time together with
Viñao, (1996) stressed, in their comprehensive paper, the importance of
writing a history of school statistics. Although other renowned studies
were later published that used a broad volume of statistical data
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(Carabaña, 1997; Fernández, 1997; Tiana, 2003, 2004, 2013; Viñao, 2004;
Núñez, 2005; Canales, 2005, Guereña and Viñao, 2013), the latest
historiographical analyses indicate that a focus on the study of the
statistical sources themselves – the history of school statistics mentioned
above and not their use, to varying degrees – has not been a primary
objective of specialised research (Guereña, Ruiz-Berrio, Tiana, 2010).
Such scant attention would appear somewhat surprising, given that
the data and the different numerical references based on said data – gross
rates, percentages, longitudinal series, etc.- constitute a quantitative
description of the current state of education. Some experts refer to this
as “the statistical truth” or the “authoritative numerical reality” (García,
1981, 23). It is an element that is undoubtedly relevant and essential and
which would appear to leave less room for interpretation, compared to
other documentary sources.
Starting from the abovementioned premise, it is clear that statistical
sources play a key role in a number of research papers that address the
Spanish education system during the contemporary period, whether these
deal with internal dimensions or its social projection. Of course, a correct
approach to research should also include a critical analysis of said source,
checking the reliability of data and figures, and interpreting why they are
presented in one format or another. According to the approach put forward
by Guereña, Viñao (1996, 15), statistical data should also be the subject of
checking and critical review given that: “School statistics are on the one
hand an assertion of expertise, and on the other hand, justification,
accountability as well as propaganda and promotion of its achievements”.
This paper employs this approach and carries out a detailed, critical
analysis of the official Spanish school statistics on baccalaureate studies
between 1930 to 1970.1 Over these four decades, Spain went from being
a Republic to enduring both a Civil War and almost the whole of the
Franco regime. This extended period allows a lengthy longitudinal study
that incorporates a number of quite different education policies, thus
enabling an examination of the comparisons and contrasts.

(1)

The baccalaureate at that time began with an entrance exam that students took at the age of 9 or 10, and
lasted for six or seven academic years, sometimes divided into a lower and upper stage (equivalent to
middle school and high school), depending on the study plan in place.
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Methodology and sources
For this paper, an exhaustive review was carried out of the official
statistics for the baccalaureate. It should be noted that we use the term
baccalaureate rather than high school studies or secondary education, to
better reflect to the aims of our research paper. We focused exclusively
on education statistics for the period 1930-1970, directly related to studies
about post-primary education, on completion of which students were
awarded a baccalaureate diploma. We do not include any forms of
vocational training, or any other similar educational approaches that were
available at that time, such as: Working Schools (de Trabajo), Schools of
Arts and Trades (Artes Oficios), School of Commerce (Comercio), Standard
School (Normales), Vocational Baccalaureate, etc., which educational
authorities would sometimes group together under the single heading
High School.
We have sourced information from the Statistical Almanacs and volumes
of Statistical Information on Education in Spain, the official publications
containing the quantitative values for education in the country. Given that
there are practically no papers that analyse this data during the period our
paper focuses on, we will endeavour to write a fairly detailed description
of both sources. The Statistical Almanacs are the general texts used by the
Spanish Administration since 1858 to provide quantitative information
about Spanish society. The Alamanacs were, from a general perspective, a
tangible reflection of the intervention model that the new liberal state was
implementing and how it was affecting the country. If we take a closer look
at education, they give us quite an accurate insight into the process,
somewhat slow and convoluted, of building up the Spanish education
system. Education was not a minor goal of the new regime, although it did
not appear to be particularly dedicated to fulfilling its pledge. It is no
wonder therefore that in the prologue of the very first volume, from 1858,
there was a cautionary note concerning Public Education, warning of “…
a part of the population that has still not managed to work, to exercise
their rights and to contribute to their own and the general welfare: they
must be taught.” (INE, 1858, 5).
With regards to the baccalaureate, from the very outset, the Almanac
provided basic general information in a table format, broken down by
school, teaching staff and students per type of studies: official, collegiate
or open. In other words, if they attended a public high school, a private
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school or if they only had the right to sit the exam at one of the former.
At that time, public high schools, in addition to their educational purpose,
also fulfilled their important role of administering and supervising
everything related to the baccalaureate within their catchment area. The
table was accompanied by additional curricular information, a good part
of which focused on the exam results and completion of the study
programme (INE, 1858, 282). Over time, the way this information was
both organised and presented underwent a number of different changes.
Conversely, the Almanacs only provided very brief information about the
private schools and their teaching staff.
It should be noted that in a number of years during the period under
study, there were certain problems with consistency. During the years of
the Republic, a single joint Almanac was published for the years 1932
and 1933 while the one for 1935 was never published at all. The
information included from one year to the next could be quite different.
For the 1931-32 and 1932-33 academic years for example, find the
standard tables, while the remaining years only included brief general
summaries.
The Almanac, following its forced hiatus due to the Spanish Civil War,
did not reappear until 1943. That year’s edition included the standard
tables for the 1940-41 and 1941-42 academic years, with just a few
references to that of 1939-1940. The final adjustments took some time to
come about. The following editions were published every two years: 194445 and 1946-47 (García, 1981). As far as the information they contained
was concerned, it reverted to having one table per high school. The
volume for 1944-45 only provided information about the 1942-43
academic year, whereas the one for the years 1946-47 only covers the
1943-44 and 1944-45 academic years. At that point, the annual edition
was standardised, providing data with a two-year lag.2
An analysis was also carried out on the volumes containing more
specific information, which were published, under a variety of names that
changed over the years, by the education authorities and the Spanish
National Institute of Statistics (INE). The publication created by the
governments of the Second Republic was called Statistical Information
(2)

The entire historical series of the Statistical Almanacs, from the very beginning to the present day can be
viewed at the National Institute of Statistics website. The fact that it is available in an electronic format is
enormously helpful to researchers and sets an admirable example to follow.
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on Teaching Establishments. Published in a number of volumes, each one
related to a specific stage of education, only two of which were published
referring to the 1932-33 academic year: the first, on high schools and the
second, on Universities (Heredia, Parejo 2007). The authorities under the
Franco Regime continued publishing them after the Civil War, although
they restructured the content to include all schooling levels in a single
volume. The first of these from this new era, corresponding to the 194041 academic year, was published in 1943. The publication continued
through to 1945 and was compiled by the Statistical Coordination
Department of the National Ministry of Education (MEN, 1943).
At the end of 1945, the Statistics Act was passed, which led to the
creation of the National Institute of Statistics, one of whose primary
functions was the effective coordination of all statistical tasks for all
government departments (García, 1981; Merediz, 2004). Consequently, the
statistics corresponding to the 1946-47 academic year came under the full
responsibility of the INE and were published under the title Statistical
Information on Education in Spain.3 The reason behind the change of
name was that for the very first time they included data from private
education. The Director of the Institute also pointed out in the
presentation that despite the change, it was a continuation of the series
that was started prior to the War (INE, 1949). Although there were later
changes, it is worth noting that the series has continued through to the
present day under the title Figures for Education in Spain. Despite the
changes in both name and publishing authority, it is the very same
publication, and in certain documentation centres, they are all still
classified under the heading Statistical Information on Education in
Spain. In November 1985, the publication once again reverted to being
the sole responsibility of the statistics department of the department of
education (MEC, 1988).
With regard to its contents, it grew from humble beginnings—the
disclaimer that appears at the start of the first volume of just under 150 A5size pages made specific mention of the lack of paper and budget (MEN
1943)—to just a few years later providing relatively comprehensive and
detailed information, especially once it had become the responsibility of the
(3)
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It is a publication that despite its importance is difficult to track down. We were able to work with the entire
series from 1940 to 1970, which is stored on microfiche at the Valencia Institute of Statistics. That whole series
is titled Statistical Information on Education in Spain.
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INE. From the mid-1940s onwards, it can be considered the most detailed
source of information about the state of education in Spain, whereas the
Almanac only contained summary information (Heredia, Parejo, 2007).
Furthermore, to expand the scope of the work and to be able to
contrast data and figures taken from these quantitative sources, we have
identified and analysed the major approaches to educational policy over
this period. We have examined regulations, the policy positions of the
politicians in charge, texts from the time and monographs, as well as
specialised papers.
With regards to how all these sources of information should be
handled, we thought it most appropriate to carry out as global an analysis
as possible, and thought it appropriate to use a mixed methodology,
combining both qualitative and quantitative techniques (Creswell, 2005).
In this regard, we closely follow Flick (2004, 208) who indicated that with
this particular approach, “the different methodological perspectives
complement each other in the study of an issue: the two methods are
conceived in terms of the complementary compensation of the
weaknesses and blind spots of each single method”. Specifically, we have
applied triangulation techniques, contrasting the data from the different
statistical series against each other in addition to references taken from
other qualitative sources ( Jick, 2008).
One of the characteristics of this mixed approach, in our opinion, is that
it enables us to maintain a focus on the centrality of the issue, allowing it
to be examined from a number of different perspectives using a number
of different techniques, without giving preference to any particular one
(Flick, 2004). After establishing the links between the approaches of
education policies and education statistics, we have reflected on why they
were presented in a particular way, then we analyse the causes of some of
the changes implemented, and lastly we reveal certain ways in which the
information was manipulated and distorted.
Any research paper that relies on data about Spanish education
statistics is faced with certain difficulties. One of the main ones, already
alluded to, concerns the changes in criteria used when compiling the data,
which disrupts some historical series, limits or even rules out long-term
studies and forces researchers to estimate values. Another notable
problem, touched upon earlier, is that it is impossible to view the original
documents given that a large part of them were destroyed (Guerreña,
Viñao 1996; Núñez 2005).
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Francoism versus the Republic
The first aspect to be dealt with in this paper refers to a matter that at
first glance might appear simple, but is more far-reaching than it appears;
namely, establishing how many students studied at public schools and
the extent of the network of high schools at the start of the 1940s. The
answer would appear simple. In the corresponding Statistical
Information on Teaching Establishments it can be seen that in the 194041 academic year, there were a total of 157,707 students, 1,773 more than
the previous year (MEN 1943, 78). And as far as the number of high
schools is concerned, it is widely documented that in the 1939-40
academic year, there were 113, which increased during subsequent years
to 119 in the 1946-47 academic year (Spanish Ministry of Labour, 1943;
Canales 2011; Cruz, 2015).
The problem arises if we want to check to see if there were more
students and high schools at the onset of the Franco Regime than in the
Second Republic. The Almanac for 1943 – the first to be published
following the Spanish Civil War, let us recall - states that in the 1935-36
academic year, there were 124,900 enrolments in baccalaureate and that
the average for the whole of the Second Republic had been 120,144. With
regards to the network of high schools, it shows a total of 97 for this
period (INE 1943, 224). The first governments under General Franco must
therefore have increased the school enrolment rate and the network of
high schools compared to the earlier republican governments.
This is not, however, the only source of information. The republican
governments also published Almanacs and as can be seen in the 1936
edition for the 1933-34 academic year, there were 111 high schools and
56 middle schools catering to 130,752 and 14,255 students, respectively
(INE, 1936, 17). From the above, it can be seen that there is a notable
difference, of at least 25,000 students and some 80 schools between both
tallies. The first question that springs to mind for any researcher is: which
information is factually accurate?
Professor Canales (2011, 190) after carrying out in-depth research into
the high schools shut down under Franco categorically states that we are
dealing with a case of “statistical manipulation”. We entirely agree and
can add reasons to bolster his point. Firstly, we can point to the clear
trend in school enrolment rates in the academic years prior to 1933-34.
Following the declaration of the Second Republic, it had risen by almost
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30% (Cruz 2012, 249). It is not logical that there should be such a drastic
difference, seeing as there was no change in orientation from the
republican educational policies (Pérez, 1975).
But there is another, much more direct proof. In the 1960s, when the
authorities launched expansionist education policies and had to take a
more technical and less ideological view of the state of Spanish education
(Puelles, 1999), other data was provided. The General Technical
Secretariat of the Spanish Ministry of National Education began to publish
information in its Data and Figures for Education in Spain, (Heredia,
Parejo, 2007). In addition to other elements aimed at highlighting the
expansionist mood of the new educational policy, it also included a series
of figures for baccalaureate students from 1906 to 1959. There, as can be
seen in Table I, it does present the data for the 1931-32 and 1932-33
academic years that had been published in the republican Almanac,
although this was not the case for the 1933-34 academic year.

TABLE I. Comparison of official republican and franco-regime school enrolment data for the period
1931-34

source: Created by the authors using the statistical Almanacs for 1936 and 1943 and data issued by the spanish Ministry of
national Education 1960, 24-25.
I n: high schools
I E: Middle schools

Therefore, what can clearly be seen following a comparative analysis
of these three sources, is that, firstly, the authorities in charge of education
statistics in the early 1940s reduced the enrolment figures for
baccalaureate students during the Second Republic. The second matter
that requires clarification refers to the almost certainly premeditated
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inaccuracy that was used to reduce the figures. It is evident that ministry
officials only included the figures for high schools and deleted at a stroke
all the students enrolled in middle schools.
This action is perfectly in line with the policy of undermining the
educational work carried out over the period of the Second Republic. And
likewise, it managed to inflate the results of Franco policies, interpreting
the statistics to their best advantage. There is one blatant example of
figure manipulation, something that has continued over the years and has
yet to be properly resolved. The summary enrolment tables for the later
academic years included in certain Almanacs (1951, 775; 1956, 755; 1961,
874) and in certain volumes of the Statistical Information on Education
in Spain, (1947-48 academic year, 61), have continued to use the
erroneous data for the academic years corresponding to the Second
Republican. This is the same case with the compilation of historical
statistics that have been published over the years (Núñez, 2005, 214).
Another aspect calling for clarification is the quantification of the
network of high schools. As has been widely documented, republican
governments made huge efforts to increase the number of schools (Pérez
1995; Viñao 2004) as this was one of the cornerstones of their plans to
modernize Spanish society. But they were also obliged to do so by
applying secular measures that stopped religious orders from being
involved in education. This highlighted expansionist policy was also
inevitably reflected in the Almanacs. The one for 1936 indicates that in
the 1933-34 academic year, there were 111 public high schools and 56
middle schools, giving a total of 167 schools, as can be seen in Table 2
(INE, 1936, 37).
As has been duly documented by a number of different authors,
although this is not reflected in the official statistics, in the 1934-35 and
1935-36 academic years, the number of high schools continued to grow.
The rate of increase was so great that during the Republic, the hundred
or so high schools that had existed at the end of the Primo de Rivera
dictatorship almost doubled in number (Canales, 2011; Lorenzo, 2003).
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TABLE II. Comparison of the number of high schools in the statistical Almanacs for 1936 and
1943

source: Created by the authors
n: high schools
E: Middle schools

The situation becomes less clear cut if we consult sources from the
Franco Regime. In the 1943 Alamanac (224), the number of high schools
was listed as follows: 1931-32, 80; 1932-33, 93; 1933-34, 111, as can be
seen in Table II. It also shows a figure of 97 high schools for the 1934-35
and 1935-36 academic years, and to top it all off: “Average of 1931-32 to
1935-36, 96”. We believe that this new data triangulation on the network
of high schools confirms the obvious willingness to undermine the efforts
made in education by the Republic and underlines the fact that this was
done by making the statistical data for middle schools and their students
simply disappear.
Another interesting aspect that warrants further clarification concerns
the quantification of the network of high schools, specifically the rise in
numbers that occurred up to the 1946-47 academic year. Statistical data
indicate that in the 1939-40 academic year, the first following the Civil
War, there were 113 high schools in operation. In the following academic
year, two more opened, as did another two in the 1941-42 academic year.
The following year, one more was added, and lastly, in the 1946-1947
academic year, another. With these new incorporations, the network stood
at 119 high schools and this continued to be the case all the way through
to the early 1960s, almost one and a half decades later.
Using quantitative criteria, the conclusion that can be drawn is that
under the Franco Regime, six high schools were opened between 1939
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and 1946. Even if we accept this as true, we believe that it is only part of
the story. The truth is somewhat more complex and multifaceted when
we go beyond the overall totals and examine those six high schools in
detail, incorporating qualitative elements and setting them within the
context of the parameters that defined the policy of the Ministry of
National Education.
Let us start by listing them. It should be taken into account that the
reduction in the network of high schools primarily took place between
1937 and 1939 (Canales, 2011; Lorenzo, 2003). It was a process
comprising a number of amendments, making it a difficult task to clearly
define the most extreme. Furthermore, there is no official list of schools
that were operational in the 1939-40 academic year, which makes it
difficult to clear up certain doubts. Duly taking into account these
difficulties, and after comparing of a number of different lists, we believe
that the high schools that were opened in the 1940-41 academic year were
the following: the Ausías March in Barcelona and the Beatriz Galindo in
Madrid. In the following academic year, the Monserrat and the Milà y
Fontanals opened in the Catalan capital. In the 1942-1943 academic year,
the Arrecife school opened and, lastly, in the 1946-1947 academic year,
the Astorga high school.
Regardless of the specific reasons behind the opening of each one and
the administrative language embodied in the regulations, what should be
pointed out is that these schools were not opened ex novo by the Franco
government. The truth of the matter is that they were already there. The
Ausiàs March for example was the result of the conversion of the former
subsidiary of the same name, of the Escuela de Barcelona school, located
in the city’s Sarriá district. This was the same case for the Milà y Fontanals,
the other subsidiary of the Escuela de Barcelona located in the Eixample
district. The Beatriz Galindo in Madrid, for its part was the former Antonio
Nebrija high school, opened by the republican government (Lorenzo,
2003). As for the school in Arrecife, it had been founded as a local high
school during the era of Primo de Rivera (López, 1995). Finally, the one
in Astorga was opened during the republic regime in October 1933
(Gaceta de Madrid…, 1933, 729-730).4

(4)
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The only one that does not seem to be part of this situation and which, despite many enquiries and research,
we have been unable to determine whether it was the product of a transformation of a previouslyoperational high school, is the Monserrat in Barcelona
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A direct and linear reading of the statistics indicates that six new high
schools were opened over this period. But more in-depth research,
supported by reliable documentary evidence, reveals that in fact those
that had been closed down during or shortly after the Spanish Civil War
were reincorporated back into the network. What is certain is that no new
schools were built, except perhaps in the case of the Montserrat school.
A few schools that had previously been operational were simply
authorised to reopen, in accordance with a readjustment process.
The focus of the educational plan for the baccalaureate, as mentioned
earlier in the paper, is clear. Measures to reduce the number of public
high schools were key in giving predominance to the private colleges,
especially those with ties to the Catholic Church, and in moving away
from state-run establishments. The notable increase in concentration of
the public network of schools carried out under the Second Republic,
creating high schools in a large number of locations was halted
completely and public schools were closed in some 60 locations. The
momentum of this wave of school closures was such that it even included
about a dozen local high schools founded during the era of Primo de
Rivera. In this regard, the downsizing initiatives were not limited to
dismantling the work of the Republic but at times went beyond even that
(Canales, 2011).

Type of students
As pointed out earlier, Spanish education statistics traditionally categorize
baccalaureate students according to the type of enrolment: official,
collegiate and open. It is true that at times they were referred to by
different terms. From early to mid-19th century through to the first decade
of the 20th, open education was called home schooling and school
enrolment was deemed private. Another change occurred in the early part
of the 20th century and continued through to the end of the Primo de
Rivera dictatorship in 1929, with certain exceptions, when the collegiate
enrolment and open education were renamed non official collegiate and
non official open. This particular emphasis to distinguish high school
students from those of other institutions was not, in our opinion, a mere
administrative whim. It clearly formed part of the initiatives – modest at
first then somewhat more in earnest during the period under Primo de
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Rivera – to expand the network of public high schools (López 1995; Cruz,
2012). Viewed from another perspective, it underlines the action of the
government to promote public or official education, the supervisory role
of the public high schools within the unending rivalry between the public
and private realms of Spanish education.
With the advent of the Second Republic, the categories of official,
collegiate and open were established as the norm and flourished,
becoming a widely-used reference from 1953, until the full
implementation of the Education Act at the end of the 1970s eliminated
the peculiar status of open education students. Meanwhile, during the
1940s and in the early 1950s, other changes occurred. In the 1940-41
academic year, enrolment was categorized into the following: official,
collegiate and private. And in the following academic year: official, open,
collegiate and private. Although we were unable to find any explicit
clarification about the subdivision of the collegiate category, a number of
different indicators, such as those included in the 1959-60 edition of
Statistical Information on Education in Spain (7), clearly point to the fact
that collegiate education grouped together the private colleges of the
religious orders while private enrolment denoted students who attended
private secular schools (Utande, 1975).
Said situation continued, in part, until 1953. The compilation of the
Statistical Information on Education in Spain for the 1954-55 academic
year (223-235), reverted to the more traditional classification of official,
collegiate and open. The reason behind the change could be down to the
passing in 1953 of the Secondary Education Act, which brought with it
major changes to the concept and organisation of the baccalaureate
(Lorenzo, 2003; Cruz, 2015). Among the measures to be implemented, the
law made greater demands of private schools in general and also marked
a more technical approach to how education statistics were prepared.
Curiously enough, the increase in the streamlining of statistics was not
reflected in the Almanac. It was not until the compilation for the 196869 academic year, published in 1970, that the publication incorporated
the information that the Ministry had been using for the past 15 years.
It is obvious that this way of presenting the information, with a section
specifically dedicated to the Church-run secondary schools and
distinguishing them from the rest of the private schools, reflected the
privileged role that the Church enjoyed during that time. That said, it is
also evident that when education authorities, headed by Education
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Minister Ruiz-Giménez, changed to a more interventionist and state
approach, this was also clearly reflected in the statistical information
provided by the department.
Another interesting matter that concerns the status of private education
is the scarcity of any available information about it, especially during the
1940s. Despite the fact that it was a major subsystem in that decade –
accounting for somewhere between 46% and 54% of baccalaureate
students depending on the year – no information about them is included
until the volume corresponding to the 1946-47 academic year. Its absence
is so striking that ministry officials noted it on a number of occasions as
a pending matter (MEN, 1945), although they would have to wait until
the volume for the 1946-47 academic year for the inclusion of this
information.
When these statistics were published, the Managing Director of the
INE indicated that it was the first time that relatively detailed information
about private education had included and expressly highlighted the
difficulties encountered when carrying out the very first survey. The only
data is a table containing the number of current schools, students and
qualified teachers, grouped according to province and university district
(INE, 1949, 158-160). We believe it to be a very revealing of the scarce
information that the education administration had about this sector of the
education system, and in particular, how little it had concerned ministry
officials up to that point (Canales, 2015). Only when the INE, an entity
outside the education administration, took over the responsibilities did
certain references begin to be published.
This failing was, all in all, much less significant at the baccalaureate
level than for primary school education. The supervisory role of the public
high schools played an essential role here; given that all the school
reports for the catchment area had to be centrally managed we have
access to relatively reliable data about students, the type of enrolment
and geographical breakdowns. It should be emphasised that for years,
there were constant references from those in charge about the difficulty
of compiling and presenting the information. For this very reason, in the
1960-61, 1961-62 and 1962-63 academic years, no primary education data
was published in the Statistical Information on Education in Spain
(Heredia, Parejo 2007).
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The end of an era
In the 1960s, there was an appreciable increase in the baccalaureate
expansion process, which those in charge of education policy called the
expansion of secondary education. Said changes also affected the
statistics. The growth experienced over this period obviously required the
reorganisation and updating of data, which was crucial for the education
planning tasks that, after decades of inaction, were once again beginning
to gather momentum.
These political and administrative changes soon began to be reflected
in the statistical information. Up until the 1967-68 academic year, the
successive editions of the Statistical Information on Education in Spain
continued to provide the regular information, much of which was quite
detailed – teachers, students, location, etc.- for individual high schools.
In the following academic year, only provincial totals were provided
(Heredia, Parejo 2007). This change was in line with the changes already
implemented to the Almanac, which from the 1960-61 academic year
onwards only published data at a provincial level.
This is worthy of reflection. It cannot be denied that the notable
increase in the network of high schools was almost exponential in nature.
In the 1960-61 academic year, we see the same 119 high schools that had
been there for almost the past two decades, but just six years later, in the
1967-68 academic year, there were a total of 205, to which should be
added 144 detached annexes and 204 approved affiliate units (INE, 1970,
9). And the number increased at a constant rate, with new centres
opening all the time. The information grew and as it did, it required
additional space for publication. And not purely for quantitative reasons;
the types of courses increased too. In addition to the general
baccalaureate, there was also the technical baccalaureate with a variety
of different specialisations. The types of educational institutions also grew.
In addition to the secondary and primary schools there were: approved
affiliate units, detached annexes, open secondary schools, technical
institutes, trust schools…
Given the growing breadth and complexity of high school studies, a
decision was made to substantially simplify the information provided,
instead of simply providing data and figures as had been the model until
that point. Thus the model that had been used from the dawn of the
liberal regime with detailed information about each institute, was
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abandoned and instead only provincial summaries were provided. This
change represents a break that, although it may be justified for technical
reasons, seriously hinders the task of the researcher by severely cutting
back on the information that had been provided for over a century,
information that placed schools as the focus of attention and the
framework for all related information.
Furthermore, as there was no publication organized to compile all this
detailed information, it was no longer made available to researchers.
Consequently, it meant that those researchers focusing their work at a
local and regional level had to make a huge effort just to be able to access
the necessary information. Furthermore, the statistical reviews by
province that had been published by the INE since the 1950s, and could
have been a good support for this type of information, were not taken
into account either (INE, 1971; García, 1981). It is undeniable that this
shift considerably reduced the statistical truth, and as a result, diminished
the research capabilities of researchers focusing on areas other than at a
provincial and national level.

Conclusions
The main conclusion to be drawn from our research is that education
statistics, like any other accurate reflection of political action, are not as
pure and objective as one would imagine. How they are presented can
also reflect specific political interests, and can even, as has been clearly
documented, be the subject of deliberate manipulation. The data
corresponding to high schools and students during Spain’s Second
Republic, provided by the statistical resources under the Franco Regime,
are a clear example of this.
Likewise, less extreme examples show that the organisation and
presentation of the statistical information do not only reflect technical
criteria, but are also heavily influenced by the priorities of the education
policy at that time. The non-existent or scant information for years about
private education, its students and Church-run schools from the early
1940s to the mid-1950s, or the move towards a province-level model for
presenting the information, are good examples of this.
From a methodological perspective, the possibilities offered by a
mixed approach are obvious. As can be seen throughout the article, the
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contrast and triangulation of different statistical sources, in addition to
relevant qualitative data and references to education policy, enable us to
expand the scope of the analysis, offer more reflections on the subject
under study, and draw more in-depth conclusions that enrich and
empower research.
We believe that examining educational statistics from a number of
different perspectives, and especially establishing links with specific
approaches of education policy, enables us to highlight certain points of
interest as well as correct or qualify certain assertions. We sincerely
believe that correctly interpreted statistical data provide very pertinent
information. But if they are also then appropriately analysed and
contextualised, complemented by and contrasted with documentary
references from other sources, its informative potential is appreciably
increased. It provides us with a more in-depth and comprehensive insight
into the state of education, not only in the past, but also in the present.
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VAN WECHEM, M.& HALBACH, A. (2014). Don’t worry mum and dad, I
will speak English. Madrid: British Council. 71 pp. ISBN: 978-8416092-27-7 (Freely available at https://www.britishcouncil
school.es/sites/default/files/british_council_guia_bilinguismo.pdf)
The last years have seen an increasing number of bilingual methods and
courses. This tendency is both socially and educationally very profitable.
The main purpose of this education has been making students
increasingly competent in foreign languages- especially English- in order
to compete with challenges like Europe 2020 where the European citizens
will have to be competent in, at least, two languages plus one’s mother
tongue. However, these efforts have not been paired by the kind of
information parents receive about how and why their children progress
in school over the school years. This Van Wechem and Halbach’s
publication intends to shed some light in such a difficult matter.
Thus, the purpose of this volume is to clarify the parents’ and teachers’
ideas of the linguistic and social processes that involve the process of
learning a foreign language in bilingual schools. The just 71 pages of this
short book cover many different topics by answering to 17 questions
which are centered around the processes of second language acquisition,
benefits of bilingual education, effects on the first language and the
student’s general capacity to learn, social implications and capacity of
communication, and all associated to all four traditional communicative
skills: listening, speaking, reading and writing. Additionally, the authors
add a list of books and websites along with the used bibliography of
general interest for the potential readership especially for teachers and
administrators.
Obviously, this volume presents a number of research issues that have
been adapted to be understood by an extensive audience in a variety of
social and educational scenarios. Its use is also expansive in the sense
that it presents current research that needs to be considered to implement
new bilingual programs alongside with bringing confidence to parents
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and educational stakeholders who might be hesitant or even reluctant to
implement bilingual education in their schools. The book can also serve
for basic research in novel researchers in the field of applied linguistics,
language education or school administration. The authors’ experience is
a warrant of the quality of the research whose explanations and results
are included in the volume.
However, the book also has some minor weaknesses which are the
oversimplification of complex processes which would certainly need
further deepening due to the limited length of the text. This is also
applicable to the title of the book which intends to be more commercial
than illustrative of the content. A second issue would be whether the
educational agents would be able to understand many aspects that the
authors intend to make clear. Besides, the ideas presented in the book
may contradict the reader’s previous experience especially for those with
practice in action research with a limited number of students. However,
this book shows the need to expand the results of sound research to
understand the student’s processes in the educational setting.
Nevertheless, despite these minor issues, both the research and
pedagogical content of the volume are remarkable and universally
applicable to research and program design and development. Personally,
I think this book can be a valuable asset for a huge number of people
from parents and future teachers to political administrators interested in
genuine applications of educational research in bilingual education. Thus,
a masterpiece to have at hand at all times.
Dr. Jesús García Laborda
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