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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:
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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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Research

Effects of Chilean schools' accountability on parent
participation
Efecto de la rendición de cuentas de las escuelas chilenas
sobre la participación de padres
DOI: 10.4438/1988-592X-RE-2015-372-313

Verónica Gubbins Foxley
Universidad Alberto Hurtado

Gabriel Otero Cabrol
Universidad Diego Portales

Abstract
The educational reforms implemented in Latin America have encouraged parent participation in order to regulate school effectiveness. The assumption is that
the model will work as long as schools provide families with public, pertinent,
and timely information. When the right to choose freely cannot be exercised,
school effectiveness can be regulated through parent participation in school activities. The main objective of this study was to estimate the effects of household
socioeconomic status and type of information provided by the school on parent
participation in school activities. A cross-sectional, quantitative, non-experimental
study of the association of information and parent participation with household
socioeconomic status was conducted using least squares regression analysis (OLS)
and binary logistic regression models. The study is based on data from a subsample of 258 people who reported having at least one child enrolled in high
school. We used data from the Metropolitan Family and Education Survey developed by the Centro de Estudio e Investigación sobre Familia (CEIF). The results
show that parents are more willing to participate in activities related to everyday
aspects of their children’s school experience. OLS models reveal some elements
that positively influence parent participation: accountability (.24), personal student information (.42), and high socioeconomic status (2.49). Our conclusion is
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that the provision of personal student information, along with the accountability
of institutional management, can increase the relative probability of a more active
participation of families in functional classroom activities.
Keywords: School Effectiveness, accountability, parent participation

Resumen
Las reformas educacionales latinoamericanas han convocado la participación
de los como reguladores de la efectividad escolar. El supuesto es que el modelo
funciona en la medida que las escuelas provean de información pública, pertinente y oportuna a las familias. Cuando el derecho de libre elección no puede
ejercerse, la regulación de la eficacia escolar puede hacerse a través de la participación de los padres en las actividades de la escuela. El presente estudio tuvo
como principal propósito estimar los efectos que tienen el nivel socioeconómico
del hogar y el tipo de información proporcionada por la escuela sobre la participación de los padres en la escuela. Se realizó un estudio transversal, cuantitativo
y no experimental de la relación entre información y participación de padres con
el nivel socioeconómico del hogar, a partir de un análisis de regresión de mínimos
cuadrados (OLS) y modelos de regresión logística binaria. El estudio se basa en
los datos de una submuestra de 258 personas que declararon tener al menos un
hijo cursando enseñanza escolar. Se utilizaron los datos provenientes de la Encuesta Metropolitana de Familia y Educación desarrollada por el Centro de Estudios e Investigación sobre Familia (CEIF).Los resultados muestran que los padres
presentan mayor disposición a participar en actividades relacionadas con la cotidianeidad de la experiencia escolar de los hijos e hijas. A partir de los modelos
OLS se constatan efectos positivos en la participación de los padres, a saber: la
rendición de cuentas (,24), la información personal del estudiante (,42) y alto
nivel socioeconómico (2,49). Se concluye, que la provisión de información personal del estudiante, en conjunto con la rendición de cuentas de la gestión institucional de las escuelas, aumentan la probabilidad relativa de una participación
más activa de las familias en actividades funcionales al trabajo docente en el aula.
Palabras clave: Eficacia escolar, rendición de cuentas, , participación de padres

Introduction
The analysis of the results obtained by Latin American students on the
Programme for International Student Assessment (PISA) test confirms
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their poor performance compared with the average score of the
participating countries (OCDE, 2013). A more detailed analysis shows
how the unequal distribution of students among schools increases
depending on their families’ socioeconomic background (Treviño, Salazar
& Donoso, 2011). Even though contextual variables such as student SES
are better predictors of academic performance, research inspired by the
school effectiveness movement shows that, in the specific case of students
from economically and culturally disadvantaged backgrounds, schools
can make a difference (Carriego, 2010; Murillo, 2011; OCDE, 2011;
Scheerens, Witziers & Steen, 2013). Nevertheless, a number of empirical
studies reviewed suggest that parent participation in schools is a relevant
mediating factor during the first years of education in childhood (Martinez
& Niemelä, 2010; Sanchez, Valdés, Reyes & Martinez, 2010).
Theoretically, it has been proposed that the course of psychological
and academic development in childhood depends on a person’s chances
to receive stimulation that targets his/her potential, his/her perception of
his/her environment, and the way in which other people involved in
his/her developmental process interact with him/her. Activities, roles, and
meanings, deployed at different systemic levels of development –or
ecological environments, as suggested by Urie Bronfenbrenner (2005)–
are what models children’s psychosocial and academic trajectories. Direct
interaction environments (micro-system level), which exist at the level of
intra-family, intra-school, and classroom relationships, and those which
occur in other social spaces where students do not participate, the mesoand exosystem levels of development (e.g. parent participation at school,
parents’ workplace, among others). This theory suggests that these
systems are not disconnected from each other. All social practices involve
decision-making, actions, and interpretations which inevitably affect the
disposition, activities, relationships, and meanings that students construct
regarding their schooling process (Epstein, 2013; Gonzalez & Jackson,
2013; Linse, 2011). The ecological perspective highlights underlying
psychosocial processes. In the specific field of parent participation, the
research derived from this theory has fostered the development of
analysis models which include the taxonomy proposed by Joyce Epstein
(2013) (e.g. parenting, communicating, volunteering, learning at home,
decision making, and collaborating with community). Despite its
importance, parent participation in school activities has received scarce
attention. European authors state that research has focused on parents’
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involvement at home rather than on their participation at school (Avvisati,
Besbas & Guyon, 2010; Martinez & Niemelä, 2010).
Latin American educational reforms have organized educational
systems around school autonomy (López, 2006). Based on the school
choice model, educational institutions request parents’ participation in
their capacity as clients and regulators of school activity. The assumption
is that family preferences pressure schools into competing with others to
attract more students, which forces schools to innovate in order to obtain
better results and to be publicly accountable for the processes employed
and the achievements obtained. According to OECD data (2011), access
to timely and relevant information makes it more likely for students to
obtain better academic results. This model also suggests that when the
right to choose freely cannot be exercised –for example, due to financial
constraints– school effectiveness can be regulated from within the school
through parental involvement in school activities (Canosa, 2010; Corvalán
& McMeekin, 2006). Studies conducted in Chile show that internal
regulation mechanisms are still unclear (Thieme & Treviño, 2011).
International evidence suggests the existence of different parent
participation patterns depending on the economic and cultural
backgrounds of the families. For instance, some studies show that the
lower a family’s income and cultural capital, the lower the presence of
parents in school-organized activities. Explanatory factors include
practical reasons, such as a working day which is incompatible with the
scheduling of school activities, difficulties taking care of children at home,
and insufficient knowledge about the educational tasks conducted by the
school, among others (Hill & Tyson, 2009; Gubbins, 2013; Poncelet &
Francis, 2010). The higher the parents’ income and educational level, the
greater their interest in collaborating with teachers and in exerting more
leadership in the parent-teacher association (Sanchez et al., 2010; Sy,
Rowley & Schulenberg, 2007). Recent studies conducted in Chile reveal a
similar trend (Hernandez & Raczynski, 2010; Gubbins, 2014). However,
these are qualitative studies which fail to tackle the relationship between
the type of information provided to families by schools and the level of
parent participation in school activities, a situation that makes it
impossible to establish generalizations applicable to larger populations.
In this context, the present article attempts to answer the following
questions: What is the effect of the information provided by schools to
parents over parent participation in school activities? What is the degree
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of influence of the socioeconomic status of families over parental
involvement in school activities? The article explores the following
hypotheses: a) providing personal information has a positive effect –
greater than that of providing institutional information to families– on
parents’ participation in school activities, b) the higher a family’s SES, the
more parents tend to participate in school activities.

Method
The study sought to estimate the effects of parent participation in school
activities, the information provided by schools, and household SES. The
design of the study is quantitative, non-experimental, and cross-sectional.
The data used were taken from the Metropolitan Family and Education
Survey, developed by Universidad Finis Terrae’s Centro de Estudio e
Investigación sobre Familia (CEIF) [Family Study and Research Center].

Sample
The survey was administered to 860 individuals aged 18 or up, living in
Santiago de Chile. Each person selected to be in the sample took a
structured standard questionnaire used to collect opinions and attitudes
about the participation of parents in the activities organized by their
children’s school, as well as about the information provided by the school.
Based on probability sampling, the sample was selected in four stages. In
the first stage, it was stratified by district, using proportional affixation; in
the second stage, clusters of blocks were chosen at random, in the third
one, six houses were randomly selected in each block, and in the final one,
a person at least 18 years old who resided in the home, excluding domestic
workers, was randomly surveyed. This process yielded information from
34 districts of the Metropolitan Region of Santiago de Chile, representing
97% of the province of Santiago. The fieldwork lasted 10 weeks, from June
29th to August 29th, 2013. The sample included 258 people who stated
that they had at least one child attending school, which equals 32% of the
total number of cases. 68.2% of the persons surveyed are women, and the
average age of the sample is 41 years (±6.1% margin of error, 95% CI). As
table I shows, the dependent variable used is parent participation,
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conceived differently depending on the type of statistical analysis applied.
On the one hand, for the OLS regression models, a Parent Participation
Scale was constructed upon the basis of a set of items. On the other hand,
for the logistic regression models, dummy variables were used. The
independent variables used are socioeconomic status (SES) –as a proxy of
objective status–, two scales about the information received by parents from
the school (institutional and personal), and multiple sociodemographic
controls such as sex, age, number of children, and marital status of the
parents.

TABLE I. study variables

14
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Instruments
The Parent Participation Scale was constructed upon the basis of a set of
8 items about parents’ participation in the activities organized by their
children’s schools. These are: parent-teacher conferences, meetings with
teachers, parent and guardian association meetings, ceremonies, school
trips and social gatherings, parent-child events, reception of academic
performance reports, and talks for supporting parents’ educational role
hosted by their children’s school. Possible responses lie within a 3-point
range (from 0 to 2), where 0 = “Does not participate”; 1 = “Sometimes
participates”; 2 = “Does participate”. The Scale considers the total sum of
the values for the 8 items considered. Therefore, the theoretical score
ranges from a minimum of 0 to a maximum of 16. According to the
characteristics of the scale, a higher score fosters an attitude oriented
towards active participation, whereas a lower score results in an attitude
oriented towards non-participation. In order to assess the internal
consistency of the scale, Cronbach’s alpha was used. The value obtained
for the set of items was 0.8.
The construct “information provided by the school” was analyzed
based on the results obtained on the two scales. Construct validity was
assessed via Principal Components Analysis (PCA). To facilitate the
interpretation of the factor solution, the Varimax rotation method was
selected. The second criterion evaluated was internal consistency,
measured with Cronbach’s alpha coefficient. Two principal components
were identified: institutional information and personal student
information. The first component includes items related to the school’s
institutional situation, teacher evaluation data, and selection criteria for
staff and students. The second one refers to the reception of information
about the student’s and the school’s academic performance, the school’s
learning standards, the school’s SIMCE scores, the student’s behavior, and
the student’s developmental stage. The values for each response are: 0 =
“Does not receive it”; 1 = “Sometimes receives it”; 2 = “Does receive it”.
Afterwards, the values for each of the items that comprised the
dimensions were added, which formed the basis of the two information
scales. The first one was labeled “Institutional Information Scale”, while
the second was labeled “Personal Information Scale”. The potential values
for the Institutional Information Scale range from 0 to 8 points, with
scores closer to 0 indicating lower levels of institutional information and
scores closer to 8 reflecting higher levels (Cronbach’s alpha: 0.79). With
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respect to the Personal Information Scale, the highest possible value is
12 (Cronbach’s alpha: 0.69).

Procedure
In each randomly selected home, the researchers asked if there was a
person aged at least 18 years who would accept to participate voluntarily
and confidentially in the study. Each questionnaire included all the
relevant information, which was read aloud to each interviewee. Once
they gave their informed consent, they were handed university contact
information in case they had any questions. The survey was conducted
through face-to-face personal interviews which lasted 35 minutes on
average. Once the information had been collected, the reliability of the
scales constructed was analyzed. The study of the relationship between
information, participation, and household SES was conducted through a
bivariate analysis of contingency tables. In order to analyze the predictive
effect of the independent variables over the variation of the results
obtained on the parent participation scale, the decision was made to
generate four multiple linear regression models which included,
successively, the SES, institutional information, and personal information
covariables. To control for the effects of the variables of interest, other
sociodemographic variables were included, such as the sex and age of
the respondent and the number of children declared. To study in more
detail the effects of information provided by the school over each instance
of Parent Participation, eight binary logistic regression models were
generated, one per item in the Parent Participation Scale. Each of the
variables associated with parent participation in their children’s school
operates as a distinctive dependent variable in one of the models. In order
to do this, the original categories of the items have been coded so that
the “Yes” and “Sometimes” attributes have been merged into a single
category, precisely the category of interest. On the other hand, the “No”
attribute preserved its original arrangement. Thus, in all models, the
dependent variable includes two categories, with value “1” reflecting
participation and value “0” indicating non-participation (dummy
variables). Lastly, and consistently with the research questions posed,
Parental Participation was modeled using least squares regression (OLS)
and binary logistic regression. The analyses were conducted using IBM
SPSS Statistics 22 and Stata 13.

16
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Results
The analysis of the effect of the school information received by the
families and the household SES on parent participation in school activities
yields the following results:

Families receive more information about each individual student than about the
institutional operation of the school.
The analysis of the variables associated with “school information received
by the parents” reveals a greater proportion of responses concerning
personal student information than institutional information. As Table II
shows, the largest proportion is concentrated on children’s academic
performance (85.77%) and behavior (83.55%). The next variables concern
the academic performance of the class (67.7%) and the school’s SIMCE
score (61.62%). Information regarding students’ developmental stage was
present in 56.78% of the responses. Negative responses involve student
selection criteria (37.78%) and the school’s financial situation (27.68%).
Teacher evaluation data and selection criteria reach lower percentages
(22.43% and 14.81% respectively).
This evidence portrays a situation where the school seems to privilege
the transmission of individual information, either about the individual
academic performance or the behavior of each student, above the
publication of results associated with several institutional administration
matters. All things considered, and despite having better access to personal
student information, families still believe that the information provided by
schools is insufficient (4.54 out of 12 points on the personal information
scale and 2.71 points out of 8 on the institutional information scale).

The greater the families’ economic contribution to the schools, the better their
access to the schools’ institutional information.
A more detailed analysis of the type of information provided by
schools, considering household SES, reveals that, even though they
receive insufficient institutional information, low-SES families seem to be
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better informed about the schools’ financial management and teacher
activities in the school. As Table II shows, this is the part of the sample
with the largest proportion of affirmative responses in all the items related
to the Institutional Information dimension. High-SES homes, despite
funding the whole of their children’s education, receive the least amount
of institutional information from the schools, especially regarding their
financial situation (17.20%), teacher evaluation (15.96%), and teacher
selection criteria (8.60%). The greater the parents’ economic contribution,
the less institutional information schools provide about their students.

Families know little about the developmental processes of their children as
individuals.
The results also show that the information received by families from all
the socioeconomic levels studied tends to focus on results obtained
through cross-sectional and standardized measurements (e.g. individual
academic performance and behavior of students). More qualitative
information, of the kind explored in the items “description of minimum
achievement levels” and “stage of development of your child”, receive the
lowest affirmative response percentages in this sample. On the other
hand, nearly all middle-SES families state that they receive more
information about their children’s academic performance (93.94%) and
achievement levels (63.64%) compared to the other two social levels
(85.26% and 44.68% for high-SES families; 81.42% and 54.87% for lowSES families). Low-SES families appear to receive more information about
the developmental stage that their children are in than high- and middleSES families (63.39% versus 54.26% and 49.25% respectively).
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TABLE II. Percentage of information provided by schools, by sEs

note: Pearson’s chi-squared test results in brackets, n = between 255 and 257 cases, depending on the item. **p < .05.
source: created by the author
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Parents are more willing to participate in activities associated with the everyday
school experiences of their children.
The Parent Participation Scale reached a mean of 10.1 points. The
direction of the scale suggests that families, regardless of their SES, are
interested in participating in the activities organized by schools. In
descriptive terms, the data presented in Table III indicate that more
traditional events result in the highest participation rates. These include
parent-teacher conferences (77.21%) and meetings with teachers (70.80%).
These are followed by the reception of academic performance reports
(58.91%), ceremonies (53.82%), school trips and social gatherings
(50.73%), and parent-child events (43.80%). Lower percentages are
observed for participation in talks for supporting the educational role of
parents (39.42%) and in the instances that link parents’ voice with the
school’s management, such as parent and guardian associations (28.83%).
Families are more willing to participate in activities which are directly
related with children’s everyday school experiences, rather than in others
that require more involvement and influence in institutional matters.

Middle-SES families display the most interest in participating in the parent and
guardian associations of their children’s schools.
Table III shows that high-SES families participate more and in a wider
variety of events than the other two social groups. In contrast, the lower
a family’s income, the lower the parents’ participation in activities
organized by the schools. In fact, most low-SES families appear to have a
preference for parent-teacher conferences (75.89%), meetings with
teachers (65.79%), and the reception of academic performance reports
(55.65%). On the other hand, middle-SES families appear to be more
prone to participating in parent and guardian associations (34.33%).
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TABLE III. Percentage of parent participation by sEs

note: Pearson’s chi-squared test results in brackets, n = between 257 and 258 cases, depending on the item. **p < .05.
source: created by the author
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Giving parents more institutional information may increase families’ involvement
in activities organized by the school.
Model 1, shown in table IV, reveals that SES is a significant predictor of
parent participation, controlling for sex, age, marital status, and number
of children. As a whole, the model explains 16% of the variance of the
parent participation scale. In fact, high-SES parents attain higher
participation scores than low-SES ones (ß= 2.33). The difference is
significant with 99% confidence (p<0.01). On the other hand, middle-SES
parents also have a higher average participation score than low-SES ones
(ß = 1.11). However, in this case the difference is not statistically
significant. Model 2 shows that the institutional information scale is a
significant predictor of parent participation (p<0.01), explaining 15% of
the variance, controlling for the rest of the variables considered. This
indicates that, as more institutional information is perceived to be
provided by the school, parent participation may also increase (ß = 0.35).
Third, by including the personal information scale in Model 3, it can
be stated that the effect of the variable is significant with 99% confidence
(ß = 0.53, p<0.01), when controlling for the rest of the variables. That is,
it can be inferred that, in the case of this sample of Chilean parents with
school-age children, the personal information provided by the school
positively affects parent participation. In this case, the model explains
21% of the variance of the dependent variable, which is regarded as a
major advantage over the first two models. Model 4 includes all the
variables characterized in the previous models, which makes it possible
to explain 28% of the variance of the parent participation scale. Regarding
this point, it is important to stress that the values of the variance inflation
factor (VIF), calculated in order to detect multicollinearity in the model,
do not surpass the critical recommended value (VIF < 10). Thus, and as
the model indicates, it can be observed that high-SES families preserve
their significant association with 99% confidence, slightly increasing their
difference with respect to low-SES families (ß = 2.49, p<0.01). On the
other hand, middle-SES parents still display a difference that is not
statistically significant with respect to low-SES ones. Regarding the
institutional and personal information scales, both predictors preserve a
significant association with the dependent variable, even though their
magnitude decreases.
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TABLE IV. Ols regression models of parent participation by sEs, institutional information scale,
and personal information scale

note: non-standardized coefficients, t scores in brackets. n = 255. **p < .05; ***p < .01.
source: created by the author
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The information provided by the schools predicts the meaning that parent
participation in school activities can have.
As Table V shows, model 1 seeks to evaluate if the variables considered affect
the relative probability of participation in parent-teacher conferences. The ß
value of the Institutional Information scale shows that, the higher the level
of institutional information, the less likely parents are to participate in parentteacher conferences (Exp (ß) = 0.89, p<0.05), controlling for the rest of the
variables. The Personal Information Scale was not found to be a significant
predictor of participation in parent-teacher conferences. Model 2 seeks to
evaluate if the variables considered affect the probability of participating in
meetings with teachers. With respect to this issue, the Personal Information
Scale is a positive and highly significant predictor: each additional point of
personal student information received by the parents increases the relative
probability of parent participation in meetings with teachers by 37% (Exp
(ß) = 1.37, p<0.01), controlling for the rest of the variables. In contrast, in
the other two models (4 and 5) personal information has a positive effect
over parent participation in ceremonies, school trips, and social gatherings.
Specifically, a greater amount of personal information provided by the school
is associated with greater odds of participating in ceremonies (Exp (ß) = 1.16,
p<0.05) and school trips and social gatherings (Exp (ß) = 1.12, p<0.1),
controlling for the rest of the variables. As model 3 shows, institutional
information is a good predictor of parent participation in parent and guardian
associations. In fact, higher scores on the Institutional Information Scale are
associated with higher odds ratios (18%) of participating in parent and
guardian associations (Exp (ß) = 1.18, p<0.01), after controlling for the rest
of the variables. In the last three models (6, 7, and 8), both institutional and
personal information are revealed to be significant predictors. The ß values
of the Institutional and Personal Information scales are positive, which
indicates that higher levels of institutional and personal information are
associated with higher odds ratios of participating in parent-child events
(12%), reception of academic performance reports (15%), and talks for
supporting parents’ educational role (24%).
Regarding the classification variables which, at the same time, make it
possible to control for the effects of the information provided by the school
over parent participation, some relevant results must be noted. First, high
SES is a positive predictor in all models. In fact, high-SES parents are more
likely to participate in all activities than low-SES parents, after controlling
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for the rest of the variables. Specifically, high SES is the most significant
predictor for explaining participation in ceremonies, school trips and social
gatherings, and parent-child events (Exp (ß) = 3.53, 3.78, 2.56 respectively,
p<0.01). Second, sex is also a very relevant explanatory variable. Given that
parents’ sex is coded so that the value “0” is associated with men and “1”
with women, a positive â value indicates that women are more likely to
report participation than men. In any case, this premise is observed in all
participation opportunities. In fact, being female is significantly associated
with more parent participation in all the models described, after controlling
for the rest of the variables. Nevertheless, the coefficients related to
participation in parent-guardian associations and ceremonies display values
which are not statistically significant. Third, the age variable is a significant
predictor of participation in parent and guardian associations. Specifically,
the ß value for age is positive, which means that being older is associated
with greater odds of participating in parent and guardian associations (Exp
(ß) = 1.03, p<0.1), after controlling for the rest of the variables. In fact,
every additional year of parental age increases the odds of participating in
these school activities by 3%. Fourth, the number of children that parents
have behaves as a statistically significant predictor only for the reception
of academic performance reports and talks for supporting parents’
educational role, after controlling for the rest of the variables. More
specifically, the ß value for the number of children is positive, which means
that having more children increases the odds of going to the school to
receive academic performance reports and attend talks for supporting the
educational role of parents (Exp (ß) = 1.62 and 1.45 respectively, p<0.01
and 0.05). In fact, every additional child increases the odds of parental
reception of academic performance reports by 62% on average. Likewise,
this variable increases the likelihood of participating in talks for supporting
parents’ educational role by 45%. Fifth, the marital status of the parents is
a variable which makes it possible to study some aspects of participation
in more detail. On the one hand, being a single parent is a positive
predictor of participation in parent-teacher conferences, meetings with
teachers, parent-guardian associations, parent-child events, and academic
performance reports. In fact, single parents are more likely to participate
in such activities than separated or divorced parents (reference), after
controlling for the rest of the variables. On the other hand, like single
parents, married parents display greater odds of participating in parentteacher conferences, meetings with teachers, ceremonies, and
parent-children events than separated or divorced parents.
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TABLE V. logistic regression models predicting the odds of Parent Participation in various school
activities

note: Exp (b), Wald test, n = 255. * p < .1; **p < .05; ***p < .01.
source: created by the author
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Conclusions
The results obtained indicate that the SES of the families and the
information provided by the schools have significant effects over the
scope and type of participation of parents in school activities. These
results support the evidence obtained in other international studies
(Martínez & Niemelä, 2010; Sanchez et al., 2010).
The perception of the families surveyed is that the school is more
interested in providing personal information (academic performance and
behavior) rather than information about the rules and functioning of the
institution in general and about teacher work in particular. It is surprising
to see that high-SES families are the ones that receive the lowest amount
of information about these topics. According to Corvalán & McMeekin
(2006), accountability in schools is intended to provide information about
the responsibilities of the parties involved in the processes and results of
education. This finding suggests that paying more for a school does not
guarantee more school accountability. The information circulating
between the school and the families is still insufficient. This result
suggests the hypothesis that schools have a limited view of the situation
and ascribe to families most of the responsibility for the results obtained
by students. The role of teacher activity in this field is made invisible.
A second consideration is that high-SES families report that they
receive less information about the developmental processes and the
academic results of their students than the other two socioeconomic
groups. The international evidence reviewed suggests that private schools
serving more economically advantaged student populations do not
necessarily help to increase the academic results of the educational
system as a whole (OCDE, 2011). The school choice model presumes that
being able to pay more increases families’ power to pressurize schools
into improving. The results obtained in this study suggest that these
families not only lack information about the developmental processes of
their children but also have no influence over the financial management
of the resources that they provide. Such a relational logic may be helping
to preserve the current inertia of these schools. This is a hypothesis which
should be tackled in future research in order to further clarify it.
Middle-SES families report the highest level of participation in parent
and guardian associations. This finding is consistent with the evidence
found in some European countries (Le Pape & Van Zanten, 2009; Vincent,
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Rollock & Gillborn, 2012). Organized and institutional participation has
been considered to be a central strategy for increasing students’ academic
success and constructing a deliberative and democratic coexistence in
schools (Martinez & Niemelä, 2010). This is even more relevant for
societies taking part in economically and culturally globalized
development processes. As Vila (2006) aptly points out, the age of
globalization demands “(…) a search for the universality of human rights
and democratic values as the basic norms of coexistence” (p.905). The
novel aspect of the present study is that it shows that institutional
information significantly increases the likelihood of increasing the groupbased and institutionalized participation of families. Likewise, if the
combination of school autonomy and accountability is associated with
improved academic results, national educational policies should be able
to put more pressure on schools to make them increase the transparency
of the processes that they conduct and the results that they obtain in the
administrative, financial, and pedagogical fields. In this regard, the market
does not seem to be pushing towards greater school effectiveness
(Murillo, 2011; OECD, 2011).
The present study reveals the gap between what educational policy
promotes and how school are managed. On the one hand, legislation
promotes the regulation of school effectiveness based on accountability
via information for families. On the other hand, parents only receive
personal information related to the academic aspects of their children’s
school life at the individual level. These two divergent perspectives may
be contributing to the reproduction of the current state of slow
improvements in education quality and school segregation that
characterizes the Chilean educational system. As suggested by Gonzalez
& Jackson (2013), by privileging personal student information above
institutional information, the school itself limits its chances of increasing
parent participation in activities that can result in higher levels of
classroom work optimization.
From a methodological point of view, it must be noted that a
probability sample was used, taken from a population that is difficult to
access: parents of school-age children. Schools are not always willing to
administer surveys to their students’ families. They are worried about how
parents may assess the school’s administrative and teaching decisions.
This study also introduces highly reliable scales for measuring the
information provided by the school and parent participation in school
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activities. Lastly, we must mention the need to study the research
questions with larger samples, which should make it possible to increase
the precision and scope of the estimations made. In addition, it is
necessary to construct instruments that include other independent
variables such as occupation, length of parents’ work day, and students’
family structure in order to continue adding depth to the explanatory
analysis of the phenomenon of parent participation in connection with
the improvement of educational quality and the reduction of school
segregation.
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Abstract. Life and career trajectories are becoming ever more unpredictable
in modern liquid societies. As a result, a new paradigm, implicit within the
constructivist and narrative methods for career intervention, is currently
emerging. The constructs of identity, adaptability, intentionality, and narratability
contribute to the formulation of a new model for comprehending vocational
behaviour, namely, career construction theory. Guidance throughout life is
important to strengthen attention/support for pupils at all times in their lives and
not only at critical moments. The personal, academic and career goals of the life
design and the perception of family support of the immigrant pupils of
compulsory secondary school need to be studied in order to guide them properly.
The research aims to analyze: a) the academic and career options of the
immigrant pupils at the end of compulsory secondary education, b) the academic
expectations that they perceive in their parents, c) the goals which they prioritize
in their life design and d) the differences in their decisions, perceived family
support and the goals of their life design according to area of origin. The sample
(1)
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in the research work consisted of 803 immigrant students enrolled in secondary
schools in the Canary Islands (Spain). We designed ad hoc the AcademicEmployment Guidance Questionnaire to collect the data. The results show that:
1) Europeans and Latin Americans perceive more family support, prioritize
academic goals and base their career choices on their interests and job
opportunities; 2) Africans perceive less family support, prioritize career goals and
base their career choice based on the ease and lower economic cost of the
studies. The implications of socio-cultural factors in shaping the life design of
immigrant students are discussed. Guidance programs should address the
decision-making processes from an intercultural and socio-economic perspective
which would favour a critical review of the life design.
Keywords. Family Support, Life Design, Guidance, Immigrants, Secondary
Education.

Resumen. Las trayectorias vitales y profesionales cada vez son más
impredecibles en sociedades regidas por la modernidad líquida. Bajo el paraguas
del constructivismo y los métodos narrativos está surgiendo un nuevo paradigma.
Los constructos de identidad, adaptabilidad, intencionalidad y narrabilidad
sustentan un nuevo modelo para comprender la conducta vocacional denominada
teoría de la construcción de la carrera. La orientación a lo largo de la vida enfatiza
la atención/apoyo al alumnado no solo en los momentos críticos sino en todo el
ciclo vital Las metas del diseño de vida, así como la percepción de apoyo familiar
de los alumnos inmigrantes de educación secundaria obligatoria necesitan ser
analizadas para poder orientarles de manera adecuada. Nuestra investigación tiene
como objetivos explorar: a) las decisiones académico-profesionales de e los
alumnos inmigrantes, b) las expectativas académicas percibidas en sus padres, c)
los objetivos que priorizan en su diseño la vida y d) las diferencias en las
decisiones, el apoyo percibido y los objetivos priorizados según la zona de
procedencia. En el estudio participaron un total de 803 estudiantes inmigrantes
matriculados en centros de secundaria de las Islas Canarias (España). Para la
recogida de la información se diseñó ad hoc el Cuestionario de Orientación
Académico-Laboral. Los resultados muestran que: 1) los alumnos europeos y los
latinoamericanos perciben más apoyo familiar, priorizan metas académicas y basan
sus decisiones académico-laborales en sus intereses y en las oportunidades de
trabajo; 2) los alumnos africanos perciben menos apoyo familiar, priorizan metas
laborales y basan sus decisiones en la facilidad y menor coste económico de los
estudios. Los factores socio-culturales tienen consecuencias para la conformación
del diseño de la vida de los alumnos inmigrantes. Los programas de orientación
deben abordar los procesos de toma de decisiones desde una perspectiva
intercultural y social que contribuya a una revisión crítica del diseño de vida.
Palabras clave. Apoyo Familiar, Diseño de Vida, Orientación, Inmigrantes,
Educación Secundaria.
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Introduction
According to OECD data (2014) more than half the increase in the foreign
population of the European Union during the past decade is concentrated
in Southern European countries. Spain has long been a magnet for
immigration where the exorbitant growth of economic sectors such as
construction and services produced a «pull factor»; the expectation of a
better life fostered the influx of Latin American, European (especially
from Eastern Europe), North African, sub-Saharan and Asian immigrants.
As a consequence of the present economic situation, the migration into
Spain has gone down. However, this migration is still high, with about
200,000 immigrants arriving in Spain every year. Despite the reduced
inflows of economic immigrants, the number of family members
accompanying the immigrant workers is higher than it was in 2007
(OECD, 2014).
The growing presence of immigrant students in the classroom and the
development of intercultural education in Spain has led to the creation of
numerous studies on: a) educational intervention models; b) learning the
vernacular language; c) the schooling of immigrant students; d) immigrant
families; e) the attitudes of educators towards cultural diversity; f) teachers
and their initial and continuing training; g) the role of educational agents
(García Rubio and Bouachra, 2008). However, there has been little research
on academic-work expectations, perceived family support, the decision
making process and the life design of immigrant students.
The Canary archipelago is a strategic location between three
continents: America, Africa and Europe. The number of foreign residents
in the Canary Islands in January 2013 was 396,170, i.e., 18.74% of the
population (National Statistics Institute, 2013). Europeans account for
44.07% of these immigrants, 41.73% are Latin American, 9.06% are African
and 5.06% are Asian. According to data from the National Statistics
Institute (2013) 40,602 migrants residing in the Canary Islands are aged
between 0 and 19 years.
The family reunification of immigrants has led to an increase in the
number of children of school age. Most immigrant students (89.04%) are
enrolled in state schools and a minority (11.06%) attends private schools
(Canary Institute of Statistics, 2013). This circumstance has influenced the
nature of schooling in the Canary archipelago where it has been necessary
to strengthen educational measures to take diversity into account.
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State educational centres have to meet the needs of an increasingly
pluralistic student population. The growing presence of immigrant pupils
in compulsory and non-compulsory education requires a perspective of
education to be adopted which: a) gives answers to an increasingly
ethnically and culturally diverse society; b) goes beyond the purely school
setting to connect with the socioeconomic and cultural reality; c) assumes
the challenge of educating for cultural diversity (UNESCO, 2006; Osuna,
2012). School, and society as a whole, must be governed by the logic of
cultural mix; this is the only way to achieve, as Morin (2001) says, the
«ethics of understanding» between people from different cultures. The
mono-cultural teaching-learning materials have not helped to promote
intercultural education; the intercultural approach aims to integrate
contents relating to cultures which are different to the majority in the
school into the curriculum.
Our research aims to analyze the personal, academic and career goals
of the life design of immigrant students. In particular the following
specific goals are addressed:
n

n

n

n
n

To analyze the students’ decisions at the end of compulsory
secondary education.
To examine the reasons which lead to students to opt for a particular
career
To study the academic expectations which students perceive in their
parents.
To study the goals which students prioritize in their life design.
To analyze the differences in the decisions, perceived family support
and goals of the life design of students according to the area of
origin.

Antecedents
Our lives and careers are becoming ever more unpredictable in modern
liquid societies characterized by uncertainty (Bauman, 2000; Giddens,
1991; Savickas et al. 2009). According to Castells (1998) in order to
successfully navigate our journey through life we need to know who we
are and where we came from in order not to get lost on the way to our
destination; i.e., we need to build our identities and design our life.
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The theories of career development face a crisis. A new paradigm,
implicit within the constructivist and narrative methods for career
intervention, is currently emerging (Savickas, 2012). According to this
paradigm, life design should concentrate on identity rather than
personality, adaptability rather than maturity, intentionality rather than
decidedness, and stories rather than scores. The constructs of identity,
adaptability, intentionality, and narratability contribute to the formulation
of a new model for comprehending vocational behaviour, namely, career
construction theory. According to Savickas et al. (2009) the psychological
theory of vocational behaviour follows from an epistemological position
called life designing, which concentrates on contextual possibilities,
dynamic processes, nonlinear progression, multiple perspectives, and
personal patterns in relation to career. This constructionist perspective
highlights flexibility, employability, commitment, emotional intelligence,
and lifelong learning.
Pupils in secondary education have to make their first academic and
career decisions. The decision to further their education or to enter the
labour market has implications for the future of indigenous and
immigrant pupils (Santana & Feliciano, 2006; 2009). In order to make
appropriate decisions pupils must: a) know themselves; b) have good
self-esteem; c) look for information on the different academic and career
options, d) realistically weigh up what they want and can be or do
(Bryant, Zvonkovic & Reynolds, 2006; Santana, Feliciano & Cruz, 2010).
The goals which people intend to reach at a certain age and in a given
context influence their future life. The degree of satisfaction in different
areas of their lives will be modulated by how they approach those goals
(Castro & Díaz, 2002).
Confidence in education and family support are critical to the
academic expectations and achievement motivation of children (Cheng
& Starks, 2002; Glick & White, 2004; Davis-Kean, 2005; Yamamoto &
Holloway, 2010). Guidance throughout life is also important to strengthen
attention/support to pupils at all times in their lives and not only at critical
moments. Watts, Sultana & McCarthy (2010) point out that since 2000
lifelong guidance activities have increased in the European Union to meet
European guidelines on guidance. In another work, Watts & Sultana
(2004) mention the idea that career guidance is considered a public good,
associated with policies related to learning, the labour market and social
equity. Guidance activities integrated into the curriculum are being
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reconsidered in the policy framework of lifelong learning, active labour
market policies and the concept of sustained development.
Several investigations have focused on the construction of ethnic
identity, performance, the academic backgrounds and expectations of
social promotion of immigrant students (Aguado, Ballesteros, Malik, &
Sánchez, 2003; Marjoribanks, 2003; Buendía, González, Pozo & Sánchez,
2004; Briones, Arena & Tabernero, 2005; Feliciano, 2006; Feliciano &
Rumbaut, 2005; Esteve, Ruiz & Rascón, 2008; Portes, Aparicio, Haller &
Vickstrom, 2010; Bang, 2011; Minello & Barban, 2012; Alonso & Simón,
2012; Azolini, Schnell and Palmer, 2012; Meunier, de Coulon, Marcerano
& Vignoles, 2013). The results of these works show that: a) There are
differences between the academic expectations of students by region of
origin and family socioeconomic status. b) The integration of students in
the school context is associated with high social self-efficacy, beliefs about
their academic ability and positive expectations of the future. c) The
pupils have difficulties building their identities when they come across
differences between the cultural values of their community of origin and
the values of the host society. d) Pupils with a culture similar to that of
the host society opt for the strategy of acculturation or assimilation. e)
Immigrant pupils have difficulties in the promotion between educational
stages; this is especially the case in the North African and sub-Saharan
pupils, as well as those from lower socio-cultural levels. f) The pupils
who are most involved in school activities are those who feel more
supported by their parents. g) The satisfaction and academic performance
of the pupils, as well as their disruptive behaviour, are related to family
attitudes towards schoolwork and perception of the motivational
atmosphere of the class.
The differences between the academic expectations of immigrant
pupils are reported in the study of Buendía et al. (2004). The North
African pupils aspire to find employment and value education as the way
to enter the labour market. There is a high level of motivation to pursue
further studies in the group of Latin American pupils. Pupils from Eastern
Europe aspire to gain training before entering the labour market by
attending technical college, non compulsory secondary education or
university. According to authors such as Portes & MacLeod (1996), Vaillet
& Caille (1999), Levels & Dronkers (2008) or Cebolla (2011), performance
and academic expectations of immigrant pupils are more related to the
immigration status of the pupils than with ethnicity.
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The employment and academic trajectories of immigrant pupils are
plotted in compulsory secondary education. Decisions at this stage of
education are linked to the social and economic situation of their families,
academic performance, personal expectations and perceived family support.
The purpose of going on to further study or entering the labour market can
only be understood within the overall goals of the personal life plan. The
personal, academic and career goals of the life plan and the perception of
support of the immigrant pupils of compulsory secondary school need to
be studied in order to guide them properly in their choices.

Methods
Sample
The sample in the research work consisted of 803 pupils in compulsory
secondary education attending four state schools in the Canary Islands
which were selected according to the following criteria: a) The schools
agreed to participate in a publicly funded research project; b) twenty
percent of their pupils were immigrants and; c) they were in rapidly
expanding peripheral urban areas. The distribution of the sample
according to sex was 52.7% male and 47.3% female; 54.7% were enrolled
in the first and second years of compulsory secondary education and
45.3% are in the third and forth years. The pupils’ ages ranged between
––
11 and 19 (X: 14.27; S: 1.48); 81.1% are in the 13-16 age interval. The
distribution of the sample according to the origin of the participants was
71.7% Latin Americans, 18.9% Europeans, 6.6% Africans and 2.7% Asians.

Instruments
The Academic-Employment Guidance Questionnaire (AEGQ) was
designed ad hoc. The questionnaire consisted of 15 multiple choice
questions. Information dimensions from the AEGQ are: a) Personal
Characteristics; b) Decision making at the end of compulsory education;
c) Career expectations; d) Perceived academic-employment expectations
of the parents; e) Academic performance; f) Perceived family support; g)
Life plan goals; h) Clarity of the life plan.
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The AEGQ includes a question to examine the importance of different
reasons for career choice. The question contains 19 items with 4 response
alternatives scoring 1 (not important) to 4 (very important). The nineteen
reasons were selected based on the results of several focus groups
conducted with immigrant and non-immigrant students in compulsory
secondary education. Applying a Cronbach á gave a coefficient of internal
consistency of 0.63. As regards the internal structure, the KMO test gave
a value of 0.845 and Bartlett’s test of sphericity was significant (p <0.000).
Extraction of the matrix components generated 5 dimensions that explain
48% of the total variance and that group reasons concerning: F1) money,
prestige and stability; F2) innovation; F3) altruism; F4) ease/accessibility
of the studies; F5) career interests.
An adaptation of the Figuera, Darias & Forner Scale (2003) is used for
the analysis of perceived emotional family support. The scale contains 4
items with 4 response alternatives scoring 1(strongly disagree) to 4
(totally agree). The application of Cronbach’s á gave a coefficient of 0.72.
The KMO test yielded a value of 0.749 and test of sphericity was
significant (p <0.000). Principal component analysis produced a single
factor explaining 54.96% of the total variance.
A scale to study the degree of priority for the life design of academic,
personal and professional goals was included in the AEGQ. The scale
contains 33 goals, with 4 scoring options from 1 (no priority) to 4 (high
priority). The targets were selected from the results of several discussion
groups with immigrant and indigenous secondary school pupils. The
application of the Cronbach á gave a coefficient of 0.811. The KMO test
gave a value of 0.840 and Bartlett’s test of sphericity was significant (p
<0.000). The extraction of the component matrix generated 9 factors
accounting for 56.37% of the total variance and grouped the goals as
follows: 1) Ideal life model, 2) family, 3) prestige, 4) altruism, 5)
employment, 6) leaving home, 7) migration, 8) studies and 9)
entrepreneurship.

Procedure
The questionnaires were handed out in the schools by their counsellors
and applied in each group by the teachers in the timetabled tutorial
sessions. All questionnaires were completed anonymously. Data
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collection was conducted during the 2011–2012 academic year.
Permission to conduct the research at secondary schools was obtained
from the competent authority. The data reported in this study forms a
part of a larger study, which is tracking the career development of
children in the Canary Islands.
The data analysis consists of the following: descriptive statistics;
Cronbach a; Principal Component Analysis; contingency tables; 2 and
Contingency coefficients; the Mann-Whitney U test, and Kruskal-Wallis H
test. These analyzes were performed using the SPSS.21 program.

Results
Decision making
Nearly two thirds (62.9%) of the immigrant students chose to do non
compulsory secondary education; vocational training (intermediate level)
were only chosen by 10.7%. Table I shows the distribution of the pupils’
decisions according to their continent of origin. The 2 and Contingency
coefficients show a significant association between both variables (2
27.804, Contingency coefficient 0.183, sig.=0.006). The European and
Latin American pupils prefer to do non compulsory secondary education;
whereas a larger percentage of Asian and African pupils chose to work
or do technical training or do not have a clear idea in this respect.

TABLE I. Pupils’ decisions at the end of compulsory secondary education

The pupils’ decisions tend to coincide with their parents expectations.
Most pupils perceive a preference for non compulsory secondary
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education in both parents. The 2 and Contingency coefficients show a
significant association between both variables (paternal expectations: 2
32.393, Contingency coefficient 0.206, sig. < 0.006; maternal expectations:
2 49.865, Contingency coefficient 0.245, sig. < 0.000).
A high percentage of European, Latin American and Asian pupils think
their parents prefer non compulsory secondary education; a large
percentage of African pupils perceive a preference, in their parents, for
vocational training, employment or other alternatives, as private
academies or studying for civil service entrance exams etc. (see Table II).

TABLE II. Perceived paternal and maternal expectations

Career choice
The European (78.4%) and Latin American (79.5%) pupils have a clearer
idea about their future careers than the African (66.7%) and Asian (47.1%)
pupils The 2 and Contingency coefficients show a significant association
between both variables (2 13.093, Contingency Coefficient: 0.133, sig.
<0.004).
More than 60% of the pupils considered personal interests and
abilities, economic gains, helping others, family guidance, enjoying new
challenges and avoiding monotony as quite or very important reasons
when justifying their career choice. A lower percentage of students
considered that social prestige, advice of the counsellor and the ease/low
cost of the training and study courses were quite or very important
reasons (see Table III).
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TABLE III. Quite or very important reasons for career choice

The Kruskal-Wallis test shows significant differences in the following
reasons between the groups: 1) It is connected to my career interests (2
11.2181, sig.<0.010); 2) There are a lot of job opportunities (2 12.156,
sig.<0.007); 3) The training or study courses do not require a lot of money
(2 10.421, sig.< 0.015); 4) I think I am able to do the courses for this
career (2 13.450, sig.=0.004); 5) The training or study courses are easy
to pass (2 10.823, sig.< 0.0013); 6) I will be able to work in innovative
activities (2 11.007, sig.< 0.012).
The contrasts between groups using the Mann-Whitney test showed
significant differences (see Table IV): a) the Latin Americans considered
the interests and career opportunities, the ability to pursue studies and
the innovative nature of the career to be more relevant than other groups;
b) the Europeans put more weight on professional interests than the
Africans; c) the Africans put more weight on the ease and lower cost of
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the studies than the other groups; d) the Africans thought the innovative
nature of the profession and the ability to do the courses were more
important than the Asians.

TABLE IV. Reasons for career choice (Significant contrasts. mann-Whitney test)

Perceived emotional family support
The Kruskal-Wallis test shows significant differences between group
regarding the perceived support in the family (2 33.375, sig.< 0.000). The
contrasts between groups using the Mann-Whitney test showed significant
differences. The degree of perceived support is highest in the Latin
American students (Europeans/Latin Americans: AR 293.21–332.29; Z 2.155; sig.< 0.03); (Latin Americans/Asians: AR 278.10–87.84; Z -4.982;
sig.< 0.000); (Latin Americans/Africans: AR 284.21–283.34; Z -2.658; sig.
< 0.01). Perceived support is progressively lower in the European, African
and Asian students (Europeans/Asians: AR 74.00–31.22; Z -4.126; sig.
< 0.000); (Asians/Africans: AR 18.06–27.06; Z -2.160; sig.< 0.031).
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Personal life design
Table V shows the objectives prioritized by the pupils in their life design
according to continent of origin. The first set of objectives includes the
most important goals for a higher percentage of pupils: work-related
(being a good professional, working in what I like), academic
(completion of secondary education), family (get along with my parents,
help my family), relationships with others (keep my friends) and
consumption (buying a house or a car). In this block of goals, less than
66% of African pupils prioritize the completion of secondary education.
Only work-related objectives are prioritized by more than 80% of Asian
pupils.
The second block prioritizes altruistic goals (helping the poorest),
academic goals (college completion), social goals (being someone
important) consumption goals (buying everything that I like) or
entrepreneurial goals (having my own business). This block highlights
the fact that over 80% of African pupils prioritize bringing up the children
and helping the poorest, having your own business and being somebody
important.
The third block consists of goals which have the less priority for the
pupils. This block includes independence goals (leaving home or getting
a job as soon as possible), family goals (having a partner, getting married
or having children) and social goals (becoming famous). The African
pupils prioritize the goals most in the third block.
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TABLE V. Priority of personal goals

The results of the Kruskal-Wallis test show significant differences
between the groups of pupils in 18 out off 33 analyzed goals: a) Finishing
secondary school (2 28.595, sig.<0.000); b) Having a partner (2 17.181,
sig.<0.001); c) Helping my partner get a job (2 11.331, sig.<0.01); d)
Having children (2 22.275 sig.<0.000); e) Finishing a university degree
(2 10.140, sig.<0.01); f) Bringing up my children (2 16.454, sig.<0.001);
g) Buying a house (2 18.631, sig.<0.000); h) Being someone important
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(2 21.353, sig.<0.000); i) Getting married (2 19.366, sig.<0.000); j) Having
time for my hobbies (2 14.481, sig.<0.002); k) Working in something
where the people get on well (2 8.013, sig.<0.05); l) Working in anything
(2 10.098, sig.<0.02); m) Being a good professional (2 14.036,
sig.<0.003); n) Having a permanent job (2 15.530, sig.<0.001); ñ) Getting
on well with my parents (2 9.973, sig.<0.02); o) Helping the family
economically (2 8.067, sig.<0.05); p) Helping the poorest (2 11.753,
sig.<0.01); q) Buying everything I like (2 17.240, sig.<0.001).
The contrasts between groups using the Mann-Whitney test showed
significant differences (see Table VI). Academic goals like finish
secondary education and university are more relevant for the European
and Latin American pupils. Family goals (having children, getting
married) are a priority for the African and European pupils. Goals related
to consumption and prestige (buying everything I like, being someone
important) are a priority for the African and Latin American pupils.
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TABLE VI. Life plan goals (Significant contrasts. mann-Whitney test)
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As table VI shows goals such as “working in anything” or “helping the
poorest” are more relevant for the African pupils. The Asian pupils place
a low priority on the goals discussed in comparison to the other three
groups.

Discussion and conclusions
Decision making and family expectations
The results of this research are consistent with other studies on nonimmigrant pupils of secondary education. The immigrant pupils share
with their non-immigrant peers a preference to pursue the more socially
valued studies such as non-compulsory secondary education (Santana,
Feliciano & Jiménez 2012; Santana, Feliciano & Santana, 2012). The
decision of attending non-compulsory secondary education, as opposed
to vocational training, is a reflection of the opinion of their parents.
According to Figuera, Torrado, Llanes & Pol (2012), this option
demonstrates the value families place on education as a part of social
promotion. Academic education leading to university is especially valued.
Our results are consistent with those of other studies in which the career
interests of parents modulate the career interests of their children
(Feliciano & Rumbaut, 2005; Wong, Wong & Pen, 2011; Sawitri, Creed &
Zimmer-Gembeck, 2014). The counsellor should design guidance
activities so that the pupils are aware of the influence which the parents’
wishes have on their decision making.

Permanent job and entrepreneurship in a scrambled time
Job security and comfort at work or stability in social relationships are
priority goals for the pupils. However, in modern liquid societies such
goals are utopian (Bauman, 2000). In a society subject to constant change
where uncertainty prevails in different spheres of life of the people, it is
necessary to review their life goals with students in light of the socioeconomic and cultural reality. As Savikas et al (2009) point out, “today
occupational prospects seem far less definable and predictable, with job
transition more frequent and difficult […] Insecure workers in the
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information era must […] embrace flexibility rather than stability and
create their own opportunities” (p. 2).
Starting up a business is a priority objective for a high percentage of
immigrant students; this entrepreneurial spirit represents new
opportunities for the future. Spain has had a high rate of youth
unemployment and low economic growth after the «housing bubble»
burst, hence the alternative of self-employment is the way many young
people have been able to find paid work. Several authors (Kalantaridis &
Bika, 2006; Neupert & Baughn 2013) report that immigrants have more
initiative to create companies than locals of a country. As mentioned by
Mancilla, Viladomiu & Guallarte (2010) foreigners in Spain show a greater
capacity for entrepreneurship than the Spaniards; therefore being an
immigrant increases the chances of developing a business activity. The
schools should have a relevant role in promoting autonomy and personal
initiative in both immigrant and local students. The teachers and
counsellors should help pupils to foster a spirit of initiative through
curriculum and guidance programs.

Decision making and family support
The African and Asian pupils perceive less family support than the Latin
American and European pupils. A lower level of family support leads to
pupils having not very ambitious academic and career goals, as well as
an early entrance into the labour market with a low level of education.
According to Figuera & Massot (2013) early entry into the labour market
makes it difficult for young people to return to the classroom. The
problem is not the kind of life design itself, but that of precipitation in
decisions that can condition the pupil’s career trajectory.
Differences in perceived support are matched by the motivation of
pupils to justify their career choice. The European and Latin American
pupils point to personal interest and their ability to pursue their studies.
They do not perceive the need for rapid incorporation into the labour
market and, therefore, see an avenue to gaining access to better job
opportunities in studies which suit their interests and abilities. The
African pupils consider the ease and lower cost of the studies to justify
their career choice. In the case of these students, the value of the studies
lies in the potential for immediate access to a profession. Although
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education is positively valued by immigrant families, social and economic
circumstances weigh in the decision to enter the labour market. According
to Cardoso & Ferreira Marques (2008), the academic and professional
barriers perceived by these pupils and their families contribute to
impoverishing their vocational aspirations. It is necessary, therefore, to
design guidance activities that enable pupils to analyze the nature of the
academic and professional barriers and to develop strategies to overcome
such barriers.

Life Design and social status
The perceived support and motivation of the pupils are reflected in the
relevant goals for their life designs. The Asian and African pupils prioritize
“working in whatever” more than other groups and less of them prioritize
“finishing secondary education”. The Latin American and European pupils
consider it important to go to university. These results show how the
groups of immigrant students prioritize different goals in their life
projects; this results in the development of different academic and career
trajectories. Authors such Levels & Dronkers (2008) or Cebolla (2011)
contend that these differences in performance and academic expectations
of immigrant pupils are related with the social status of their families.
Our results confirm the findings of studies where the immigrant
students’ families usually have high expectations regardless of their origin
(Aguado et al., 2003; Terrén & Carrasco, 2007). As Intxausti, Etxeberria,
& Joaristi (2014:13) state, family expectations may point to hopes and
wishes for a possible social and intergenerational advance and/or
adaptation to the host country. However, the unfavorable socio-economic
conditions of certain immigrant families lead to lower expectations about
academic and career trajectories (Goldenberg, Gallimore, Reese & Garnier,
2001; Buendía et al. 2004; Márquez, 2010).

Life Design, altruism and family responsibilities
Altruistic goals are present in the life design of the immigrant pupils, yet
they have more weight in the African pupils. The socio-economic
difficulties experienced by African pupils may give them a greater
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awareness of the problems of people at risk of exclusion. The analysis of
social exclusion and its consequences in guidance programs should
enable the pupils to understand other realities and reflect on the value of
altruism in their career trajectories. In the same way, the relationship with
their partner and parental responsibilities are more relevant for African
pupils than for other pupils. The medium-term effect of this type of
objectives in the life design of men and women should be reflected upon.
The analysis of the impact that family goals have on academic and career
decisions of boys and girls should be performed from a gender
perspective.
The results highlight the need to develop in pupils the self-analysis,
the creation of realistic life projects and autonomous decision-making.
By means of the « life-long learning» approach pupils will acquire: a)
greater autonomy to set and question their life project, linking past and
present experiences with the future, and b) a better understanding of
their environment and the changes they must make to create an optimal
planning of their life design (Romero et al., 2012). Guidance programs
should address the decision-making processes from an intercultural and
socio-economic perspective which would favour a critical review of the
life design. According to Osuna (2012), the experience of cultural and
social difference is a source of educational enrichment.
Counsellors can help reduce inequalities and promote social justice
by being aware of the importance of socio-cultural factors (Müller, 2014).
State education, where most immigrant pupils go to school, has the
responsibility and the challenge of helping them to clarify their life
design. The personalized attention/support that pupils receive in tutoring
and counselling is a good way to give a fitting educational response to
the needs of immigrant pupils.

Limitations and prospects
The findings of the study should be considered in light of several
limitations. The low percentage of Asian and African participants does
not allow the generalization of the results; it is necessary to perform
further studies with larger samples of immigrant pupils from the said
areas. Such studies could be used to confirm the trends observed in the
priority goals of the life designs and to go deeper into the factors that
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contribute to model these designs. The present work has some limitations
such as those identified by Sovet & Metz (2014): Western career theories
and guidance strategies generally promote individualistic Western values,
such as self-development, self-determination and the setting of personal
goals; on the other hand these theories do not incorporate more
collectivist values, which are typical of other cultures. The Asian pupils
give a low priority to most of the goals analyzed in the study compared
to the other three groups. One should be cautious when a Western frame
of reference is used to interpret the career decision process of teenagers
brought up in an Eastern culture. The particular profile of this group
should be more carefully considered in light of their social and family
characteristics (Sovet & Metz, 2014).
The research work reported here opens new avenues to study the life
designs of immigrant pupils. It would be advisable to approach the
following questions with this kind of pupil from a quantitative and
qualitative perspective: 1) Are there differences in the life designs of
immigrant pupils who have gone back to school and pupils doing
technical training courses or non compulsory secondary education? 2)
How do immigrant pupils defend how they prioritize the goals in their
life plan? 3) Are there gender differences in the configuration of the
immigrants’ life design? and if there are differences, what are the factors
underlying them? 5) How can the perspective of intercultural education
be incorporated into the processes of educational and vocational
guidance? Understanding the process of career decision-making in
immigrant pupils and setting guidelines for educational and vocational
guidance, which incorporate the intercultural dimension of education, is
a promising field for future research.
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redacciones de sus estudiantes?
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Abstract
The correction of the texts written by students is one of the educative tool
most frequently used for improving the writing skill. However, there is no
research that analyses what criteria are to be considered by teachers in this kind
of assessment and what kind of feedback is provided by them. In this sense, this
study describes the improvement suggestions from 21 teachers about narrative
texts written by 236 students in the last years of Primary Education, in order to
help them improve their writing skills. A total number of 7851 verbal assessment
records and charts were analysed, depending on their formal presentation and
their assessment of meta-textual content. The results show a great predominance
of verbal messages, focused mainly on spelling and grammar improvement. The
frequency of such corrections could explain why teachers give higher scores to
texts with better grammar and spelling use. On other hand, a low number of
suggestions to try to develop the understanding and self-assessment of mistakes
were also logged, as well as those related to improving macro-structural aspects
of a text. Hence, the current study points out the implications for teaching and
assessing writing, which are discussed in the conclusion of the article.
Keywords: Student evaluation, Writing, Spelling, Grammar, Basic Education.
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Resumen
Uno de los recursos educativos más extendidos para la mejora de la
competencia escritora consiste en evaluar y corregir los textos que los propios
estudiantes redactan. Sin embargo, no contamos con estudios que analicen qué
criterios tienen fundamentalmente en cuenta los maestros en dicha evaluación y
qué tipo de retroalimentación proporcionan. En este sentido, en el presente
estudio se describen los mensajes evaluativos que 21 maestros emitieron sobre
las composiciones narrativas de 236 estudiantes de los últimos cursos de
Educación Primaria, con el objetivo de ayudarles a mejorar su competencia
escritora. En total, se analizaron 7851 registros verbales y gráficos de evaluación,
en función de su presentación formal y su contenido evaluativo y meta-textual.
Los resultados ponen de manifiesto un claro predominio de mensajes de tipo
verbal, centrados principalmente en la corrección específica de aspectos
ortográficos y gramaticales. La frecuencia de este tipo de correcciones se mostró
como el mejor predictor de la calificación global que el profesorado otorgaba a
las narraciones. Por el contrario, se constata una escasa presencia de mensajes
que faciliten la comprensión y la autoevaluación de los errores cometidos, así
como sugerencias de mejora que involucren aspectos macro-estructurales del
texto. Finalmente, se discuten estos hallazgos y sus implicaciones en la enseñanza
y evaluación de la competencia escritora. De estos resultados se derivan
implicaciones relevantes para la enseñanza y evaluación de la escritura, que se
discuten al final del artículo.
Palabras-clave: Evaluación del estudiante, Redacción, Ortografía, Gramática,
Educación Básica.

Introduction
The development of written competence during compulsory schooling is
a topic of interest to legislators, researchers and teachers, because writing
is linked to academic achievement of students (Lennart, 2014). In fact,
Teachers dedicate much time and effort in regards to the evaluation of
written competence activities.

The evaluation practice of story-writing in Primary Education
Traditionally feedback provided orally or written has been considered an
important part of writing instruction and assessment (Parr and Timperley,
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2008). However, even though there has been extensive research, revisions
and commentaries made in contexts of self and peer-evaluation activities
(Cho and MacArthur, 2010; Fahimi and Rahimi, 2015; Lennart, 2014;
Rouhi and Azizian, 2013), very few studies have focused on analysing the
way teachers evaluate students writing drafts in their native language
(L1). Some papers have questioned the reliability and the validity of this
type of assessment, arguing that despite of their efficiency to attain the
general impression of students written productions, they provide
diagnostic information on the various components of written competence
(Dunsmuir et al., 2015). Others, instead, highlight the relation between a
teacher’s ability to provide quality feedback and students’ progress in
learning to write narrative texts (Fife and O’Neill, 2001). The assessment
of teachers normally includes, in fact, the correction of original fragments
of text from students (Peterson and McClay, 2010). Although, the revision
drives towards an improvement in the re-writing of the text (when a rewrite option is available) it depends, not only on the writer’s capacity,
but also on the quality of the feedback received (Tsui and Ng, 2000). In
a previous study researchers found that 67% of modifications that an
ample sample of Primary School students (between 10 and 12 years old)
were introduced in a second version of their stories, after receiving
assessment of their teachers, were centred around purely grammatical
and spelling aspects (Montanero, Lucero and Fernández, 2014). Other
studies point in the same direction showing that the nature of teacher
assessment is generally based on the more superficial characteristics of
the text (Connors and Lunsford, 1993; Hargreaves and McCallum, 1998;
Schwartz, 1984; Sommers, 2011). Rhetoric aspects, such as the cohesion
of ideas, are, on the contrary, traditionally ignored, in both written
competence assessment and teaching (Struthers, Lapadat and MacMillan,
2013).
Some authors argue that this type of evaluative practises are related
to a lack of consciousness by evaluators about the different processes
that intervene in the writing of a text (Cho, 2003; Dempsey, PytlikZillig
and Bruning, 2009); as well as those criteria that permit for an ideal
judgment, in regards to the marked objectives. (Cassany, 2000; Morales,
2004). A good evaluation of the deeper aspects of a writing requires
complex knowledge about writing, of which many competent writers are
lacking: an explicit meta-knowledge of the language, of text structures,
of writing process and strategies; in addition to the use of methods,
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activities and efficient resources that help students with difficulties (Parr
and Timperley, 2008). Teaching staff that do not have grasp of this
knowledge will not only be less able to formulate suggestions for
improvement, but will also have difficulty in anticipating writing problems
that their students may encounter ( Jones and Moreland, 2005; Shepard
et. al, 2005).
In addition to the criteria and the metalinguistic content of the
evaluations, other relevant assessment aspects, which have not been
sufficiently documented in this educational stage, are related to the way
that they are expressed “red on black” on students writing. The
assessment comments can be found as margin annotations, questions
asking for concrete or additional information, clarifications about general
aspects and, mostly, corrections (Ferris, 1997). Research has found that
Higher Education students prefer open questions and commentaries that
include arguments and explanations on where to improve (Straub, 1997).
However, there a no studies that can describe detailed evaluation
practices, nor its specific impact on Primary School students in our
educational system.

Analysis models of assessment messages of compositions
The literature provides a series of categorization systems for feedback
messages that evaluators (teachers o peers) register in the works that they
revise. One of the most cited is the proposal made by Min (2003) based
upon the classical works of Berg (1999). In regards to the nature of the
massage they can be classified into oriented or not oriented on the
revision. In the first group, we can differentiate between assessment and
judgement that don’t behold concrete suggestions to modify the text;
clarifications, that are normally expressed via questions, about what the
evaluator has not understood (however, we can also include in this
category incitements to re-develop communicative intent or meaning of
a text fragment); alterations, or corrections of supposed mistakes; and
the information suggestions that help a peer to enrich or self-correct a
text. Finally, in regards to area, messages can be global (normally referring
to content) or local.
Cho and MacArthur (2010) used a dual system of categories that are
more complete than the previous system. The analysis of feedback
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messages permits the collection of other matrixes, such as the explicitness
of the modification suggestion (directive vs. non-directive) or in the
positive sense (eulogy) or evaluation critique. The modifications made
by evaluators can be classified into three levels of complexity: the simple
fixes, on a superficial level, affecting spelling or grammatical questions;
on a microstructural level, where the corrections can be either complex
(deleting or changing information) or extended (adding sentences that
provide more information); on a macrostructural level, in which students
can add new content or topics, or modify the organization (titles,
paragraph movement, connecting phrases), as well as the addition or
modification of materials (e.g. tables, figures…).
On her part, Liang (2010) suggests a five-category system: negotiation
(whose definition approximately coincides with clarifications of previous
works); content discussion (similar to suggestions, they are expressions
of disagreement, that can be followed by an argument and/or proposal);
error correction (either for content, grammar or spelling); management
task and commentaries not related to the revision.
This literature background, however, is centred mainly on learning to
write in English as a foreign language (L2) in Secondary and Higher
Education Levels. Moreover, the collected research data is based upon
written peer revision, either on paper or through the use of new
technologies. There is a lack of application of these assessment analysis
systems that are made by teachers in the corresponding levels of Primary
Education in the Spanish Literacy subject.

Aims of the research
In this framework, the present research has two core objectives: on one
hand, to describe the characteristics of assessment grading and
commentaries registered by primary school teachers from our educational
system of the redacted narrations provided by students. On the other
hand, to explore the relation between assessment commentaries and the
general grades given to the stories, in addition to the implicitly made
specific assessment commentaries.
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Design and Method
Participants
In this study 21 teacher-tutors (15 female and 6 male) participated from
8 schools of different cities of Extremadura (5 public and 3 public-funded
private schools). They were selected due to the availability of the
researchers. All of the participants have more than 5 years teaching
experience in the last years of Primary Education. Each teacher assessed
between 5 and 20 narrative type texts written by 236 students aged
between 10 and 12 (Table I).

TabLe I. sample

source: table of own design.
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Collection and segmentation procedures of the evaluation records
The research was based on the document analysis of assessment registers,
handwritten expressions made by teachers on the hand-in stories of
students.
Narrations were written in thirty minutes by year 5 and year 6 students
of Primary Education. Students had to write, in approximately one page,
about the following topic: “A child becomes a town hero”. The finished
papers were randomly distributed between the 21 teachers, who were
unaware of the research aims. They were asked to correct with a different
coloured pen, as usual, registering in the same paper any relevant
annotation and/or judgement.
The segmentation of the analysis units was done following pragmatic
and semantic criteria. Each analysis unit was composed by a single metaevaluative message (referring to an error or type of error), even though
it was inserted into an extended sentence. For example, the following
sentence, used by teacher 17, was segmented into three units of analysis:
“A Little dirty (1), its good (2), be careful with spelling, think before
writing the words (3)”.

Categorization procedures of assessment messages
In order to classify messages researchers used an original system of
categories (table II), created from an inductive-deductive procedure of
continuous comparison. In first place, building upon the review of
analysis models that was described in the introduction, investigators then
selected and defined, with the same or similar denomination, the
categories used in this study to analyse the assessment and meta-textual
content of feedback messages. In second place, after a first study of more
than 7000 analysis units from the sample, researchers identified those
messages that were not able to be classified with sufficient precision and
added new categories that were not explicitly used in previous studies.
Finally, two more dimensions that were not included in the other works
(form and location of messages) were incorporated into the system.
To analyse the formal aspects, investigators took into account, on the
one hand, the form of expression (e.g. verbal or non-verbal) of the
assessment record and on the other hand, the location of the register (e.g.
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roughly above the evaluation focus point, in the margins, at the beginning
or at the end of the text).
To examine the amplitude and the assessment content of the messages
researchers identified a series of categories primarily based upon the
model by Min (2003). As to the extent of the evaluation messages, the
investigation team included to what Min and other authors defined as
global and local feedback. In terms of evaluative content, the
“assessments” that did not include content for improvement where
classified into two subtypes: signals and grades. As proposed by Cho and
MacArthur (2010), within the latter researchers defined a criteria to
discriminate between positive and negative ratings. Given the
interrogative nature of the “clarifications” they are identified in the system
as a question. What Min interchangeably defines as “modifications” have
been defined into two types of text correction: generic and specific. The
term “suggestion” is somewhat ambiguous so academics included
extension or modification. The “non-targeted” messages have been
categorised into the other(s) category. Again, the initial analysis of the
assessment messages brought about the identification of a very relevant
message type, justification that may or may not accompany a particular
correction, which was not considered as an independent category in
previous studies.
As to identify category the meta-textual dimension researchers used
the proposal made by Cho and MacArthur (2010). Superficial or simple
repairs or corrections were classified, also, into two types: grammatical
and spelling. However, the complex and extended messages was classified
into a single category (semantic-lexical content), since the matrix
difference is already included in the extension category of the previous
dimension. The macro-structural repairs and organization issues were
generally identified as assessments of organizational content. To classify
other evaluation content that do not fall clearly into any of the above
categories, as comments on handwriting, creativity or issues relating to
the management of the task (Liang, 2010), we have incorporated the
categories of non-specific content and others (see table II).
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TabLe II. category systems of feedback from the text assessment
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TabLe II. continuation

source: table of own design

The unit analysis categorization was made after a training process in
which researchers refined the category system and the permissive grade of
said categories, as to assure the internal consistency between researchers.
In order to analyse the reliability of the process researchers calculated
the degree of agreement between two evaluators on a sample of 7
randomly chosen texts that contained a total of 222 categorized messages.
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As shown in the following table, the rates obtained from Cohen’s kappa
coefficient are very high in all dimensions, except form and meta-textual
content which can be considered as acceptable.

TabLe III. Reliability data on the category identification of the dimension analysis. (p<0, 01)

source: table of own design.

Quantitate and Qualitative analysis procedure
To describe the assessment profile of predominant compositions in
Primary school teachers, researchers compared the frequency and
percentile of assessment registers classified into each category.
In order to analyse to what extent the meta-textual content of the
assessment commentaries predict the overall rating of the compositions
(which usually appear highlighted and located in the top right-hand
corner), researchers made a regression analyse between two variables:
the grading and the correction frequency of each category of the metatextual content dimension. Since teachers use various rating scales, all
were matched into a same scale of odd numeric values from 1 to 9, as
stated in table IV.

TabLe IV. comparative of different scales of grading in a standard scale

source: table of own design

Revista de Educación, 372. April-Jun 2016, pp. 59-82
Received: 30-07-2015 Accepted: 18-12-2015

69

Fernández, M.J., Lucero, M. and Montanero, M. RED On bLAck. HOw DO tEAcHERs AssEss tHEIR stUDEnts' nARRAtIvE tEXts?

Finally, in order to deepen the analysis of the assessment messages
that address macrostructural aspects, the assessment registers were
qualitatively analysed, particularly those related to organization.

Results
Researchers identified 7851 units of analysis from the 236 stories
evaluated by the participant-teachers in the research. Table V reflects the
categorization results of the assessment messages in regards to the
dimensions considered in the study.

TabLe V. Frequency and nature of assessment commentaries

source: table of own design.
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Formal presentation of assessment messages
The previous table (table V) shows that all teachers employed verbal,
non-verbal or mixed expressions to provide their feedback, although the
majority of which were verbal (75.9%). The lack of accent marks was the
most frequent corrective message: “En un pueblo a poco tiempo de
Madrid vivia Jose, el era un niño sencillo.” [Teacher 9]. In regards to nonverbal symbols, the most used were scoring and underlining or circling.
For example, teacher 21 circled the word “entonces” in several occasions
to indicate its frequent use. Mixed messages consisted of a combination
of graphic symbols, like arrows or scoring, with a verbal correction. Take
for instance, teacher 8 who writes on top of “a el”, a line through “el”
and then adds an “l” to the remaining “a”.
In regards to the location, the bulk of comments and annotations were
overlaid (90.4%), normally correcting local mistakes (teacher 20, for
example, writes “concordance error” between the lines of the text to
signal that the number of two words did not match). Instead, unrelated
messages seemed to be reserved for general grading questions. Teacher
21, for example, made a final global assessment comment stated that: “The
parts of the story are distinguishable. Good composition. You repeat:
heard”. The lack of margin annotations is surprising, however this is
probably due to the absence of space left by students. In fact, more than
half of the teachers did not use them. Teacher 20, for instance, wrote a
margin annotation to make a recommendation about the characters
feelings. “This is a good moment to talk about how the mother feels”.
Before the lack of dialogue scripts, teacher 18 wrote in the right margin
the following: “Dialogue scripts!”
Finally, in terms of message amplitude, more than 90% were referred
local aspects of the text. The most frequent positive assessment fragment
was in regards to the plot of the story (“very good plot” [teacher 8]);
although, most consist of spelling corrections. The few more or less global
assessments focussed mainly on the quality perception of the whole text;
or on repetitious superficial mistakes, as indicated by teacher 5 in regards
to the presentation of the paper: “A little dirty”.

Assessment content of messages
The immense majority of analysed messages (88.5%) were related to
specific error correction.
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A usual case is mistaking the Spanish word “ahí” with “hay”. Teacher
number 14 draws a parenthesis around the misused adverb (“ahí”) and
writes the correct verb form (“hay”) above. Another frequent situation is
the lack of accent marks. Teacher number 21 corrects a spelling mistake
by including the accent mark on top of the “i” from the verb form “tenía”.
Furthermore, there is another trend of adding punctuation marks (e.g. semicolons) and the deletion and modification of some letters for others. As
means of an example: a teachers correction of the letter “ll” instead of “y”,
which was used by a storywriter in the word “medaya” [teacher 21] or that
made by teacher 17 deleting the “h” from the expression “ha correr”.
The rest of the assessment message categories do not reach 5%. The
general percentage of corrections (of ample fragments of text) and
grading are close to this result. For example, when faced with missing
punctuation marks in a text, teacher 8 writes the following general
correction: “Use full stops and commas…”. Another general correction is
that of a teacher praising the author of an evaluated text for the quality
of his handwriting; as a means of doing so, he writes at the bottom of
the page: “Good handwriting” [Teacher 18].
Normally these type of commentaries or instructions are accompanied
by some form of grade. All of the participant teacher included in their
assessment messages a global or local grade. For example, teacher 14
writes in the top section of one of the evaluated text: “Sufficient”.
Moreover, Teacher 13 congratulates a student for the lack of spelling
mistakes by writing: “Very good spelling” [teacher 13]. In total researches
registered 243 grading messages. The majority of them where verbal
(45.9%) or mixed (38.8%). For instance, many teachers wrote and
underlined a qualifying adjective in the superior part of the text.
Numerical grading represents 15.3% of the total (73% of which, were
circles and the others underlined). In regards to grading valence, only
16.1% were negative; the rest can be considered as a positive or
intermediate (good) level.
It is important to highlight the lack of commentaries that signal,
argument, ask for clarification or extension, of the correction of a mistake.
Teacher 7, for example, underlines the word “triavesuras” to signal that it
is a spelling mistake, without correcting it. Teacher 4 circles the word
“moustro” to draw the author’s attention, however does not make any
error correction. Only in a few cases, did some teachers write an
interrogative comment (take for instance, teacher 3 who formulates a
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series of questions adjacent to the introductory fragment of the text:
“Why? When?”); Teacher 17 makes a non-corrective suggestion by stating:
“The student could use the word hero more” and Teacher 20, when
correcting a student who has wrote “de el…”, writes an argument to her
correction by providing the misused grammatical rule “de + el = del”. In
fact, more than half of the teachers never justified their comments or
made suggestions to extend or re-write fragments of text.
Finally, some management and reinforcement comments that could
not be categorized into any of the previous categories, were also
registered. For instance, teacher 14 writes on one of the compositions
that: “Accent marks also form part of spelling mistakes”. Having found
many spelling mistakes the same teacher writes at the end of another
paper: “Copy the circled spelling mistakes correctly, 10 times in you
literacy notebook”.

Meta-textual content
The main part of assessment commentaries (nearly 80%) refer to
grammatical and spelling aspects. In regards to the former, teacher 20
writes: “concordance error” in order to signal that there is a word in plural
that does not correspond to the article that precedes (which is in singular
form). This is an example of a correction of grammatical concordance,
the following example highlights an assessment commentary of a spelling
correction. Teacher 14 indicates that: “There are a lot of accent marks
missing”.
In contrast, the percentage of semantic-lexical comments is very low
(12.4%). Take the following three examples: «You must not repeat the
same word» [Teacher 5] «Does the part about Buddhist bring something
or have anything to do with the composition?» [Teacher 17]; «You must
avoid repetitions» [Teacher 18].
As well as the previous commentaries, the ones referred to
management are also very few (1.2%). The percentage of teachers who
provide comments on the macro-structure of the text are just half of the
sample. In comparison, it is much smaller than in the other criteria of the
meta-textual content dimension. Among the 236 evaluated texts, we
identified a total of 91 assessment records regarding management aspects,
of which 73.6% where expressed verbally. Whereas nearly 20%, that in
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addition to text, included a graphic element to signal the mistake in the
fragment of text. 71.4 % appeared unrelated to the concerned, while 7.7%
of the evaluative comments appeared superimposed and 20.9 % had a
marginal location. In general terms the registers that referred to the whole
text (63.7 % were global) mostly; although corrections were expressed as
specific (46.2%) or generic (23.1%).
As for the components of the narrative structure under evaluation, we
found that 24 % of the records refer to the frame of the story (description
of the characters, space and time). Thus teacher 7 suggests improvements
in the absence of some elements of the framework: «Missing information
about the child, the place and the time it happened.» In the absence of
the description of the character in the story, teacher 18 writes: «You do
not present the characters of the story”.
A little more than a third of the messages (35%) where related to the
plot of the story. Some messages refer explicitly to the opening theme or
«the middle» of the story. For example, teacher 18 requested an extension
on the feelings that one of the characters may experience: “This is a good
time for you to tell us how the mother felt”. Other allude to the flow of
events (sometimes unclear) in the plot. Teacher 5 makes a comment to
highlight that the story follows a logical and temporal sequence and that
there are no narrative interruptions: “Understandable and well organized”.
Teacher 7 comments in order to clarify a doubt in regards to the temporal
aspects of the middle of the story, asking: “Is this before or after grabbing
the food”. Most, however refer to the outcome of the story or the end of
the text. For example, teacher 17 warns that the text lacks a final closure,
and states: «The end is missing». Teacher 18 indicated that the story has
an abrupt ending and is in need of an extension: «The outcome of the
story should be developed».
Other teachers propose organizational suggestions regarding formal
aspects, such as paragraph extension. Teacher 3 writes twice: «You can
make shorter paragraphs”, “You can separate the parts of the text into
paragraphs». Also quite unspecific evaluative comments were detected,
such as: «It is well structured» [teacher 19]; «Remember the parts of the
narrative» [teacher 5].
Finally, researches recorded some meta-textual content comments
could not be classified in any of the previously mentioned categories,
they primarily focused on handwriting or visual presentation related
aspects of the text. For example, in the absence of margins in the
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composition, teacher 5 makes the following suggestion: «We must leave a
margin». Teacher 17 writes in one of the compositions: «You must improve
the letter» while in another suggested: «You might want to add a dialogue»
[teacher 17].

Relationship between assessment commentaries and grading
A final quantitative analysis focused on the relationship between the
meta-textual messages of evaluative content and overall ratings that
teachers awarded to the compositions. Specifically, the analysis
determined to what extent the presence of each of these categories could
predict the overall assessment teachers made for each story. The following
table VI shows the rates of lineal regression obtained from the two
aspects: the grade that teachers assigned to the stories of students (once
transformed to a standard scale shown in Table IV) and the frequency of
assessment messages based on their meta-textual content.

TabLe VI. Lineal Regression and correlation between grading and the number of corrections
according to assessment criteria

(*) p<0, 05; (**) p<0, 01
source: table of own design.

Researchers can determine that there is a significant regression
between the score that teachers awarded the students stories and the
grammar and spelling criteria. In addition, the data shows a negative and
significant Pearson correlation in both criteria (p <0.01). Researchers
could say that when more spelling and grammatical errors are registered
and are corrected by teachers the overall grade is lower. However, the
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number of corrections and evaluative comments on semantic and
organizational aspects has little relevance to predict the grading.

Discussion and Conclusions
In this study we analyse the evaluation practice of primary school
teachers applied to narrative texts produced by students in their final
years of this educational stage. Specifically, we have tried to document
the type of feedback they provide to their students when they review their
written work.
The results suggest that when students’ narrative compositions are
evaluated, teachers mainly focus on correcting specific errors of spelling
and grammar, which are replaced (either above or in the spacing) by the
appropriate letters or words. Between 75 % and 90 % of the analysed
assessment records and around 95 % of teachers matches this profile. On
the contrary, except for grades, participating teachers provide very few
assessment messages that are not merely corrective messages (just 4.5%
of message total). Almost half of the teachers did not provide any
feedback about macro-structural aspects of the text. Only 60 % of the
already scarce messages focused on improving the organization of the
text addressed specific aspects of contextualization, plot and outcome of
the story.
Spelling and grammar errors are more visible and easier to evaluate
than rhetorical mistakes (Morales, 2004). It could be argued, however,
that this overwhelming comparison between the frequency of
grammatical and spelling corrections, compared to other semantic and
structural aspects of the composition, is simply due to the natural process
of acquisition of writer competence in this educational stage. Logically,
any text has many more words than ideas, and a child between 10 and
12 of age, unlike mature students, makes a larger amount of errors of this
type than any other.
Although, the frequency of evaluation messages related to spelling and
grammar has also shown to be the best predictor of overall ratings
towards students. The rest of the evaluative messages are not only rare,
but they do not help predict the overall assessment of the compositions.
Although most of the students who make many spelling and grammatical
errors are usually also the worst in organizing and articulating ideas in
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the text, this is not always the case. And when it was, it would not explain
why the evaluators paid little attention to this aspect.
These findings are consistent with previous studies, contextualized in
other countries, where it was also found that the evaluation of teachers
tends to focus on very superficial characteristics of the text (Connors and
Lunsford, 1993; Hargreaves and McCallum, 1998; Schwartz, 1984; Sommers,
2011; Struthers, Lapadat and MacMillan, 2013). It is also consistent with
others that have found that primary school students improve superficial
aspects much more than macro-structural elements of their, after receiving
the evaluation of teachers (Matsumara, Patthye-Chávez, Valdés, and Garnier,
2002; Montanero et al., 2014; Searle & Dillon, 1980).
On the other hand, the fact is that the vast majority of evaluation
messages have an explicitly corrective nature, with few signs, questions,
additions or justifications, which encourage self-regulatory behaviour
(related to understanding and self-assessment error). This may be related
to the assessment context itself. Possibly, if the sample of assessments
had been collected in the framework of a formative evaluation, in which
students had to subsequently improve their own narratives, such
messages would be more frequent. In this sense, it is possible that if
teachers had the opportunity to publicly comment on the most distinctive
or repeated evaluation errors, they would have orally added some
questions or justifications, and even have exemplified some extensions.
Returning to the grading analysis, there has been a clear tendency to
globally grade (85.7 %) compositions with a qualitative ordinal scale (61.9
%). These ratings were accompanied mostly with negative reviews or
verbal disapproval of particular aspects of the narrative (86.3 %), mainly
focused, again, on grammar (63.6 %). There is no consensus in the
literature on the appropriateness of the use of positive and negative
comments in the evaluation of essays. Some authors have highlighted the
risk that is involved with excessively praising positive aspects (DeGroff,
1992; Smith, 1997); while others argue that a focus on identifying errors
fosters negative attitudes in students (Lunsford and Connors, 1993; Lee,
2003). It has been observed that although the additive correction systems
may have more positive psychological effects on students than subtractive
systems, it is pedagogically beneficial for students to develop error
awareness (Morales, 2004).
In any case it seems clear that judgment value, (whether in the form
of a numerical rating, or through expressions such as “great plot” or «it
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does not convince me») should be accompanied by advice, suggestions
or review procedures and correction by the student. Almost all global or
local qualifications registered in our study were accompanied by a
correction or guidance for improvement. However, most of these
comments were either very general (without specifying where exactly is
your problem or what rules or regulations should be followed for the
thereof, resolution), or comments simply consist in correcting a letter or
word. Only in 9.4% of the latter type of corrections did the teacher
provided the grammatical or spelling rule. It is possible that this
circumstance is related to the lack of time to fully correct the grammar
and spelling aspects of relatively large groups of Primary School students,
while making explanatory comments or suggestions for improvement. In
any case, in addition to subtracting validity and reliability (Espin,
Weissenburger, and Benson, 2004; Hayes, Hatch, and Silk, 2000; Miller
and Crocker, 1990), the mere identification of spelling and grammatical
errors seems an insufficient kind of evaluation to establish a diagnosis of
the skills and actual limitations of students (Dunsmuir et al., 2015).
The clarity of the evaluative comments that the student receive, in this
way, is essential for a teacher to interpret and improve their writer
competence. It was found that, too often, the evaluation message is very
detached from the corresponding fragment of text. In other cases, the
message content is too vague or non-specific; for example, when the
teacher says: “Separate into paragraphs” he or she could clarify that each
of the three parts of a story that make up the plot should be separated
into those three paragraphs. Other recurring instances of messages that
do not provide an easy interpretation are the use of question mark or
separation lines (without any related explanatory note) in different parts
of the text.

Limitations and prospective
Assuming that the proposed evaluation by the teacher is a good indicator
of what has been previously taught, it can be assumed that previous
findings have implications beyond the assessment practice in primary
classrooms. Writer competence in our schools is still subject to traditional
styles of instruction and assessment that make students continue paying
attention to superficial aspects of code (such as: rules of grammar,
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spelling , presentation...), in contrast to the self-regulatory skills of the
content; it makes writing assignments be «mechanical» learning and
boring (Akkaya and Susar Kirmizi, 2010).
Having said that these conclusions should be considered with caution,
given the inherent limitations of this study. Teachers who participated in
this research were not the student’s teacher. Neither had they expected
the students to re-write and improve the text as a result of the assessment
afterwards. This could have influenced the accuracy of their orientation
and evaluative messages. In future researches it would be desirable,
therefore, to replicate these analyses with a larger selected randomly
sample of teachers, in a formative assessment context with their own
students.
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SRMR=0.064, CFI=0.968 and TLI=0.963). Also for percepcional first-order factors
(RMSEA=0.051, SRMR=0.051, CFI=0.960 and TLI=0.951) and higher order factors
(RMSEA=0.067, SRMR=0.08, CFI=0.961 and TLI=0.951). The validation of this scale
grants the possibility to establish international comparisons due to its application
in several countries. Moreover, it allows us to learn from the measures being
applied in these countries in order to improve the attractiveness of the teaching
profession.
Key words: Career choice, teacher motivation, preservice teachers, professional
recognition, test validity, FIT- choice scale, Madrid, Spain.

Resumen
La necesidad de mejorar el atractivo de la profesión docente es un objetivo
prioritario en las políticas educativas de la UE. Para ello, es importante tener un
conocimiento más profundo de las motivaciones de los que deciden cursar
estudios de Educación. El objetivo de este estudio es la validación de una escala
de medición de los factores que influyen en la elección de los estudios de
Educación (Factors Influencing Teaching choice, FIT-Choice scale), aplicada a una
muestra de 857 estudiantes de primer grado de Educación Infantil y Primaria de
11 facultades de la Comunidad de Madrid en el curso 2012-13. Este instrumento
recoge de forma estructurada los diversos motivos que aparecen en las
investigaciones -nacionales e internacionales- a la hora de elegir la profesión
docente. La escala está formada por 18 factores de primer orden: 12
motivacionales -7 de ellos se agrupan en dos factores de segundo orden (valor
utilidad social y valor utilidad personal)- y 6 percepcionales -4 de ellos se agrupan
en dos factores de segundo orden (exigencia profesión y retorno profesión)-. Se
procedió al análisis de la consistencia interna obteniendo resultados adecuados
(a=0.88 para los factores motivacionales y a=0.69 para los percepcionales) y a la
validación de la escala con un Análisis Factorial Confirmatorio. Los resultados
muestran un buen nivel de ajuste para los factores motivacionales de primer
orden (RMSEA=0.048; SRMR=0.054; CFI=0.966 y TLI=0.959) así como para los
factores de segundo orden (RMSEA=0.056; SRMR=0.064; CFI=0.968 y TLI=0.963).
Igualmente para los factores percepcionales de primer orden (RMSEA=0.051;
SRMR=0.051; CFI=0.960 y TLI=0.951) y de segundo orden (RMSEA=0.067;
SRMR=0.08; CFI=0.961 y TLI=0.951). La validación de esta escala ofrece la
posibilidad de establecer comparaciones a nivel internacional y aprender de los
efectos de las medidas tomadas en otros entornos para hacer atractiva la
profesión docente.
Palabras clave: Elección de carrera, motivación del profesorado, futuros
profesores, reconocimiento profesional, validación escala, escala FIT-Choice,
Madrid, España.
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Introduction
The need to improve the appeal of Education degrees and the retention
of good students is one of the priority objectives of EU education policy
(Carlo et al., 2013; OECD, 2005; Eurydice, 2013).
The declining attractiveness of a teaching career in our country, as well
as in the other OECD countries (Eurydice, 2005; Pedró et al., 2008; Pérez
Juste, 2008), the rise in the average age of teachers (Eurydice, 2012;
OECD, 2011), and the difficulty to retain them in the profession (Eurydice,
2012), has spurred an interest in research into the motivations of future
teachers.
The countries with the highest scores in the PISA 2009 and 2012
reports were the ones where the teaching profession is considered
prestigious and those that attract candidates with the best academic
performance (Auguste, Kihn & Miller, 2010). In Spain, the most suitable
procedures for selecting future teachers is a topic that is mostly
unexplored, although there is plenty of scientific literature on initial
teacher training (Egido, 2010). In order to improve the selection and
training of future teachers, it is necessary to begin with a better
understanding of their motivations (González Sanmamed & Fuentes
Abeledo, 2011; Malmberg, 2006; Manuel & Hugues, 2006; Pedró et al.,
2008; Sánchez Lissen, 2009; Siera & Siera, 2011; Sinclair, 2008; Sukran,
2011; Watt & Richardson, 2008).
A review of national studies on the reasons Teacher Training is chosen
(López-Jurado & Gratacós, 2013), found that these are rather vague, as
there is no consistency due to the lack of an agreed theoretical and
analytical framework. The motivations identified in these studies are
basically extrinsic (influence of family and friends, working conditions,
possibility to pursue other types of studies, etc.) and intrinsic (enjoy
children, wish to help others, to be able to influence others, to teach what
one likes, social prestige, relationships with others, etc.). The altruistic
reasons clearly identified in most international research, are not specified
(Brookhart & Freeman, 1992; Hobson et al., 2006; Keow, 2006; Thomson,
Turner & Nietfeld, 2012; Watt & Richardson, 2007). National studies show
no systematisation of the various aspects involved in the decision to
become a teacher.
On the international level, agreed methods have been established to
enable comparisons between different countries in order to learn about
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the effects of measures taken to make the teaching profession more
attractive (Klassen, Al-Dhafri, Hannok & Betts, 2011; Watt et al., 2012).
This is the case of the model to measure what influences the decision to
become a teacher: Factors Influencing Teaching-Choice -hereinafter, FITChoice-, developed by Watt and Richardson (2007) which has been
implemented in Australia (Watt & Richardson, 2007), Holland (FokkensBruinsma & Canrinus, 2012), Australia, Germany, Norway the United
States (Watt et al., 2012), Turkey (Eren & Tezel, 2010; Topkaya & Uztosun,
2012), Canada and Oman (Klassen et al., 2011), Switzerland (Berger &
D’Ascoli, 2012), Germany (Fokkens-Bruinsma & Canrinus, 2012; König &
Rothland, 2012), Croatia ( Jugoviæ, Marušiæ, Ivanec & Vidoviæ, 2012) and
China (Lin, Shi, Wang, Zhang & Hui, 2012). These are very recent
applications of the model, but they do cover very diverse countries, which
make international comparisons possible. Furthermore, “it offers an
organisation of the most important factors present in the studies on the
motivation to become a teacher” (Berger & D’Ascoli, 2012, p. 3).
The objective of this research was to translate and adapt into Spanish
the FIT-Choice scale to measure the factors affecting the decision to become
a teacher and discover its psychometric properties. This will make it possible
to systematise the various aspects that influence motivations as well as the
perception that Spanish students have of the teaching profession when
choosing this career, and also conduct comparative studies.
The FIT-Choice model is based on the expectancy-value theory
developed by Eccles et al. (1983) which strives to explain the
determinants of motivation to choose a career based on the expectations
of success and task evaluation (Figure 1). It breaks down the determinants
of motivation into four elements: self-concept, task value, second degree
of choice, and expectations and beliefs about the profession. Self-concept
refers to the perceived ability to teach. The task value is broken down
into intrinsic value, personal utility value (job security, job transferability,
time for family) and social utility value (shape future of children, enhance
social equity, make a social contribution and work with children/youths).
The expectations and beliefs about the profession are broken down into
the task demand (expert career and high demand) and task return (social
status and salary). Then, second degree of choice takes into account
whether the career was the first choice. Finally, socialisation aspects prior
to the decision are included (influence of family, friends and teachers)
and perceptions from previous experiences.
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FiGure 1. fIt- Choice empirically validated theoretical model

Source: Watt et al. (2012, p. 187).

Method
Sample
The questionnaire was given to 857 first year undergraduate students of
Preschool and Primary Education from 11 of the 15 faculties offering
these studies in the Madrid Autonomous Community, between April and
June of the 2012-13 academic year. The final sample was 851 -after
cancelling 6 questionnaires that were duplicated- and was made up of
682 women (80.1%) and 169 men (19.9%), with an average age of 21.6
(SD= 4.29).
The distribution by faculty and studies pursued is shown in Table 1:
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Source: Consejería de Educación. Comunidad de Madrid.
*Data provided by Comunidad de Madrid
Note: there is one questionnaire which does not report the faculty to which it belongs. therefore, it has not been included in this table.
UfV: Universidad francisco de Vitoria; CEU: CEU-S. Pablo; CUV: Centro Universitario Villanueva; UCM: Universidad Complutense de Madrid; UAM: Universidad Autónoma de Madrid;
UCJC; Universidad Camilo José Cela; URJC: Universidad Rey Juan Carlos

TabLe 1. first year undergraduated students in Education degrees in Madrid Autonomous Community. Academic year 2012-13
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Initial Adaptation of the Tool
To adapt the FIT-Choice scale tool to Spanish, we used the psychometric
validation of this scale conducted by the authors (Richardson & Watt,
2006; Watt & Richardson, 2007). To translate and adapt the original scale,
we followed Hambleton’s indications (1996); a team of bilingual
researchers translated it into English and then a back translation was done
into Spanish. The process was divided into three stages. First, the authors
of this paper -with the help of a team of bilingual researchers- translated
the items of the original scale into Spanish. Next, 11 academic experts on
the topic being researched evaluated the translation. Specifically, they
were asked to measure on a Likert scale, from 1 (not at all suitable) to 4
(very suitable), the suitability of the proposed translation for the item and
to make recommendations or point out areas for improvement. With their
feedback, we reached a consensus on the most appropriate translation,
not only from a linguistic perspective, but also from a cultural one. For
the items with the greatest diversity of opinions, we consulted with the
authors of the scale to make sure that what they intended to measure
with each item of the original scale was being adequately reflected.
During the second stage, we had professional translators do a back
translation. In the third stage, we carried out a pilot test with a group of
30 Bachelor of Education students to verify their relevance and make sure
that the items were correctly understood. Their comments helped refine
certain items. The original scale and its translation into Spanish are
included in Table 6 of Appendix I.
The FIT-Choice questionnaire has four sections:
n
n
n
n

Part A: Sociodemographic data (19 items and an open question)n
Part B: Influencing Factors (40 items)
Part C: Beliefs about Education (15 items)
Part D: Your Decision to Become a Teacher (6 items)

Parts B, C and D are questions or statements scored on a seven-point
Likert-type scale from 1 (not important at all) to 7 (very important). A
total of 18 factors are measured with the items in Part B (12 motivational
factors) and those in Parts C and D (6 perceptual factors on the teaching
profession). In addition, 7 of the motivational factors were grouped into
second-order factors, as well as 4 of the perceptual factors (see Tables 2
and 3).
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Questionnaire Administration and Data Collection
First, we obtained approval from the corresponding Ethics Committee.
We contacted the deans, degree coordinators and teachers to explain the
purpose of the study and ask for their permission to administer the
questionnaires. The participating students were informed of the objective
of the research and were asked for their consent. Out of the total 857
questionnaires, 693 were voluntarily completed by students in a
classroom, taking up 20 minutes of a class in the seven faculties where
we were allowed to do so. In the other four faculties the students were
provided with a link to the online survey by a first-year teacher when
classes were over. This way, we received a total of 164 responses online.
The data were cleaned and 6 duplicate questionnaires online were
eliminated because they had the same email address, bringing the actual
sample to 851 students. We also eliminated 13 questionnaires which only
had answers in Part A. Extreme values were identified and cleaned,
keeping them if they made sense compared to the rest of the answers
and deleting them otherwise.

Statistical Analysis
A confirmatory factor analysis (CFA) was conducted with the software
LISREL 9.1, separating motivation items (items B) from perceptual ones
(items C and D).
The confirmatory factor analysis showed that the theoretical model
proposed by Watt and Richardson (2007) of 18 factors adequately fits the
data of the sample obtained. The analysis was based on the maximumlikelihood estimation, after confirming multivariate normality of the
sample (Mardia coefficient for motivational variables = 369.44 less than
p·(p + 2), with p being the number of variables observed, 40·(40+2) =
1680, and for perceptual variables = 115.13 less than p·(p + 2), p being
the number of variables observed, 21·(21+2) = 483) (Bollen, 1989), and
directly with the data obtained. For the statistical calculation, we excluded
cases using listwise deletion.
Model fit was assessed with a combination of absolute and relative fit
indices. We followed Brown’s criterion (2006), favouring use of RMSEA,
SRMR, CFI and TLI due to their overall satisfactory performance when
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assessing goodness of fit. RMSEA indicates that the model based on the
sample used represents the population when its value is less than or equal
to 0.05, with values under 0.08 also considered acceptable (Nuñez Alonso,
Martín-Albo Lucas & Navarro Izquierdo, 2005). SRMR minimises the
problem derived from the sample size and values of 0.06 or lower indicate
an excellent fit. TLI is a relative index comparing the lack of fit of the
hypothesised model with the lack of fit of the null model. There must be
a value greater than or equal to 0.90 to obtain an adequate fit between
the data and the model. CFI indicates reductions in poor fits and their
value must be higher than or equal to 0.90 in order to consider the fit of
a model minimally acceptable.

Results
Psychometric Properties of the Scale
Two separate confirmatory factor analyses were conducted for motivations
and for perceptions. The results of the initial CFA on motivations showed
an acceptable level of fit (RMSEA = 0.052; SRMR = 0.055; CFI = 0.952 and
TLI = 0.959). With the residuals, we conducted an analysis of the high
modification indices and used this to adjust the model. This consisted in
including covariations in the error terms when it was justified because
similar expressions had been used in different indicators or they shared
certain words -items B4 and B18; B2 and B16; B53, B26 and B37; B2 and
B4- (Brown, 2006). A new analysis was carried out and the results showed
a better fit of the model (RMSEA = 0.048; SRMR = 0.054; CFI = 0.966 and
TLI = 0.959). For perception factors, CFA results provided a good fit (RMSEA
= 0.051; SRMR = 0.051; CFI = 0.960 and TLI = 0.951).
In the final solution, the 18 factors of the theoretical model included
in the Spanish sample were: “perceived ability”, “intrinsic career value”,
“fallback career”, “job security”, “time for family”, “job transferability”,
“shape future of children”, “enhance social equity”, “make social
contribution”, “work with children”, “prior teaching/learning experiences”,
“social influences”, “high demand”, “expert career”, “social status”, “salary”,
“social dissuasion” and “satisfaction with choice”.
Next, we conducted a confirmatory factor analysis of second-order
factors for motivations as well as for perceptions with the following

Revista de Educación, 372. April-Jun 2016, pp. 83-105
Received: 24-10-2014 Accepted: 29-01-2016

91

Gratacós, G. and López-Jurado Puig, M. VALIDAtION Of thE SPANISh VERSION Of thE fACtORS INfLUENCING tEAChING (fIt)-ChOICE SCALE

results: RMSEA = 0.056; SRMR = 0.064; CFI = 0.968 and TLI = 0.963 for
motivation second-order factors, and RMSEA = 0.067; SRMR = 0.08; CFI =
0.961 and TLI = 0.951 for perception second-order factors.
The nested CFA used to evaluate the fit of the four second-order
factors: “personal utility value” and “social utility value” for motivations
and “task demand” and “task return” showed a good fit, as we have seen.
Factor loadings found in each factor, both in the first-order analysis
and in the nested one, were statistically significant (p < 0.01) with
standardised values higher than 0.5 (with item B8 being the only
exception).

Internal Consistency
The internal consistency of the factors was evaluated with Cronbach’s a
using the SPSS 18 statistical package. The values of Cronbach’s a for the
overall scales on motivations and perceptions were 0.88 and 0.69,
respectively.
As seen in the results obtained in Tables 2 and 3, all factors had a
value higher than 0.60 with the exception of the “fallback career” and
“job transferability” factors with values 0.545 and 0.581 respectively, in
the case of motivational factors, and the perception factors “high demand”
and “salary” with values of 0.589 and 0.573. These factors were, however,
maintained to be able to make comparisons with studies conducted in
other countries using the FIT-Choice scale.
Furthermore, the factor “job transferability”, given the current
economic crisis and the rising demand for Spanish teachers in other
countries (Carrera Troyano & Gómez Asencio, 2007), should be
considered separately and not as part of “job security”. This is why we
also decided to keep item B8 in this subscale, for its elimination would
not improve the goodness of fit. Moreover, both factors are part of the
second-order factor “personal utility value”.
Table 2 shows Cronbach’s a values, item factor loadings, the means
for each factor and second-order factor loadings for motivational factors,
as well as means and standard deviations of the scale elements. Table 3
shows these values for the perceptual factors. We have also compiled the
correlations between motivation (Table 4) and perception (Table 5)
factors.
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TabLe 2. Mean, standard deviation, factor loadings and Cronbach’s a values for motivational
factors
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TabLe 2. Continuation

M: Mean; SD: Standard Deviation; LX: Standarized factor Loading; GA: higher Order factor Loading.
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TabLe 3. Mean, standard deviation, factor loadings and Cronbach’s a values for perceptional
factors

M: Mean; SD: Standard Deviation; LX: Standarized factor Loading; GA: higher Order factor Loading.
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TabLe 5. Correlations of perception factors

Discussion
The objective of this study was to translate and adapt the FIT-Choice scale
into Spanish and analyse its psychometric properties. The results showed
that the Spanish FIT-Choice scale has adequate factor reliability and
validity levels compared to the original version and to the adaptations in
other languages that have been validated with samples in other countries
(Watt el al., 2012). Internal consistency of the subscales was adequate and
very similar to that found in the original version except for the “job
transferability” and “fallback career” factors which, in the Spanish sample,
were especially low.
Regarding the validity of FIT-Choice, the results showed a structure of
18 factors correlated with adequate fit indices very similar to those
obtained in the original version and in previous studies using samples
from different countries (Watt & Richardson, 2012). The factor correlations
indicate the importance of considering different factors that have an effect
on the decision to pursue Education studies, which can be clearly
identified and organised to establish this triple classification of extrinsic
motivation (second-order factor “personal utility value”), intrinsic
motivation (first-order factor “intrinsic value of the degree”) and altruistic
motivation (second-order factor “social utility value”) as was clearly
identified in the foreign literature (Brookhart & Freeman, 1992; Hobson
et al., 2006; Keow, 2006; Thomson et al., 2012; Watt & Richardson, 2007),
but with limited presence in national literature (López-Jurado & Gratacós,
2013).
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The FIT-Choice model also covers aspects previously identified in the
literature that specifically focuses on the topic of choosing to pursue
Education studies based on social influences, prior experiences and as a
second degree of choice.

Conclusions
This study presents the validation of a tool used to understand the factors
involved in choosing an Education degree, and to clearly differentiate
between three types of motivations, although numerous non-quantifiable
factors and variables may have an impact.
Since this tool provides a systematic and integrated approach for
comparing samples and locations, having a Spanish version further
enhances this possibility as it enables comparisons that could provide
data with valuable implications for the selection and retention of teachers
(Watt & Richardson, 2012).
A deeper understanding of the motivations influencing the choice to
pursue Education studies can help education policies consider the factors
that make them attractive, emphasising the most significant ones. For
example, to make the teaching profession prestigious, it is valuable to
understand the perceptions that future teachers have of this profession,
in order to design communication campaigns that avoid stereotypes.
Additionally, taking into account factors that have an impact on students
who choose to study an Education degree could shed light on the career
counselling required prior to university.
Another implication, in the area of university studies, could be to
improve the curricula based on these motivations to prevent students
from losing interest and reconsidering another degree (Watt et al., 2012).
Moreover, it would facilitate tutoring follow-ups at university. Once they
are practicing teachers, it would help establish induction plans that take
into account their motivations and enhance their engagement and
satisfaction with their jobs to avoid burnout.
For further research, it would be interesting to have access to a broad
sample of national results and be able to make international comparisons.
It would also be of interest to do a longitudinal study of these factors in
students as they progress in their studies, and especially during
internships in schools and when they join the labour market. This would
show us the level of motivation of our future teachers and help establish
adequate plans to address their wishes for professional development.
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Appendix I
TabLe 6. the Spanish version of the fIt-Choice scale
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This item was droped out to improve reliability and validity levels.
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Is there a gap in initial secondary mathematics teacher
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Abstract
Initial teacher education is a key factor in the teaching and learning process.
Previous studies on educational policies evidence some deficiencies in the quality
of teacher training programs in Spain, both in primary education and secondary
education. In 2008, Spain participated, along with 16 other countries, in the
Teacher Education and Development Study in Mathematics (TEDS-M), an
international comparative study which examined how different countries
prepared their prospective teachers to teach mathematics in primary and lowersecondary school. The Spanish participation in the study was limited to future
primary teachers; but, what is the situation of initial education for future
secondary mathematics teachers in Spain? In this paper we present an analysis
of initial training programs for future mathematics teachers in secondary
(1)
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education in Spain. First, we study the main characteristics of initial teacher
training programs in other countries: organization, structure, duration, access
requirements, and professional standards. Next, we analyzed the Spanish
situation, starting with a brief historical review of the previous model, and
continuing with a detailed description of the current approach. The results show
clear differences when comparing Spain with other countries, and indicate the
need of introducing measures in order to overcome the current deficiencies of
teacher training programs and contribute to the improvement of its quality.
Key words: initial teacher education, teacher training programs, secondary
mathematics education, prospective mathematics teachers, secondary
mathematics teacher competences.

Resumen
La formación inicial del profesorado es un factor clave en el proceso de
enseñanza-aprendizaje. Estudios previos sobre políticas educativas señalan un
problema de calidad en los programas de formación inicial docente en España,
tanto a nivel de Educación Primaria como de Educación Secundaria. En 2008,
España participó, junto con otros 16 países, en el Teacher Education and
Development Study in Mathematics (TEDS-M), primer estudio internacional
comparativo sobre el conocimiento adquirido por los futuros profesores de
matemáticas en Educación Primaria y Educación Secundaria obligatoria al acabar
su formación inicial. La participación española en el estudio quedó limitada a
futuros maestros; pero ¿cuál es la situación de la formación inicial para futuros
profesores de matemáticas en Educación Secundaria en España? En este artículo
presentamos un análisis de los programas de formación inicial para futuros
profesores de matemáticas en Educación Secundaria en España. En primer lugar,
estudiamos las principales características de la formación inicial docente en otros
países: organización y estructura de las enseñanzas, duración, requisitos de
acceso, estándares profesionales, entre otras. A continuación, analizamos la
situación española, comenzando con una breve reseña histórica del modelo
anterior, y continuando con una descripción detallada del enfoque actual. Los
resultados demuestran claras diferencias cuando comparamos el caso de España
con otros países, e indican la necesidad de adoptar medidas que permitan suplir
las principales carencias de estos programas y contribuyan a la mejora de su
calidad.
Palabras clave: formación inicial docente, programas de formación inicial,
educación matemática secundaria, futuros profesores de matemáticas,
competencias del profesor de matemáticas en educación secundaria.
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Introduction
All over the world, there is a growing concern about mathematics
education. At the same time, initial teacher education has been questioned
due to the results from the national and international assessments such
as PISA (Program for International Student Assessment), TIMSS (Trends
in Mathematics and Science Student) or PIRLS (Progress in International
Reading Literacy Study). In particular, initial education for secondary
mathematics teachers in Spain is a matter of concern to educational
authorities and policy-makers. This focus on teacher education could arise
because of evidence suggesting that Spanish teachers lack essential
knowledge for teaching mathematics due to the low quality of initial
education programs for secondary mathematics teachers.
We can illustrate this checking that there is a lack of national teaching
standards and general guidelines determining what specific competences,
skills, contents, and assessments procedures future mathematics teachers
should acquire. While some European countries, such as United Kingdom
or Germany, provide central level regulations, recommendations and
guidelines for initial teacher education programs, Spanish universities are
very autonomous in determining the content of their mathematics teacher
education programs.
Another thorny problem is that each institution is allowed to establish
specific restrictions and entry requirements candidates should fulfill in
order to enter to a specific education master program, as it is explained
further ahead in the text. Consequently, future mathematics teachers’
content knowledge seems to be varied, heterogeneous, and badly
structured.
Available research evidence and theoretical frameworks give clear
directions when studying teacher education and its position within an
educational system. For instance, some studies in the European
framework highlight that initial teacher education has significant
influence on the learning process, emphasizing the close relation between
the quality of students learning and the quality of teacher education based
on initial and continuous education programs. On the other hand, metaanalysis studies point at the weak relationship between initial teacher
education and the quality of student learning.
Furthermore, absence of practical preparation in teacher education
could have important consequences, such as novice teachers lacking the
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coping skills necessary to fulfill their teaching roles, often resulting in a
theory-practice shock, and/or high rates of attrition during the first years
of teaching. In this sense, prospective secondary teachers in Spain
complain about the missing link between theory and practice.
The main goal of this article is to carry out a critical analysis of initial
education programs for secondary mathematics teachers based on an
international comparison in order to identity its principal strengths and
weaknesses and suggest adequate measures to ensure a high quality
teacher education system. For our purpose, we first draw an international
comparison of teacher training approaches for prospective secondary
mathematics teachers, focused on organizational and structural features
such as duration, structure, level of the degree awarded at the completion
of the teacher training program, requirements students should fulfill in
order to enter into the program, and existence of a professional
competency framework for student teachers. This international
perspective is next used to analyze the Spanish context and identify
crucial differences that can arise important consequences in the Spanish
teacher education system quality. Finally, we discuss possible prospective
actions based on the results obtained from the analysis.

An international view of initial education programs for secondary
teachers
In many countries, in order to become a teacher, candidates are required
to have successfully finalized an initial teacher education program.
However, teacher education programs vary considerably across nations.
In this section, in order to identify how countries around the world
prepare teachers to teach mathematics in secondary2 school, we present
some descriptive data. The analysis is based on comparisons of 14
countries: Chile, Finland, France, Germany, Israel, Italy, Japan, Korea
Republic, Norway, Poland, Spain, Turkey, United Kingdom and United
States. We opted for these countries since they involve diverse and
representative educational models in the international framework.
(2)

From now on, according to the International Standard Classification of Education ISCED 2011 (UNESCO,
2012), the therm secondary will refer to ISCED 2&3.
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Characteristics of initial education programs for secondary teachers
After analyzing international comparative studies based on initial teacher
education, we noticed broad differences in key structural and
organizational characteristics of initial education programs for secondary
teachers in public institutions in the set of considered countries, such as
duration, organization, level of the degree awarded and existence of entry
requirements to access into initial education programs.
Initial education programs are typically organized according to two
well-distinguished structures:
n

n

The concurrent model, in which general education and professional
education occurs simultaneously in a single program.
The consecutive model, in which students pursue their subject
studies first and after take a professional course in education which
provides them with the theoretical and practical competences and
skills needed to succeed as a teacher.

In the concurrent model students are involved in specific teacher
education right from the start of their studies, whereas in the consecutive
model this occurs after their bachelor degree (see Table I). Although the
literature points out that concurrent models allow prospective teachers
to develop a true professional identity as a teacher since the beginning
of their initial education (Esteve, 2006), there are no significant
differences between both models and the results of students learning
(Valle & Manso, 2011).
As shown in Table II, the organization of initial teacher education
programs vary from country to country. While in Finland, Japan, Poland
and Turkey concurrent model is predominant, in France, Germany, Italy
and Spain teacher training follows a consecutive model. At the same time,
both concurrent and consecutive models coexist in some nations such as
Chile, Israel, Korea Republic, Norway, United Kingdom and United States.
In particular, in Germany initial teacher education programs are
differently organized among the different states.
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TAbLe I. Advantages and disadvantages of concurrent and consecutive programs

source: Adapted from Musset, 2010.

TAbLe II. organization of initial teacher education programs for secondary teachers

source: own elaboration based on data from oEcd, 2014; tatto et al., 2012.

The duration of initial education programs for secondary teachers
ranges from 4 years in Israel, Japan, Korea Republic and United States to
between 6 and 6.5 years in Germany, Italy and Norway. Concurrent model
commonly lasts 4 years, while for consecutive model the first phase
typically lasts between 3 or 4 years and the second phase 1 or 2 years.
Furthermore, a teaching internship is mandatory in most countries.
However, the required duration vary significantly. For instance, in Israel,
Japan, Korea Republic, Spain and Turkey practicum lasts between 20 and
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60 days, as opposed to 120 days in United Kingdom, and at least 282 days
in Germany.
Not all countries impose educational requirements for entry into initial
teacher education programs. Besides that, selective criteria to enter
educational training programs are used. For instance, in some countries
candidates are selected based on their previous training grade-point
average, while in others selection is based on an interview or a
competitive examination.
Finally, the level of the degree awarded after completing a teacher
training program also differ across countries, mainly depending on its
length. In this way, master degree diplomas are obtained after at least
five years of tertiary education (see Table III).

Table III. Level of the degree awarded at the completion of a teacher training program

source: own elaboration based on data from oEcd, 2014; tatto et al., 2012.

International standards for secondary mathematics teachers
Teacher education is generally guided by national standards which specify
what professional qualifications are expected from a student teacher at
the end of initial education program. However, in many countries there
is a lack of such teaching standards, and institutions even have a high
level of autonomy in developing detailed competence requirements in
teacher education programs. In this way, while some countries put
forward very clear and detailed standards, in others very general
guidelines are provided by educational ministries; some examples are:
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n

n

n

n

n

detailed lists of specific competences linked to professional
standards and professional development; e.g. United Kingdom,
United States.
specific standards to guide the assessment of newly trained teachers
in line with the competences to be developed during the education
program; e.g. Chile, Germany.
framework of teacher competences expected on completion for
preparing both pre-service and in-service teachers; e.g. Turkey.
general standards for teachers defining the assessment of trainee
teachers; e.g. Israel, Japan, Korea Republic.
curricula for initial teacher education mentioning teachers
competences required for initial teacher education; e.g. Finland,
Poland, Spain

Considering those countries with a deeper development in teacher
standards as well as specific standards for secondary mathematics
teachers established by international associations –such as NCTM
(National Council of Teacher of Mathematics) or AAMT (Australian
Association of Mathematics Teachers)– we can define a common list of
core standards for secondary mathematics teachers in the international
framework (see Table IV).
Besides, in a few countries such as United Kingdom or Korea
Republic, a comprehensive list of benchmarks has been established in
order to determine to what extent teacher standards should be attained.
Therefore benchmarks specify the range of skills, abilities, knowledge,
understanding and values prospective teachers should developed, and in
regards to which they might be assessed. This aims to ensure a high
quality teacher education system, since they clearly define initial teacher
education programs, acting as a template for a balance assessment.
However, this is not a common feature in the international framework.
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TAbLe IV. core standards for secondary mathematics teachers

source: own elaboration.
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Initial education for secondary mathematics teachers in Spain
Initial teacher education programs have undergone several changes
during recent decades. Due to the introduction of the Bologna reform,
the former Certificate of Pedagogical Aptitude (CPA, CAP in Spanish) was
replaced with the Master Degree in Teacher Training in Secondary
Education (MDTTSE). The disappearance of the CPA has been a
substantial improvement, but the implementation of the MDTTSE has not
been exempted from difficulties. Both programs are described below.

A brief historical review: the CPA
Before 2009, secondary education programs were based on a short-term
course in view of obtaining the CPA. This certificate was regulated by
ministerial order, dated July 14, 1971. The length of this classroom-based
teaching program was initially 300 hours, with an unequal balance
between theory and practice. The program was structured in two stages.
In a first step, student teachers acquired pedagogical knowledge about
psychology and sociology principles and teaching theories, while the
second step was based on an internship in a high secondary school. In
practice, the duration of CPA was reduced, becoming in some cases 80
hours of theory versus 40 hours of practice.
Next to its short length, its unstructured and inefficacious organization,
its lack of pedagogical content knowledge, and teacher educators
improperly trained, researchers criticized the fact that the CPA was not
adequate to train prospective teachers. Moreover, graduating student
teachers felt unsatisfied. Thus, in 2010 the Spanish education system
launched a new initial education program, the MDTTSE. Consequently,
the CPA disappeared.

The MDTTSE
In the academic year 2009/2010, the MDTTSE was implemented and
regulated by the Ministry through order ECI/3858/2007, dated December
27, 2007 (Ministerio de Educación y Ciencia, 2007). In addition, it is to
be verified by the National Agency for Quality Assessment and
Accreditation (ANECA, Spanish acronym).
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This program, considered as a branch within the social sciences,
enables students to teach in secondary education and it is mandatory to
apply for a teaching post in lower and upper secondary schools and
vocational training centers; both in public and/or private secondary
schools.
The MDTTSE shares characteristics of the CPA. For instance, both
programs follow a consecutive model and build on a theoretical versus a
practice-oriented stage. However, both are also dissimilar. For example,
while the government used to regulate all CPA guidelines such as entry
requirements, awarding the diploma and accreditation, control and
management of the MDTTSE has become the full responsibility of higher
education institutions. Moreover, the practical component of the MDTTSE
is close to 40%, while in the CPA was less than 10%.
The size of the new teacher education program is 60 ECTS (European
Credit Transfer and Accumulation System) and is set up as a one year fulltime program. Generally, it consists of two theoretical classroom-based
modules and an internship module, comprising of at least eighty percent
of the credits. The internship module is set up by university faculties and
higher secondary schools. Also distance/online universities guarantee
such a face-to-face internship component.
The MDTTSE helps to train content specialist teachers, qualified to
teach one specific subject. The most common specializations are:
mathematics, physics and chemistry, biology and geology, technology,
computing, language and literature, English, French, draw, music,
philosophy, geography and history, economy, classical languages,
professional training and guidance, educational guidance, and physical
education.

Structure and organizational features
The MDTTSE is structured - as stipulated in the ministerial order - into
three modules, which make up at least 52 of all the 60 ECTS:
n

116

Generic module (at least 12 ECTS) consists on topics considered
relevant for all teacher to know, such as educational theory, general
principles of instruction, classroom management, curriculum theory,
and so on. It is divided in three areas: Personality development and
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n

n

learning, Educational contexts and processes, and Society, family
and education.
Specific module (at least 24 ECTS) including mathematics content
knowledge and mathematics pedagogical content knowledge. It is
also divided in three areas: Additional training specific to the
specialty chosen, Learning and teaching process specific to the
specialty chosen, and Research and teaching innovation.
Internship (at least 16 ECTS) including a school-based experience
(practicum) and the master’s thesis.

Each institution has the autonomy to distribute the remaining 8 ECTS
among generic, specific or optional courses. Consequently, we can expect
broad differences in the number of ECTS assigned to each module when
comparing different MDTTSE.

Entry requirements
Ministerial order ECI/3858/2007 (Ministerio de Educación y Ciencia, 2007)
establish the following entry requirements to start the MDTTSE in Spain:
n

n

accredited mastery of the competences related to the specialization
the students wish to attend.
a B1 level mastery of a foreign language according to The Common
European Framework of References for Languages. If candidates are
not accredited at this level, they must pass a language test organized
by each institution.

According to the first condition, the entry requirements depend on the
specialty chosen. In mathematics, applicants must either pass a
mathematics test organized by each institution, or hold a direct admission
bachelor degree. Nevertheless, each Spanish university has a high level of
autonomy in determining which bachelor degrees allow students to enroll
directly into the MDTTSE in mathematics. For instance, some universities
accept any bachelor degree as entry requirement as long as students have
attained a minimum of 60 to 120 ECTS in a bachelor degree covering
mathematical subjects such as algebra, calculus, geometry or statistics. In
addition, some institutions prioritize certain bachelor degrees, such as
mathematics and statistics. Moreover, some universities let a fitting
bachelor degree prevail over passing the specialization entry test. The
former suggests a strong heterogeneity in Spanish entry requirements.
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Standards for secondary mathematics teachers in Spain
According to Ministerial order ECI/3858/2007 (Ministerio de Educación y
Ciencia, 2007), on finishing the MDTTSE, graduates will be able to:
n

n

n

n

n

n

n

n
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Know the content of curricula in the corresponding teaching
specialty, as well as relevant teaching and learning processes.
Plan, develop and assess the teaching and learning process,
enhancing educational processes which facilitate the acquisition of
competences of the respective teaching levels, taking into account
students’ level and backgrounds as well as their orientation, both
individually and in collaboration with other teachers and
professionals in the school.
Seek, retrieve, process and communicate information (oral, printed,
audiovisual, digital or multimedia), transform it into knowledge and
apply it in the teaching and learning processes of their area of
specialization.
Specify the curriculum to be implemented in a school, collaborating
in its planning. Develop and implement teaching methodologies
both in groups and individually, adapted to the student diversity.
Design and develop learning environments with special attention to
equality, emotional education, values, equal rights and opportunities
between men and women, citizenship education and respect for
human rights that facilitates life in society, decision-making, and
build a sustainable future.
Acquire strategies to stimulate student effort and encourage his
ability to learn both individually and in collaboration with others,
and develop thinking and decision skills which enhance personal
autonomy, confidence and initiative.
Know the interaction and communication processes in the
classroom, master necessary social skills to encourage learning and
a team working in the classroom, and deal with discipline disorders
and conflict resolution.
Develop formal and informal activities fostering participation and
culture within the school and its environment. Assume mentoring
and guidance roles in a collaborative and coordinated way.
Participate in the assessment, research and innovation of teaching
and learning processes.
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n

n

n

Know the current regulations and institutional organization in the
education system, and quality improvement approaches applicable
to schools.
Know and analyze the historical characteristics of the teaching
profession, its current situation, perspectives and relation to different
social realities.
Inform and advise families about the teaching and learning process,
and personal, academic and professional guidance of their children.

Teacher training should be organized towards teaching professional
standards. However, how these competences are defined can be
questioned. Some competences are completely redundant since some are
contained in others, and there is potential ambiguity in how they should
be understand.
On one hand, it seems to be a slight confusion between teacher
competences and teacher standards. Notice that teacher competences
refer to a combination of knowledge, skills, values and attitudes which
lead to effective achievement of a task, while teacher standards describe
what teachers believe, know, understand and are able to do as specialists
in their fields.
On the other hand, considering the international list of standards for
secondary mathematics teachers described above, it is possible to observe
important differences when comparing Spain to other countries. The link
between the twelve international standards for secondary mathematics
teachers and the teacher competences standardized in Spain is fairly weak
(see Table V).
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TAbLe V. Analysis of the international standards for teachers in the spanish curriculum

source: own elaboration.

For instance, none of the Spanish competences refers to two of the
international teacher standards: mathematical pedagogical knowledge
(standard 2) and developmental psychology (standard 7). In Spain,
competences are common to all specializations available in initial
education programs for secondary teachers. Competences developed for
mathematics teachers are exactly the same as competences for other
subjects. Explicit competences related to mathematical pedagogical
knowledge do not exist. Consequently, universities should develop and
specify these competences according to the different specializations
following their own criteria. Furthermore, none of the competences
mention that prospective teachers should know and understand the stages
of students’ personality development in order to adapt the teaching and
learning to support their needs.
In the same way, some other standards are barely mentioned. For
instance, when it comes to mathematical content knowledge (standard
1), the depth of competency is very low. Also, in relation with teaching
and learning theories and processes (standard 3), competences do not
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allude to strategies for teaching and learning mathematics, and they
neither specify the importance of justifying the approaches taken to
learning and teaching mathematics and their impact on students. At the
same time, the technology knowledge (standard 9) required seems to be
pretty scarce. Beyond knowing and using information and
communications technology systems, future teachers should design and
develop learning experiences and assessments using digital tools. At the
same time, previous studies point at the doubtful relevance of teaching
commitment (standard 12) in the competency framework, in particular
when it comes to intrapersonal skills and professional development. In
this sense, prospective teachers should commit to the continual
improvement of the teaching practice participating in activities for
personal professional development.
Besides, in Spain, there is a lack of benchmarks which specify to what
extent these teacher competences should be pursued and assessed. The
experience of other countries like United Kingdom shows that teacher
standards serve to assess and improve teacher training programs.

Research design and method
Sample
The MDTTSE is currently offered by 68 universities out of the 80 currently
accredited in the Spanish University System3. Only 56 of them –38 public
and 18 private– provide mathematics as a specialty. The MDTTSE is
usually coordinated by Teacher Training and Education faculties since its
establishment in the academic year 2009/2010.
It is important to note that the number of MDTTSE offered by
universities can change every academic year, due to a minimum number
of students required for a program. Apart from that, some institutions
offer the mathematics specialization together with technology and
computing. Furthermore, some MDTTSE in mathematics are set up as an
inter-university master degree. Thus, the actual number of initial teacher
education programs in mathematics is down to 51; 33 in public
(3)

Further information about universities and master student population
http://www.mecd.gob.es/ (Misnisterio de Educación, Cultura y Deporter, 2013).

can

be

found

in
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universities and 18 through private universities. Moreover, 39 universities
offer only classroom-based learning. These courses - set up during two
consecutive semesters - can be followed on a full-time or part-time basis.

Methodology
As it is mentioned before, the ministerial order that regulates initial
teacher education programs in Spain puts forward quite general
guidelines. Therefore, universities are largely autonomous in detailing the
curriculum. Once common characteristics of teacher training programs
have been described, our next goal is to analyze the significant differences
arising from institutions’ autonomy among the 51 initial education
programs in mathematics offered in Spain.
For our purpose, we first represent the distribution of ECTS in a
multiple box plot (see Figure I) in order to detect structural dissimilarities.

FIguRe I. distribution of Ects in each module in the MdttsE in mathematics

source: own elaboration based on the data available on MdttsE curriculums.

To develop a more comprehensive picture about the disparities in
entry requirements, we analyzed information about the set of bachelor
degrees accepted to engage directly in the MDTTSE in mathematics.
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Building on the available information on university websites, a
comprehensive list of 40 institutions –29 of which are public, and 11 are
private– providing initial education for secondary mathematics teachers
in Spain was considered. Due to the heterogeneity of direct admission
bachelor degrees, they were classified according to 10 knowledge fields
(see Table VI).

TAbLe VI. classification of fields of knowledge

source: adapted from.
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For the descriptive analysis, we represent in a bar graph (see Figure
II) the number of universities providing initial education for secondary
mathematics teachers that have at least one direct admission bachelor
degree in the field of knowledge that it belongs to.

FIguRe II. Admission bachelor degrees to enroll directly into the MdttsE in mathematics

source: own elaboration.

A deeper analysis shows disparities between private (11) and public
(29) institutions when it comes to giving access on the base of specific
bachelor degrees (see Figure III).
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FIguRe III. differences between public and private institutions providing the MdttsE in
mathematics when accepting specific bachelor degrees as entry requirements

source: own elaboration.

Results
Figure I clearly reflects an unequal distribution of ECTS between different
initial education programs and question the extent to which all these
programs can be aligned in terms of the competences being pursued and
attained.
In specific and generic modules, the values of minimum, maximum
and outliers point out a high degree of dispersion in the data. That means
that there are broad differences between the load of generic and specific
contents among the set of initial education programs. At the same time,
median values indicate an asymmetric distribution in all variables.
In internship module, despite a smaller spread, variance between
programs is also evident. According to the second box plot, a wide spread
in practicum explains variance in internship module. With a minimum of
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8 ECTS and a maximum value of 18 ECTS, a wide disparity is observed
between some programs when it comes to the attention paid to the
practicum. Bear in mind that a practicum commonly consists of two parts:
an observational and an intervention practicum. During the observational
practicum, students spend a short period of time observing professionals
in their day-to-day teaching activities: planning, developing and
organizing instruction, classroom management, assessment, mentoring,
among other professional responsibilities, while in the intervention
practicum they demonstrate their micro-level teaching skills. On the other
hand, in around 92% of initial education programs in mathematics, the
master’s thesis requires 6 ECTS.
Figure II shows that while some institutions accept a large variety in
initial degrees, others are very restrictive.
As expected, in all universities candidates with a bachelor degree in
the field of mathematics and statistics (F) can enroll directly into a
MDTTSE in mathematics in Spain. It should be noted that statistics
degrees include a broad mathematical knowledge, and are not limited to
the study of mere statistics and probability.
The same situation is found in physical sciences (E) and engineering,
manufacturing and construction (H): almost all universities (97.5% and
92.5%, respectively) accept them as a direct admission bachelor degree.
However, not all the engineering degrees reflect the same mathematics
content load.
Universities vary largely to the extent they accept other bachelor
degrees. About 50% of Spanish universities consider computing degrees
(G) as an alternative pathway, and nearly 38% believe the same about
social sciences, business and law (C) degrees. In this respect, it is
important to note, that most part of the admission degrees in the field of
social sciences, business and law (C) are connected with economics,
finance, business administration, and accounting, which are more closely
related to mathematical knowledge as compared to other degrees in the
field of law, sociology, or geography.
But, around 15% of the universities still consider that a bachelor degree
in humanities and arts (B), life sciences (D), agriculture (I), or/and health
and welfare ( J) present a sufficient mathematics base to become a higher
secondary education teacher. This can be questioned. For instance, in
most life sciences and health and welfare bachelor degrees the only
mathematical knowledge being taught is limited to statistics. Algebra,
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calculus, or geometry knowledge are not studied. This strange situation
results from a situation in the 80’s and first 90‘s, because due to a lack of
graduates in mathematics, it became accepted that graduates in biology
or chemistry, without a high-level training in mathematics, were
nevertheless employed as mathematics teachers in secondary schools. In
the same way, there is a lack of mathematical content in degrees such as
occupational therapy or agricultural and food industry that are also
accepted as entry degrees in some universities.
Only in one university, students holding a degree in education (A) are
admitted. In addition, these students have to attend complementary
courses related with infinitesimal calculus, matrix and vector calculus,
and statistical knowledge.
But, is there any difference between public and private institution
when accepting specific bachelor degrees as entry requirements? As
figure III shows, while in some fields of knowledge there are considerable
differences between public and private institutions, a weighted balance
is reflected in others.
The only institution wherein students having an education degree can
enroll directly in the MDTTSE in Spain is public. Bear in mind that some
extra mathematical courses are required.
In social sciences, business and law (C), physical sciences (E),
mathematics and statistics (F), and agriculture (I), there are barely any
differences between public and private universities, whereas in
humanities and arts (B), and engineering, manufacturing and construction
(H) differences between both variables are larger.
In life sciences (D) as well as in health and welfare ( J) there is a major
predominance of private institutions. As we have pointed out before,
bachelor degrees related with these knowledge fields have a substantial
amount of statistical contents, not covering other mathematical branches
such as algebra, calculus or geometry. On the other hand, more public
institutions accept computing (G) bachelor degrees for direct admission
than private. However, these degrees almost always include, at least,
algebra, calculus and statistics knowledge, and in some cases discrete
mathematics. Thus, the mathematical content in computing degrees is
larger than in life sciences and health and welfare degrees, and they are
strongly promoted in public institutions as an entry requirement.

Revista de Educación, 372. April-Jun 2016, pp. 106-132
Received: 30-03-2015 Accepted: 15-01-2016

127

Muñiz-Rodríguez, L., Alonso-Velázquez, P., Rodríguez-Muñiz, L.. J. and Valcke, M. Is thERE A gAP In InItIAL sEcondARy MAthEMAtIcs tEAchER EducAtIon In
sPAIn coMPAREd to othER countRIEs?

Discussion
Spanish initial education programs for secondary mathematics teachers
present broad differences compare to other countries in relation with
organization, duration, entry requirements, level of the degree awarded
at the completion of a teacher training program, and standards for future
secondary mathematics teachers.
In Spain, prospective secondary teachers must, after obtaining a
bachelor degree, complete an official one-year master course of 60 ECTS
providing them with the theoretical and practical skills needed to join
the teaching profession. Therefore, training programs for secondary
teachers in Spain follow a consecutive model as in France, Germany and
Italy. In other countries, initial teacher education programs are organized
according to the concurrent model, while in others both routes are
available.
At the same time, duration of initial education programs for secondary
teachers vary widely from country to country, mainly depending on the
model. In Spain, the overall length of study for secondary mathematics
teachers is 5 (4+1) years, since the access to training programs is
conditioned on graduation from a bachelor degree. Other countries with
the same structure are Chile, France and United Kingdom.
In most countries, the minimum requirement to start secondary teacher
education is an upper secondary education diploma, often in combination
with numerus clausus policies, and/or further requirements such as
competitive examinations, standardized tests or personal interviews. This
is not the case in Spain. In view of enrolment in Spanish initial secondary
teacher education, students must already hold a bachelor degree and a
B1 level mastery of a foreign language. However, there are glaring
discrepancies between Spanish universities in the type of bachelor
degrees they allow to enroll in the training program. While some
institutions accept a large assortment of initial degrees, others are quite
restrictive. At the same time, there are disparities between public and
private universities.
Finally, in Spain, the qualification awarded at the completion of a
teacher training program is a master degree, comparable to the approach
adopted in most European countries, and in contrast to other countries
where the qualification is merely a bachelor degree (mostly organized
according to the concurrent model).
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Worldwide, a critical point of initial teacher education programs is the
lack of educational standards establishing what skills, abilities, knowledge
and values must be pursued and attained in teacher training programs.
In few countries - such as Chile, Germany or United Kingdom - standards
for initial teacher education are clearly defined. This is not the case of
Spain where mathematics teacher training programs lack specific
standards and benchmarks specifying a minimal level of attainment of
the standards.
In the view of the authors of this report - building on examples
presented in the international framework - alternative approaches should
be adopted to ensure the quality of the teacher education system. In
particular, they stress the establishment of explicit and operational
standards to assess to what extent prospective - mathematics - teachers
are qualified. Then, it will be necessary to supervise how universities
implement these competences. On the other hand, a standardized
mathematics test should be set in order to settle differences between
institutions in relation with the large variety in admission degrees to
enroll into the secondary mathematics teacher education program.
The results of this descriptive research present avenues for prospective
action. First, we can analyze to what extent secondary mathematics
student teachers currently attain standards as put forward in our
international framework. This could be studied from the viewpoint of
student teachers, recent graduates, teacher educators and principals.
Secondly, this first avenue gives way to an analysis of critical competences
weakly attained/pursued during the theoretical and practical teacher
education experience. For this purpose, a national survey will be set up.
To conclude, we repeat that the current and future studies aim at
improving and ensuring the quality of mathematics teacher education in
the Spanish teacher education system.
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Abstract
The global economic crisis is having devastating impact on employment,
especially on the young, who are entering the labour market in conditions of
great uncertainty. In Spain, the burden of youth unemployment is an issue of
utmost urgency.
Spain’s youth is currently the most educated generation in the country’s
history, so does an education still guarantee a good job? This article uses AQU
data (2014a) to describe the impact of the crisis on the employment outcomes of
professionals in education. It also highlights the factors that have enabled some
graduates to secure a good job; by «good job» we refer to professions that demand
a specific level of education in order to undertake the duties at hand; that satisfy
graduates; and that provide them with sufficient income for economic
independence.
Our results show the negative impact of the crisis on graduate employment
and its conditions. The employment rate of graduates who completed their
studies in educational sciences in 2007 and 2010 has dropped by almost 10%.
Graduates find themselves in occupations with less security and poor working
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conditions where their qualifications are higher than that which is required of
the job, thereby giving rise to the problem of overqualification.
The key variables for young people who successfully enter the labour market
(11%) are practical skills, mastery of computer skills, social skills, management
skills and teamwork.
These results partially support the literature on the phenomenon of
overqualification (García-Montalvo, 2005) and employability skills (Knight &
Yorke, 2004; Lantarón, 2014; Sermsuk, Triwichitkhun & Wongwanich, 2014); and
may contribute to the improvement of university education, in order to make
job-seekers better trained to meet the demands of the labour market.
Key words: higher education, overqualification, employability, labour market,
professional skills
Resumen
La crisis económica global tiene efectos devastadores en el mercado laboral;
estos son aún más graves en el caso de los jóvenes, que inician su inserción
laboral en condiciones de mucha incertidumbre. En España, el lastre del paro
juvenil lo convierte en un problema de máxima urgencia.
España cuenta actualmente con la generación joven más formada de la
historia. La pregunta que aflora es: ¿sigue siendo la educación una garantía para
una buena inserción laboral de los jóvenes? En este artículo se describe, a partir
de los datos AQU (2014a), el efecto de la crisis en la inserción laboral de los
profesionales de la educación. Asimismo, se evidencian los factores de éxito de
aquellos titulados que se insertan con éxito; entendiendo por “buena inserción”
aquellos empleos con buen ajuste educativo, que satisfacen a los egresados, y
que les proporcionan un sueldo suficiente para independizarse.
Los resultados demuestran el efecto negativo de la crisis en la inserción laboral
de los titulados y en sus condiciones. El porcentaje de empleo de los titulados
en educación baja, de la promoción 2007 a la 2010, en casi un 10%. Las
ocupaciones presentan menor estabilidad contractual y peor ajuste con las
carreras estudiadas, agravando el problema de la sobrecualificación.
Para los jóvenes que sí están bien insertados (el 11%), las variables clave para
la buena inserción son los conocimientos prácticos, el dominio de las TICs, las
habilidades sociales, la capacidad de gestión y el trabajo en equipo.
Estos resultados apoyan parcialmente la literatura científica sobre el fenómeno
de la sobrecualificación (García-Montalvo, 2005) y sobre las competencias de
empleabilidad (Knight & Yorke, 2004; Lantarón, 2014; Sermsuk, Triwichitkhun y
Wongwanich, 2014); y pueden contribuir a la mejora de la formación
universitaria, con el fin de hacerla más acorde a las exigencias del mercado
laboral.
Palabras clave: educación superior, sobreeducación, empleabilidad, mercado
de trabajo, competencias profesionales
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Introduction
The global economic crisis is having devastating impact on the labour
market, creating unemployment, worsening working conditions and
eroding job security. The impact is even more serious for the young who
are entering labour market in conditions of great uncertainty.
Youth employment is a complex issue in most countries, but in Spain
more than 50% of young people (EUROSTAT, 2015) are unemployed,
making it an issue of utmost urgency. Official statistics (EPA, IDESCAT)
and copious research into education and employment (Planas 2011; AQU,
2014a, among others) consistently show that the higher the level of
education, the higher the employment rate and salaries, and the lower
the rate of unemployment.
Spain currently boasts the best-educated generation of young people
in its history (Planas, 2011), with 40% of young people having attained a
university education (OECD, 2014). Given this situation, an analysis of
the impact of the crisis on the employment outcomes of the young
holders of university degrees may shed light on the behaviour of the
education variable in employment outcomes in a crisis context.
Studies conducted at international level on the impact of the economic
downturn on graduate employment outcomes show that it is having a
negative impact, compounding the balance between supply and demand
and affecting negatively employment growth (Xiaohao & Changjun,
2013). In Spain, statistics underscore this negative impact: whereas in
2007 the percentage of graduates insured under the social security regime
a year after their graduation (2005-2006 cohort) stood at 58%. In 2012, in
contrast, the percentage of the 2010-2011 cohort of graduates insured
under the social security regime of the fell to 49% (MECD, 2013). The
authors of this research point out that the crisis has worsened the
situation of recent graduates entering the labour market and increased
the unemployment rates in this group.
In addition to these findings related to the impact of crisis on the
number of graduates in work, it is interesting to analyse the impact of
the crisis on working conditions, such as earnings, contract type and
match between the duties to be carried out and levels of educations of
workers. The “University and Employment in Catalonia” research project,
carried out by the Agency for the Quality of the University System of
Catalonia (AQU) of the Catalan Parliament (Generalitat de Catalunya),
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offers a unique insight into the impact of the crisis, not only on the
volume of graduates in work but also on the quality of employment. This
type of research helps social councils of public universities analyse the
quality of graduate employment outcomes. Thus, a survey of the
employment outcomes of university graduates in Catalonia who
completed their studies three years prior to each survey has been carried
out once every three years since 2001. The 2014 study is the fifth in the
series.
This paper aims to1 describe the impact of the economic crisis on
employment outcomes of professionals in the education sector (holders
of licenciaturas2 graduates in Pedagogy, and Educational Psychology,
and holders of diplomaturas3 in Social Education; Early Childhood
Education, Primary Education, Special Education, Physical Education,
Music Education, and Foreign Language Education). Our results derive
from an analysis of the data from the AQU studies mentioned above. The
results of the 2014 edition (on employment situation of the 2010 classyear, which joined the labour market at the height of the crisis) was
compared with the results of the 2011 edition (on the employment
situation of 2007 class-year, which entered the labour market just prior
to the onset of the crisis). The study also seeks to demonstrate the success
factors of those graduates who were able to find adequate employment
in the context of the crisis. “Adequate employment” is taken to mean a
job that matches the graduates’ level of education; that satisfies them and
that provides them with a remuneration to live independently.

Theoretical Framework: Factors explaining the quality of graduate
employment outcomes
One factor to consider when analysing the quality of graduate
employment outcomes is the education job-skills match; that is, the match
between a worker’s level of education and the requirements of post
occupied (Rumberger, 1981). In situations of educational mismatch, we
(1)

(2)
(3)
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focus on overqualification, a phenomenon that, given its serious
consequences, has been studied from different disciplines and theoretical
approaches at both national and international level. Planas (2011) argues
that overqualification has at least two key consequences concerning
educational policies and professionals. Furthermore, overqualification
appears to have a cross-generational effect. Nieto and Ramos (2011) used
PISA-2009 data from Spain to demonstrate that the overqualification of
parents has a negative effect on the school performance of their offspring.
As to educational policies, a widespread situation of overqualification
implies investment in university training that does not provide society
with the cost-effectiveness that would justify such expenditure.
Furthermore, overqualification at a personal level generates job
dissatisfaction, which impacts negatively on the worker’s performance
and psychological health (García-Montalvo, 2005; Tsang & Lewin, 1995),
and it has a demonstrated impact on salaries (Alba-Ramírez, 1993).
The rise in both the number of graduates in Spain over the last 30
years and the rates of unemployed graduates relative to other levels of
education have changed the privileged position of university graduates
in the labour market, thus exacerbating the phenomenon of
overqualification (García-Montalvo, 2005).
While the definition of this mismatch is not unambiguous (Rahona,
2008), we can discern three main concepts of overqualification
(Rumberger, 1981; Nieto & Ramos 2011).
Firstly, overqualification can be defined as the downgrading of a level
of education in terms of work performance, as compared with this level
in a previous moment; that is to say, a historical perspective of the results
of certain levels of education on work performance.
Secondly, overqualification can be considered as a subjective measure
as to the non-fulfilment of the graduates’ expectations regarding their
professional careers. Recent research (Stiwne & Alves, 2010; Lantarón,
2014) suggests that students see their university education as an
investment and regard their certifications as a key to promote themselves
in the labour market. These studies substantiate Spanish studies, such as
one conducted by García-Montalvo (2005), according to which 71% of
students state that the main reason for studying a degree was to improve
their professional prospects.
Nevertheless, Planas (2011) warns that the individual interests of
students often conflict with the needs of labour market in the short term.
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In fact, people tend to acquire more skills than what are needed for their
current or future job, because they generally associate a higher level of
education with better employment conditions and career prospects.
Lastly, overqualification can be analysed through the development of
duties in a job and the level of education required to carry them out.
The three perspectives clearly have some limitations, but the third of
these has been more widely used in the scientific literature to analyse the
phenomenon of overqualification (Duncan & Hoffman, 1981; Rumberger,
1987; Alba-Ramírez, 1993; Sloane et al., 1996; Groot & Maese van der
Brink, 1997; Dolton & Vignoles, 2000; Garcia-Montalvo, 2005; Rahona,
2008). Our study is based on the third perspective, although the
requirements of the job are valued by the workers themselves, according
to what was required of them to get the job.
To describe and explain satisfactory graduate employment outcomes,
especially in a crisis context, it was necessary to ascertain the key
elements that allow recently graduated students to find quality
employment. These elements include the theoretical knowledge and
practical skills acquired throughout their academic training (Knight &
Yorke, 2004; Lantarón, 2014), linked to the labour market requirements
and transversal skills that enable workers to carry out duties in complex
professional environments, but there are other elements that could have
a bearing on the employability of recent graduates.
Although a close relationship between students’ academic performance
related to their competences (skills) and their subsequent entry into the
labour market would be expected. the scientific literature and empirical
evidence does not always support this relationship. The meta-analysis of
Kuncel, Hezlett and Ones (2004) shows that the same basic cognitive
skills that predict academic performance also explain job performance,
suggesting that better academic performance correlates with a better
performance in the job. However, this does not automatically imply that
better academic grades will guarantee better job positions. As Rosenbaum
and Kariya (1991) point out, academic performance in the United States
has almost no effect on young people’s (particularly men’s) employment
outcomes. This finding confirms Bishop’s (1992) study, according to
which the basic skills in mathematic reasoning, sciences and English have
no significant impact on successful entry into the labour market
(considering only level of salary); although these skills do predict job
performance.
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Another aspect to explore that is linked to academic performance and
successful employment of recent graduates is the parents’ level of
education. In spite of the many studies (such as Häkkinen, Kirjavainen &
Uusitalo, 2003) demonstrating that students whose parents are highly
educated achieve higher academic performance than do students whose
parents have a lower level of education, there is little empirical evidence
to associate this variable and with entry into the labour market.
Languages are a key skill for the employability of graduates in a
globalised world. As Van-der Hofstan and Gómez (2006) and Cai (2013)
state, a command of languages is among the aspects most highly valued
by recruiters; therefore it is necessary to foster language learning at the
universities. It is worthwhile noting that languages are particularly valued
in medium-sized and big companies, which have a greater international
outreach (AQU, 2014b). In this regard, the research undertaken by Wye
and Lim (2009) on the skills and level of education required by recruiters
reveal that oral and written communication in a second language rank
among the most valued skills. Moreover, as indicated by Coleman (2011),
there is strong evidence correlating a command of languages and the
employability of graduates; the author points out that by acquiring these
linguistic skills abroad, the student also develops additional transversal
skills that are highly valued by recruiters, thereby increasing noticeably
their employability. Hence, graduates who successfully enter the labour
market can be expected to have a stronger command of a second
language than those who do not find a job.
Computer and internet literacy are also indispensable today in the
knowledge society, since without a knowledge of IT it would be
impossible to join the labour market or achieve the output currently
required by companies (García & Pérez, 2008). Beaven and Wright (2006)
suggest that employers expect the graduates they hire to have IT skills,
such as word processing, database management and website design. The
results of the AQU (2014b) study on the employers’ view reading
graduate skills confirm the importance of these skills for employment.
Certain personality traits and social skills are central to an individual’s
employability, since productivity results from social and cognitive skills
specific to each profession. These findings are corroborated by the study
of Wye and Lim (2009), according to which employers especially value
people who are committed, honest, hardworking, willing to learn and
have a positive attitude to work. Furthermore, Sermsuk, Triwichitkhun
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and Wongwanich (2014), in their study on the essential conditions for
the employability of graduates, add flexibility and resourcefulness to the
list of highly valued competences. In the same vein, the work of Beaven
and Wright (2006) concludes that employers confer great value to
commitment, flexibility, self-management, written communication skills,
enthusiasm, ability to work under pressure, expertise, motivation,
reliability, willingness to learn, as well as problem-solving and oral
communication skills. Lastly, Bridge et al. (2003) highlight that companies
highly value interpersonal skills in their employees. Therefore, in order
to successfully enter the labour market graduates would be expected to
have most of the aforementioned skills.
Management and planning skills are further aspects highly valued by
employers, as shown in the studies of both Wye and Lim (2009) and
Beaven and Wright (2006). Along similar lines, Heijke et. al (2003) claim
that specific skills enable a candidate to meet the requirements of the
job, whereas general skills will secure employment outside the scope of
a candidate’s profession. These authors also underscore management
skills, such as leadership, creativity and tolerance, as core competences
together with specific professional skills and basic academic skills.
The literature also cites teamwork skills as requisite for employability.
Organisations aiming to address the accelerated pace of change of today’s
economic and technological business world require individuals able to
work in teams (Weller, 2007; Wye & Lim, 2009; Sermsuk, Triwichitkhun
& Wongwanich, 2014; AQU, 2014a). Additionally, Stasz (1998) and
Lantarón (2014), among others, echo the need for workers to acquire
transversal skills, such as team-work, problem-solving, communication
skills and decision-making skills. Along these lines, Cotton (2001) stresses
that such skills can be acquired through education or experience.

Method
This study set the following objectives:
n

n
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Describe the impact of the economic crisis on the employment
outcomes of graduates in educational sciences;
Analyse the quality of employment outcomes of graduates in
educational sciences in order to explore the phenomenon of
overqualification;
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n

Identify the employability variables in the group of adequately
integrated graduates in order to explain the elements that may
contribute to good employment outcomes.

Sample
This study was conducted using the Agency for the Quality of the
University System of Catalonia (AQU) database on employment outcomes
of the graduate population of Catalan Universities. This research only
covers graduates in educational sciences (education professionals, social
educators, educational psychologists and school teachers), from the 2007
and 2010 class-years, which were surveyed by the AQU three years after
their graduation, in 2011 and 2014 respectively.
Sample size of educational sciences graduates for 2007 was 2,242
individuals, and 2.559 individuals for 2010. Table I shows the distribution
of the sample according to their degrees in educational sciences.

TAble I. specific Degree and Class-year.

source: Prepared by the authors
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Instruments
As previously mentioned the aim of this study was to analyse the quality
of graduate employment outcomes. This was undertaken using the AQU
triennial survey on the employment outcomes of Catalan university
graduates, which was designed by all participant universities and together
with the French and British models, represents an international
benchmark.
The survey is made up indicators (specifically 82 variables) of the
professional reality of graduates. But only the variables that respond to
the set objectives were taken into account. These are:
1. Student profiles (nominal variables)
2. Outcome status: current employment situation, salary, contract type
(stability), working hours, level of studies required for the job, and
job satisfaction (nominal variables)
3. Employability indicators: theoretical knowledge, practical skills,
command of a second language, computer skills, personality, social
skills management and planning skills, teamwork skills and overall
university training (scalar variables with 0,822 Cronbach’s Alpha
value).
4. Way of finding a job (nominal variable).
5. Level of parents’ education (nominal variable).
6. Academic performance (nominal variable).

Procedure
In order to address the first objective of this study, we carried out a
comparative analysis using descriptive statistics to highlight the main
differences between the 2007 class-year graduates and the 2010
graduates. To complete the second and third objectives, our research
focused on the 2010 class-year graduates by first configuring a new latent
variable –type of integration (dichotomous variable)– drawn from a
smaller number of interrelated variables, in order to control other
variables that might adversely affect the analysis. Subsequently, T-Student
test was used for mean comparison to analyse the covariation between
the type of employment outcome and the employability variables; namely,
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to test whether the two groups of the dichotomous variable –type of
employment outcome– differ from one another significantly with respect
to their means.

Results
The impact of the economic crisis on the employment outcomes of
graduates in educational sciences
Regarding the two objectives: describing the impact of the economic crisis
on employment outcomes of graduates in educational sciences; and
identifying the overqualification of these graduates, the study analysed
the volume of employment and the job conditions using such variables
as contract type, annual income, level of education required for the job
and the graduates’ work satisfaction. Thus, the study made a comparison
between the 2007 and the 2010 class-year graduates three years after
completing their studies.
The results show that the crisis had a notable impact on the
employment outcome, since while 94.5% of the 2007 graduates are in
work, the percentage of the 2010 class-year graduates in work drops to
85.7%; furthermore, the proportion of persons who acquired a job after
completing their studies but later lost it increases from 5.3% for the 2007
class-year to 12.2% for the 2010 graduates.
Another variable in which the impact of crisis is observed is the
contract type, which indicates the contractual stability of graduates. Figure
I shows that the number of permanent contracts for class-year 2007 and
2010 drops by 20% whereas temporary contracts rise almost 17%,
implying greater job insecurity as a result of the crisis. The number of
self-employed (1.6%) increases slightly, indicating a trend among recent
graduates towards to work for themselves. It should be noted that 1.2%
of the individuals from the 2010 class-year are employed without any
contract, which clearly illustrates insecurity and the submerged economy.
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FIgure I. Contractual stability of graduates in educational sciences

(c2 =181,998a; p<0,000)
source: Prepared by the authors

The impact of the crisis clearly shows a decline in the graduates’
salaries. As shown in Figure II, in 2011, 60% of graduates (2007 classyear) earned between €18,000 and €3,000 a year, while in 2014 75% of
them earned less than €18,000. This fall provides stark evidence of wage
moderation as a result of the crisis. It should be stressed that salary scales
in 2014 suggest that the salary of a university graduate is €22.000. Most
graduates in the education sector earn far less than this figure.
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FIgure II. Earnings of graduates in educational sciences

(c2 =865,242a; p<,000)
source: Prepared by the authors

Another important element in the quality of employment is the level
of education required to get the job. Results show that in the crisis the
number of graduates in jobs that requiring no university degree has
increased from 6% in 2010 to 23% in 2014, hence a 17% rise in
overqualified people in this sector.
The last element analysed on the impact of the crisis on the quality of
employment outcome is job satisfaction. The 2010 graduates gave a rating
of 5.85 (on a scale of 1 to 7), which is significantly lower (p =.002) than
the rating of the 2007 graduates (5.96). This decrease is logical in the
light of previous findings on the decline in earnings, contract type and
overqualification.

Features of employment outcomes of the 2010 class-year graduates
Below we focus on the 2010 class- year. In first place, based on the AQU
data, the present study set a new independent variable –type of job– by
combining the following variables:
(a) Current job situation: for establishing this variable the main
condition is that the person must be employed at the time of the
interview.
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(b) Gross annual salary: for establishing the variable, a salary of at
least €18,000 is considered good.
(c) Level of education required to acquire the job: by a good job we
consider one that requires a university degree, even though the
type of degree is not specified.
(d) Overall job satisfaction: taking into account the distribution of the
variable, a good is considered when satisfaction scores 4 or more
(on a scale of 1 to 7).
Table II shows the description of variables used as criteria for
establishing the new independent variable (type of job):

TAble II. Descriptive analysis of criteria for type of job

source: Prepared by the authors
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It is important to point that in this research, where a good job is taken
to mean one in which gross annual earnings reach at least €18,000, we
excluded from the group of adequately employed those graduates in parttime work (only 1.8 % of adequately employed graduates have part-time
work). Among the 2010 graduates who work part time (44.6% of the
cohort), we observe that the majority fulfil some of the conditions
mentioned, except the minimum annual salary: 63.6% of part-time
workers’ job matches their specific level of education; overall satisfaction
scores 5.7 out of 7; and lastly, 70% have gross annual earnings of €12,000
(46.1% of whom earn less than €9,000 per year). It is worth highlighting
that, if these people worked full-time at this salary level, they would have
fulfilled all the conditions to be considered as having a good job.
However, as part-time workers, their income is insufficient for a graduate,
according to the 2014 pay scales4, so they are not considered to be
adequately employed.
Having explained how the type of job variable was established, we
present the results of the 2010 graduate cohort, which in 2014 was
adequately employed according to the criteria established for this study.
The group of adequately employed graduates (10.9% of all graduates
in 2010) comprises 77.4% women and 22.6% men; while the total the
2010 cohort (n=2,559) comprises 84.8% women and 15.2% men. Table
III shows the percentage corresponding to each specific degree in
educational sciences and the distribution by degree of adequately
employed graduates.

(4)

Resolution of the directorate General for Employment of January 27th 2014, which records and publishes
salary tables corresponding to the years 2012 and 2013.
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TAble III. specific degree of adequately employed graduates

(c2 =65,999a; p<,000)
source: authors’.

As the table shows, the group of adequately employed graduates is
predominately made up of early childhood education teachers (25.4%),
followed by social educators (19%) and educational psychologists (12.2%)
predominate. Lower percentages of special education, physical education
and primary education teachers are found in the group of adequately
employed people.
Table IV describes the ways that adequately employed graduates have
found employment.
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TAble IV. Ways that adequately employed graduates find a job

source: authors’.

It is worth noting that main way to find a job is through personal and
family acquaintances, which almost half of the adequately employed
graduates used. It is also remarkable to learn that competitive exams5
accounted for only 5.7% of graduates finding a satisfactory job that
matched their level of education, and with salary high enough to allow
them to live independently. This is particularly relevant when considering
that the cohort is composed of 75% teachers, whose main access to a job
is through the public education system.
In terms of contractual stability of the 2010 group, as shown in Figure
IV, almost all adequately employed graduates have a permanent contract,
while only 1.8% are self-employed. More than half (64.5%) of
inadequately employed group have a temporary contract.
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FIgure III. Contract type (2010 graduates)

(c2 =489,316a; p<,000) source: Prepared by the authors

Regarding the level of education of parents and the student’s academic
achievement variables, neither of the two shows a significant relationship
with the type of job variable. The main difference between people with
an adequate job and those without one is observed where parents have
a higher level of education. Both parents of 19.3% of adequately
employed individuals have a higher education background, while this
situation is observed in 13.4% of the inadequately employed graduates.
Nonetheless, the chi-square test on these differences is non-significant:
X2 (4, N=2,016) = 11.39, p>.005. Thus, parents’ educational background
has no significant effects on the quality of graduate employment
outcomes.
Academic performance during the degree does not show any major
differences either. Most graduates –whether adequately and inadequately
employed– attained a good mean grade (1.75 and 1.78 respectively).
According to the Student’s T test comparison of means (p= 0.482), no
statistically significant causal relationship is observed in these minor
differences.
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TAble V. level of education of parents in the groups of adequately and inadequately employed
graduates

source: Prepared by the authors

TAble VI. Academic performance in the groups of adequately and inadequately employed
graduates

source: Prepared by the authors

Employability variables influencing recruitment
In the questionnaire, graduates were asked to rate on a scale from 1 (not
influential/important at all) to 7 (very influential/very important) the
reasons or factors that led to their recruitment. In order to know which
factors are considered by the graduates as the most influential in their
employment outcome, mean comparisons were made between the groups
of adequately and inadequately employed, according to a set of
employability variables.
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FIgure IV. Employability variables that influence recruitment

source: Prepared by the authors

The employability variables (Figure IV) show the following significant
differences between adequately and inadequately employed graduates:
practical knowledge (p=.047); IT and new technologies (p=.000);
personality and social skills (p=.000); management and planning skills
(p=.000); teamwork skills (p=.000) and overall university education
(p=.003).

Conclusions
The economic crisis, which has affected Spain since 2008, has directly
impacted on the labour market, creating unemployment and precarious
conditions of employment. The aim of our study was to ascertain the
impact of the crisis on the employment outcomes of graduates in
educational sciences and to study the phenomenon of overqualification
in this group.
The results show that the crisis has had a negative impact not only on
the level of employment outcomes, but also on their conditions.
Specifically, we found impacts on contractual stability, since a significant
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drop in permanent contracts and a rise in temporary contracts was
observed. In second place, our results show a sharp drop in salaries: most
of the 2010 class-year graduates earn less than 18,000€ gross per year,
while only 30% of the 2007 class-year group earned this salary level at
the time of the survey.
Regarding education-skills mismatch, results show that crisis forced
many graduates in educational sciences to take on jobs that do not require
a university degree. This increase in overqualification could have very
negative consequences for young people and employers (Planas, 2011;
Nieto & Ramos, 2011; Alba-Ramirez, 1993). As García-Montalvo (2005)
suggests, graduates may begin taking unsuitable work, but due to
promotions and improvements in their workplace, the level of mismatch
between their training and their current job position may improve. But it
is also likely that graduates adapt their professional expectations over
time, while obsolescence depreciates their knowledge, thereby
extenuating the phenomenon of overqualification over time. This
situation seems more consistent with the current economic context, as
there are few opportunities for promotion for young people and the
general trend is towards precarious temporary contracts and alternating
periods of unemployment. More research is needed to distinguish
between these two hypotheses. But if the prevailing trend is the latter,
an increase in overqualification in graduates in educational sciences
would imply a significant drop in cost-effectiveness in public and private
investment in higher education, which the administration should identify
and address with new education and employment policies.
In this research we also aimed to understand the factors that influence
the adequate employment outcomes of graduates in times of crisis. Our
findings suggest that employment in 2010, at the height of the economic
crisis, shows a higher level of insecurity. Although the level of
employment of graduates in educational sciences is high, with more than
80% of them employed, working conditions for most young people
remain precarious, with temporary contracts and low salaries.
The findings of the present research show that only 10.9% of the
young people under study enjoy adequate employment outcomes, taken
here as adequate working conditions for workers with university degrees.
This result again demonstrates the little individual and social costeffectiveness of private and public investment in education: if only 10.9%
of graduates secure a job with conditions that justify the investment in
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education, public and private investment in higher education for the
remaining 89.1% has been squandered.
The results obtained on the ways graduates find adequate employment
show that, in the context of crisis, most find n a job through personal
contacts, followed by institutional and professional recruitment pools. All
other ways appear marginally in the group of adequately employed
educational sciences graduates. This result may help to orientate these
graduates in their search for a good job.
One remarkable result to emerge from this study is that according to
the variable we created, it would be assumed that a young person with a
good academic record would gain better employment than would an
underperforming student. However, contrary to expectations, academic
performance does not show a causal relationship with adequate
employment outcomes of graduates in educational sciences. This result
corroborates the empirical evidence from other studies on academic
performance and employment (Rosenbaum & Kariya, 1991; Bishop, 1992;
Kuncel, Hezlett & Ones, 2004).
Perhaps the most important contribution made by this study are the
results on the employability variables that adequately employed graduates
believe have helped them to secure a job. Our goal was to identify these
variables, with a view to orientating future university students in their
employability. These findings show that practical knowledge, excellent
skills with new technologies, as well as social, management and planning,
and teamwork skills are the key variables to good employment of
education professionals. A large body of evidence is available on the
importance of these variables for the employment outcomes and for
recruitment requirements for workers with university training. Thus, we
highlight the contributions of Knight and Yorke (2004) and Lantarón
(2014) on skills; Wye and Lim (2009), Coleman (2011) and Cai (2013) on
the importance of mastering languages ??for gaining access to good
employment; Garcia and Perez (2008), Beaven and Wright (2006) and
AQU (2014b) show that employers consider IT skills as essential in the
graduates they hire; the findings of Sermsuk, Triwichitkhun and
Wongwanich (2014) and Heijke et al. (2003), among others, demonstrate
the importance that employers attach to management and planning and
teamwork skills when recruiting their employees.
However, results of the latest AQU (2014a) survey of employment
outcomes show that university graduates believe that the greatest
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shortcoming in their university education is precisely the skills that are
most needed and used in the workplace: foreign languages, decisionmaking and information technology. Although these skills are central to
adequate labour market outcomes of education professionals, universities
do not provide students with sufficient training in them; therefore
improvements must be made in these areas in order to offer graduates
better employment possibilities in the context of crisis.
It is noteworthy that latest available data from the AQU survey, used
in this study, refer to the graduates before the introduction of the new
university degrees6 as a result of the Bologna process. In addition, in this
study we analysed the results in terms of employment of all new
education professionals, including holders of Diplomaturas, such as
teachers and social educators, and holders of Licenciaturas, such as
educational professionals and educational psychologists. While this may
be a limitation in terms of data consistency and generalisability of results,
it will allow us to conduct future comparative studies on the employment
outcomes of recent graduates and ascertain the possible impact of
university restructuring.
We hope these findings help universities to improve the training
offered in the current degree programmes, in order to develop those skills
that are key to achieving good employment. Meanwhile, students and
graduates in educational sciences can use these results to improve their
training profiles and adapt them to the demands of the labour market.
This research has allowed us to explore a new area in the employment
of graduates in educational sciences, in a context of crisis. Nonetheless,
we regard this as an exploratory study and much additional research is
still needed to determine the variables that influence employability. In
this regard, a comparison of these results with the employers’
perspectives on such variables would provide a breakthrough. It will also
be pertinent to analyse the results of the 2017 edition of the AQU survey,
which will cover the employment outcomes of the 2013 class–year, which
graduated with new curricula. This will allow us to ascertain whether the
greater emphasis on skills, promoted by new qualifications, have an
impact on employability. Our intention is to address these issues in future
research.
(6)

Royal Decree 1393/2007 of 29th October, which establishes the organisation of official university education.
(amending Royal Decree 96/2014 of 14th February).
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This report summarizes the publishing activities of Revista de Educación
in 2015. It shows the statistic data on the received and published items,
as well as the major advances in the edition of the journal. In this second
issue there is the list of the reviewers that have evaluated articles for this
period.

Articles received and published in 2015
Articles received by sections
The journal secretary received a total of 458 articles throughout 2015,
which represents an increase of 6% over 2014. The distribution by sections is shown in Figure I.
The research section still gets the largest number of originals (97%)
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FIGURE I. Total number of articles received in 2015 by sections

Results of the external peer-reviewed articles: Accepted and rejected
articles in 2015
Of all the research articles received by the Editor, 88% were rejected or
discarded.
Of all the research papers received in 2015, 34 are still under, 393 have
been disregarded or rejected, 4 have been accepted for publication and
16 have been received and published in 2015. The rest of the articles
published in 2015 were not received in 2015, and therefore they have not
been taken into account in this computation.
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FIGURE II. Progress of the articles received in 2015

Published articles
In 2015 the journal published a total of 33 articles
The following figure shows a comparison of articles published in the
different sections (2014-2015).
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FIGURE III. Comparison of published articles by section (2014-2015)

Figure IV shows the distribution of all articles published in 2015 in
the various issues of the journal.

FIGURE IV. Articles published in each issue of the journal in 2015
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Although a high variability in the number of articles can be observed,
the journal publishing policy will lead to a significant reduction in the
number of articles published in each issue, consistent with the increasing
rate of discards / rejections. The aim is to publish ten or twelve articles
per journal issue, particularly those with high scientific quality. Naturally,
the articles accepted in the previous periods were published according
to the current plan, so that the reduction in the number of published originals has gradually declined. This process has been fully implemented in
2015.

Topics of the monographic issue in 2015
The monographic section of each issue has disappeared since number
361 onwards. So in 2015 only number 368 have included said section as
a result of calls for papers published on the journal’s website.

Publishing process: Management, revision and publication of articles
Average time between article reception and its final publication
Figure V shows the average time, in days elapsed from reception of a
paper to its final publication.
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FIGURE V. Average time between reception and publication of related issues (2014-2015).

2015 revision statistics
FIGURE VI. Average time in calendar days to respond to the request for review (2015)
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From this figure, it can be deduced that the reviewers generally met
the term of the requested review

Dissemination of relevant works in the field of education
In 2015, 12 book reviews were published and 5 books were received by
the journal editors. Figure VII shows the distribution of issues, and the
books reviewed and received by the editorial board.

FIGURE VII. Books reviewed and books received in every issue published in 2015

Editorial strategy and results
The process to improve the quality indicattors of ‘Revista de Educación’
continued during 2015. This strategy started in 2005, aiming to align our
journal with the highest demanding hemerographic hindices in the most
perstigious international databases.
Revista de Educación appears in the following sources of bibliographic
documentation:
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National Databases
•
•
•
•
•
•

RESH (Revistas Españolas de Ciencias Sociales y Humanas)
BEG (GENCAT)
ISOC
PSICODOC
DIALNET
REDINED (Red de Bases de Datos de Información Educativa)

International Databases
•
•
•
•
•
•
•
•
•
•
•
•
•

Social Sciences Citation Index (SSCI)
Social Scisearch®
Journal Citation Reports/Social Sciences Edition
SCOPUS (Elsevier B.V.)
European Reference Index for the Humanities (ERIH)
Ulrich’s Periodicals Index Directory
LATINDEX (Iberoamericana)
Sociological Abstracts (CSA Illumina)
PIO (Periodical Index Online, Reino Unido)
IRESIE (México)
ICIST (Canadá)
HEDBIB (UNESCO-Higher Education Bibliography)
SWETSNET (Holanda)

Platforms of journal evaluation
•
•
•
•
•

SCImago Journal & Country Rank (SJR)
CARHUS Plus+
Matriu d’Informació per a l’Avaluació de Revistes (MIAR)
Clasificación Integrada de Revistas Científicas (CIRC)
Difusión y Calidad Editorial de las Revistas Españolas de Humanidades y Ciencias Sociales y Jurídicas (DICE)

National Catalogues
• Consejo Superior de Investigaciones Científicas (CSIC-ISOC)
• Red de Bibliotecas Universitarias (REBIUN)
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• Centro Nacional de Innovación e Investigación Educativa
(Ministerio de Educación, Cultura y Deporte)
• Catálogo Colectivo de Publicaciones Periódicas en Bibliotecas Españolas (Ministerio de Educación)
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 (Reino
Unido)
• SUDOC, Catalogue du Système Universitaire de Documentation
(Francia)
• ZDB, Zeitschriftendatenbank (Alemania)
Thomson-Reuters published on June 2015 the 2014 impact factor of
the journals indexed in the Social Sciences Citation Index (SSCI).
Revista de Educación has an impact factor of 0.241 in the JCR, occupying position 204 of 224 journals in the discipline of Education & Educational Research. This index corresponds to the evaluation of articles
published in the years 2013 and 2012.
More information on the Journal Citation Reports impact factor and
the link can be found in www.accesowok.fecyt.es/jcr/
It is also worth mentioning that Revista de Educación is in the fourth
position according to the H index of the main Spanish publications on
Google Scholar Metrics (100 journals), with an index value of 23; it is the
highest journal exclusively related to education on this metrics.

News and journal dissemination
Revista de Educación is published only in electronic format, although
there is an option to receive a printed version if expressly requested of
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the Subdirección General de Documentación y Publicaciones del Ministerio de Educación, Cultura y Deporte, which has established a printing
service on demand. This same option serves subscriptions (individual and
institutional), sales, and exchanges with other prestigious national and
international educational journals which are included in the Education.
Library. In 2015, a newsletter was kept to serve as a communication
channel between the journal and its readers. Authors of Revista de Educación have been invited to include a post about the contents of their articles published in the journal in the blog of the Instituto Nacional de
Evaluación Educativa (National Institute for Educational Evaluation).

Relationship with other journals
The indicator ‘Relatedness’, offered by Web of Science, permits the identification of citation relationships between the journal and other journals,
in both directions. In the following table, the values for Revista de Educación are detailed.

TABLE 1. Relatedness values for Revista de Educación.
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As it can be deduced from table 1, Revista de Educación keeps close
citation relationships with other education journals, psychology being the
second most closely related discipline. These patterns point out a highly
thematic specialization.
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