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Presentation

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

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

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

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

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

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

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

n Directories: Ulrich’s Periodicals Directory.

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

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

Revista de Educación does not necessarily agree with opinions 
and judgements maintained by authors
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Bullying, a moral issue: Representations of self
and moral disconnects

Bullying, un problema moral:  representaciones de sí
mismo y desconexiones morales 

DOI: 10.4438/1988-592X-RE-2016-373-319

Luciene Regina Paulino Tognetta

Universidade Estadual Paulista

José María Avilés Martínez

Universidad de Valladolid

Pedro José Sales Luis da Fonseca Rosário

Universidad do Minho

Abstract
Understanding and evaluating the scope of psychological aspects in actions

of violence called bullying can contribute to the discussion of educational
interventions that promote the type of moral education desired by educational
institutions to overcome the problem in question. Therefore, This paper analyzed
the possible relationships between the participation of adolescents in bullying,
their self-representations, and the way in which they self-regulate to morally
connect or disconnect (to judge situations where a moral content is at stake).
2,600 students aged between 14 and 15 years attending public and private schools
in the state of São Paulo, Brazil participated in this exploratory research. Students
responded to a questionnaire that sought to identify their involvement in bullying;
learn what representations they admire, identify engagement and disengagement
pertaining to moral dilemmas of everyday life regarding bullying. Finally, the
correlations between these three were analyzed. The results show that victims of
bullying are not the most morally disengaged even though they have
engagements and disengagements. They also show that subjects whose choices
lack ethical values disengage morally in bullying situations, and, though with
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significant differences, are themselves bullies. It was also found that subjects who
hold less value in their self-representations, have more moral disengagements.
Thus, we conclude that the representations that subjects have from themselves,
whether admiring ethical values or not, correlate with engagements or
disengagements in moral scenarios of violence. The educational implications
suggest public policies that consider bullying as a moral problem and invest in
ethical training of individuals to overcome it.

Key words: bullying, moral, self-representation, moral disengagement, self-
regulation

Resumen
Comprender y evaluar el alcance de los aspectos psicológicos presentes en

las acciones de la violencia llamada bullying, puede contribuir para a discusión
de intervenciones educativas que promuevan la formación moral deseada por
parte de las instituciones educativas con el fin de superar el problema en
cuestión. Por lo tanto, en el artículo se analizan las relaciones que existen entre
la participación de los y las adolescentes en el bullying, sus representaciones del
yo y la forma por la que se autorregulan para conectarse o desconectarse
moralmente, (juzgar momentos en los que están en juego contenidos morales en
situaciones de bullying). En esta investigación de carácter exploratorio,
participaron 2600 estudiantes entre 14 y 15 años de escuelas públicas y privadas
del Estado de São Paulo en Brasil que contestaron a un cuestionario que
pretendía constatar su participación en el bullying; conocer sus representaciones
de lo que admiran; identificar las conexiones o desconexiones morales a partir
de dilemas cotidianos referidos al bullying, y las relaciones entre esos tres
constructos. Los resultados muestran que las victimas de bullying no son quienes
más se desconectan moralmente, aunque presentan conexiones y desconexiones.
Muestran también que los sujetos cuyas elecciones (sus representaciones del yo)
carecen de valores éticos se desconectan moralmente en situaciones de bullying
y son, con diferencias significativas, autores de acoso. Se encontró también que
los sujetos que conservan menos valores en sus representaciones del yo tienen
más desconexiones morales. De este modo, se concluye que las representaciones
que los sujetos tienen de sí mismos, admirando valores éticos o no, correlacionan
con sus conexiones o desconexiones morales en situaciones hipotéticas de
violencia. Las implicaciones pedagógicas resultantes hacen pensar en políticas
públicas que consideren el bullying como un problema moral e inviertan en
formación ética de los sujetos para superarlo. 

Palabras clave: bullying, moral, representaciones de sí, desconexiones
morales, autorregulación
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Introduction

Bullying has been subject to different researches that intend to
understand its nature and the psychology mechanisms which allow the
actions. This article’s intention is to analyze the relation among three
elements which could explain bullying apparition – as the individual’s
moral connection or disconnection between the blokes who are involved
in bullying cases and how those values (morals or not) are in self-
representation.

Why do the researches seek this phenomenon? The first answer to this
question is because it is a kind of violence caused repeatedly, hidden
from the Authorities eyes and covered in laze periods or when children
are playing. That supposes the bullying victim would like to be someone
normal, according to the times he/she tastes the scorn flavor and the
devaluation to others eyes. At this repeatedly act, a chose happens, even
unconsciously, of who might be attacked. As whom attacks as who is
attacked are under the eyes of their equals, these ones participate on
building their identities, and the definition of who they are and how they
see themselves face others.

In this exactly relations plot where are we try to understand someone
who lays under others and, by the way, the reasons because the ones
attacked allow others to overmaster them. And, including, why don’t the
bystanders feel indignity, when seeing those scorning scenes every day? 

The act of scorning or attacking has a substrate of violence and
disrespect, what indicates bullying is a moral problem. On the other hand,
if the moral is an individual’s construction, which are the values
integrated in a person who act good or act bad? Which choices do those
individuals do to morally connect or disconnect in a violence
environment? Could these choices explain why girls and boys put
themselves in bullying situations? Finally, will there a connection between
the self-individual’s representations, their participations in bullying
scenarios and the ways how they are connected or disconnected to such
violence? The answers to these questions, which north the research will
get the colleagues closer to understand the siege phenomenon 
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The Bullying Phenomenon 

This study intends to increase the already given discussion about the
psychology mechanisms present in intimidation actions, which we
denominate bullying (Avilés, 2006; Olweus, 1999). It is about a kind of
violence, once it puts force and power to other’s liberty and, in many
times, it happens in an aggressive way. Bullying is also featured by these
actions repetition or, how Olweus would say, by an expression act “several
times and in a huge space of time” (Olweus 1999, p.11). His first
investigations (Olweus, 1993, 1994, 1997, 1999) spread in others around
the all world (Avilés, 2002; Ortega, 1990; Whitney and Smith, 1993). 

Actor, Victim and Bystander are the characters implicated on the scene.
As actors, the aggressors may have difficulties in school to adapt or obey
the rules. They lean to take medicines and present psychiatric disorders
(Fekkes, Pijpers and Veroloove-Vanhorick, 2005). This may hide
something even more important and it allows to value his performance
to locate in social relation with peers (Bentley and Li, 1995; Bosworth,
Espelage and Simon, 1999; Olweus, 1997), according to the few social
abilities that some of them have (Avilés, 2006), that may represent a
necessity to be the center of attention or a fear of not being accepted. 

Among who is bullied, the violence is found in difficulties to make
friends, loneliness, physical or psychological suffer, submission,
depression, social anxious and negative self-estimate (Eslea et al., 2004;
Masia-Warner, 2003; Olweus, 1993; Rigby, 2005; Schwartz, 2000). Recently,
Fisher et al. (2012) found out that 2,9% of victims used to self-hurt
themselves. From these, more than a half was victim of frequent moral
violence.

Others investigations show the victims are usually so vulnerable, they
usually accept to be underestimated by others, even unconsciously,
because they don’t believe themselves deservers of value. Nevertheless,
others researches (Ortega et al., 2001) highlight that the aggressor finds
difficulties to recognize the intention to make damage to others. This
point becomes the according in academy society even harder (Bansel,
Davies, Laws; and Linnell, 2009) and allows us to question until where
that could be truth. The answer is not simple and take to the plot one
participant more: the bystanders. Others studies (Bastiaensens et al., 2014;
Caba and López, 2013; Thomberg and Jungert, 2012) discuss the reasons
why a child decides or no to help the victim when he recognize a Bullying
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scene. The results point that the decision to help depends on how
bystanders evaluate the scenarios and his self-action in respect to your
relation with the victims. 

Leading from this, that bystanders don’t do a moral evaluation, when
individuals act as aggressors or do not get disgusted with violence would
be something to consider, wouldn’t? Would this same violence be
incorporated as a value to people (what would prove that other awareness
should be needed to consider affective natural and moral aspects)? These
look line perspectives which justify new studies (Ortega et al., 2001;
Thomberg and Jungert, 2012). 

One of the ways to understand the kinds individuals use to value the
actions is to comprehend how they get morally connected or unconnected
in violence situations, in other words, until which point who participate
in Bullying consider the violence as a value positive or something wrong
to do. 

Moral engagement or disengagement 

Bandura (1999, 2002) purposes himself to study moral individuals and
discuss the role from the ones who obtain their moral choices. The
individual would be, to Bandura, a judge to himself, that is activated when
evaluating in specific situations. Activities that operate in a subject is free
of self-blame and, so, they act with such detachment for other’s problem.
That is what Bandura named “Disinhibidor Power of Moral
Disengagement”. A moral engagement, at this point, is a mind mechanical
act to justify a denial in moral approach. It doesn’t matter of an less moral
answer presented by a person that things slower than others, to the
author, ‘to the immorality, the reasoning more sophisticated or simple are
enough’ (Bandura, 1986, p.25). 

Bandura, Caprara, Barbaranelli and Pastorelly (2001) reviewed a huge
quantify of investigations which show the presence of certains ways of
they called “moral disengagements”, that would be heteronym judgments
in a Piaget logic, what represented that the involvers couldn’t feel
empathy or move themselves by others pain¹. As thou, Bandura writes
eight big kind of situations where good people could make bad choices
(Bandura, 1999, 2002). In an analogy, that is possible to think in a
“photograph of moral heteronym development” - there are eight “poses”
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in which the individuals maintain their minds centered in themselves and
could act in a good way: 1- They minimize, ignore or distort the impact
of the injuries caused; 2- They blame the victim for the demage; 3- They
consider the victim’s reasons a moral cause purpose; 4- They choose
words that can’t describe well what happens (euphemisms); 5- They
compare victim’s problems to others more serious, showing the victim
still has an advantage; 6- They minimize or cover the responsibilities from
who acts in a bad way; 7- They head off or transfer the responsibilities to
an authority; 8- They point the victim as deserters of these inhuman acts
(victim dehumanization). 

Even the cognitive procedures associated to bullying issue had been
important (mind thinking, self-efficiency beliefs), otherwise the emotional
and moral social aspects, as the self-actions responsibilities have been
missed away and not investigated enough at this violence kind (Almeida
et al., 2010; Menesini and Camodeca, 2008; Pornari et al., 2010). Those
same studies signalize the need of a better comprehension to moral engage
and disengage the individuals, something others issues pointed as a parallel
way to aggressive comportments (Gini, Pozzoli and Hymel, 2014). 

So, Manesini et al. (2013) looked to students in Spain and Italy to
investigatve how bullies, comparing with victims and bystanders in
bullying situations, shown emotions related to moral responsibility (fault
and shame) and moral disengagement (proud and indifference). The
results put moral disengages emotions closer to bullies and further the
bullying victims. Thomberg and Jungert (2013) found a relation between
moral sensibility missing and been a bully, relating moral disengagement
and bullying actions. Wachs (2012), when studied traditional bullying and
cyberbullying concluded who participates in virtual medias has a bigger
moral disengagement. Even others investigations also realize that (Sonja
& Gutzwiller-Helfenfinger, 2012). 

Bystanders actions in bullying scenes also have been investigated
(Avilés, 2006; Obermann, 2011; Salmivalli and Voeten, 2004) offering
various profiles: a- The ones who are only viewers; b- The ones willing
to help the victim; c- Who feel guilty for doing nothing; d- Who is
indifferent and sees everything, but has no feeling about it (Obermann,
2001). The indifferent bystanders showed a moral disengagement bigger
than the others who are willing to help or the ones who feel guilty. That
also happened this way when talking about the self-named ‘bullies’ or
who is defined like that in bullying relates. 
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Looking closer to different bullying profiles appear various related to
moral disengagement. So, Almeida, Correia & Marinho (2010) show there
is a relation between moral disengagement and playing the bullie role,
as thou a smaller moral disengagement when playing the victim’s hero
role. Also, they examine how moral disengagement, empathy and moral
beliefs are related with actions token facing bullying. They even found a
relation on smaller beliefs in collective efficacy (while students and
teachers’ capacity to act collaboratively to decrease peers aggression) and
one aggression even more frequency and in highest levels of moral
disengagements (Barchia and Bussey, 2011). 

The biggest way of these investigations point to a need of new
questions that could relate bullying and moral disengagement better
(Almeida et al, 2012; Oberman, 2011; Turner, 2009), as thou get deeper
in psychological dimensions of interpersonal regulation in school
environment (Sagone & Licata, 2009). These las writers investigate the
relation among interpersonal adjustment, mechanical use of moral
disengagement, moral accusation and social pro actions, demonstrating
there is a relation between impulsivity and smaller capacity in social
abilities, bigger moral disengagement and implications to bullying. They
also agree that victims suffer more bullying and are more worried about
their self-image faced to others. 

Wouldn’t these conclusions, beyond considering the reasons how the
children are moral engaged or no in such situations, interest in valuating
the relating happens with children’s partners when seeing themselves?
Let’s talk about this question.

Bullying and self-representations

The presentation of a personal identity is all about a group of feelings,
representations, knowledge, dreams and projects related to the individual
himself, from the psychological point of view. That is defined by a system
where all the personal references are stake up in others and organized
on this idea (Bariaud et al., 1980). These way are raised what we can
name “Self-Representations”. We may understand the self by analyzing its
identify references. If we ask people what you should do to be admired,
we are certainly going to listen a description of an ideal image. This is
because people feed important values and not so much in their own
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standards. We would say that we indicate values associated to this
personality. Smith (1999) says “love and admiration we standard to others,
which personalities and actions we approve and incline ourselves to it,
because we are predisposed to wish and become individuals with the
same feelings and to be as loved and admired as they are” (p.143).

It’s right that recognize self-representations allow us to understand
values which are associated to the identity of an individual: if these are
selfish values that don’t consider others; if they are usually stereotyped
that only play the role to be an inspiration to others, and so they are
associated to small social conventions; ori f they really are values which
includes the self-representation and the others people, who have
admirable, wishful and respectful moral values (justice, generosity,
tolerance).

In Brazil it has been organized investigations which objective is getting
to know the Representations from different kinds of subjects and which
kind of values would be a part in these representations (Tognetta and La
Taille, 2006; Tognetta, Marcon and Vinha, 2012; Tognetta and Bozza,
2012). These researches point there is a bridge between the self
representations and the ethical values and the action to feel other’s pain
(Tognetta and La Taille, 2006); the duty to moral obligation is felt and
recognized for everybody and it does not matter which self-
representations they have; but, the injured feeling people are always part
of self-standard to the ones who has some ethical baggage. Including,
they conclude there is a kind of correspondence between the ciberbulling
author and his individualist self-representations (Tognetta and Bozza,
2012). 

So, this issue is based in literature and is included in the study of moral
disengagement relations and the bullying and it justifies, given the
analysis of relation between this three profiles, we could get deeper in
knowledge of the studied phenomenon. 

Method

The following question guided our researches: Would be a
correspondence between the participation in bullying, the ways its
applied sees themselves (the self-representation) and the social
engagement or disengagement? 
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Scope

To answer this question, it was realized in which participated voluntarily
2600 adolescents from ninth grade of the Fundamental Brazilian School.
They are students from public and private schools from São Paulo State,
boys and girls equality divided. The students are 14 years old. All them
participated voluntarily in the study with an authorization given by their
parents and by schools principals.

Tools

The tools used to each element described and compared were:
The Self-Representation: It was used a tool validated by Tognetta and

La Taille (2008), composed of two questions: What does a person who
you admires do? Three categories were chosen to the admiration list (see
Tognetta and La Taille, 2008): 1- Selfish answers, without mentions of
moral values, otherwise stuff like “mi hair” or “I admire a person who
plays soccer”. Because of that, the “other” is not involved at these answers,
even so, there is no moral content. 2- The answers already have moral
content, but it is also stereotyped or directly involves closes relations, as
we see in “I admire the beauty and the intelligence of people” or “I admire
sympathy and my mother’s goodness”. At these answers, there are no
intentions to includes a Global kind of person, as the third category. 3-
There are ethical content, as moral values – as generosity and honesty –
as other general, for example: “It’s necessary to be honest and to know
how respect other people as they are!”.

The method is built to find a new combination in which the two
answers given by the subjects could be included in the same category, so
we had the following possibilities: CA – Answers that includes an A, with
selfish contents; CB – Answers where there are a B, present stereotyped
character; CC – answers that are included in C have ethical contents; and
finally NC – answers which are not included in the same category to two
admiration questions. These answers don’t preserve the same values.
same category to the others two questions. 

Implication in bullying situations: Three items from the questions were
organized to show the participation in bullying situations (1- Have you
been injured, humiliated, missed away in front of others or some
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colleague at school have make fun from you?, How often have these
situations happened this year?; 2- Have you injured or made fun of
someone at school to irritate him or her? How ofter have it happened this
year?; 3- Have you seen someone who have been insulted, injured,
submitted, mistreated, intimidated or whom someone has made fun with
others support at school? How often have you been at these scenes in
the presented question?). 

The three items had these alternatives: No, Never, Yes, Once it
happened; Yes, Once or twice a week it happens or have happened; Yes,
It have happened even more than twice a week or Yes, It happens every
day. The results were divided in “Total Bullie”, “Total Victim” and “Total
Bystander”. It was scored “1”, when the actions happened more than once
and “0” when there was no repetition. 

Moral Engagement and Disengagement: an specific tool was used, ad
hoc, created to this study, with two stories: the first of them, the main
character was a constant victim of bullying, caused by his colleagues, who
underestimated and injured him, but he has never reacted. Intimidation
had consequences at this story: the bullies obligated him to pay their
drinks. In the second story, intimidation and aggressions happened with
a victim considered “provocative”, because, he used to reacted abruptly
to the violence and constant attacks to others. The consequence of these
acts, in this case, was not material, but the exclusion from the group. 

To each small story, 14 alternatives were created. Among them, eight
corresponded exactly to eight disengagement moral profiles purposed by
Bandura (2002). As an example, we give the following choice to the first
story: “The Asian Guy excluded himself of the group of boys” / “At least,
this way, nobody would beat him, because if they catch him, it would be
much worst!” / “There are people who takes from others!” / “The boys only
wanted to joke with the Asian Guy!”.

The others answers were about a Moral Engagement Decision. These
alternatives used to say the disrespect and ethical absence at the
characters interactions, which happened with the main character of the
story. At Japinha’s Story, we indicate some examples: “Nobody can be
under this situation” / “These guys are not polite at all” / “Didn’t they see
how bad Japinha is? What if it happen to one of them?”. The participants
in the study should indicate the alternatives that better describe how they
value the situations in the stories. 
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Results

What do relations could contribute and explain the characteristics of
these violence way – Bullying – that affects youth and kids? To find
answers to this questions, we are going to indicate the described analysis
by elements pairs. 

Self Representations and the participation in Bullying

Total bullies, victims and bystanders were defined among the ones who
indicate that often used to participate on Bullying Situations. To cruze
that with others variables, as self-representation, as an example, it was
analyzed describing each one of the roles assumed, no matter which one
on this study, that the same subject could be considered total Bullie,
Victim or Bystander. 

About the self-representations, searching a bigger quality on analysis,
it was verified the grade according to two extern judges, if he/she got
89% according to these evaluators, in their distribution of his/her answers
in each of categories. 

The study of associations between self-representation and the total
victim act or total bystander in Bullying situations, there was no
meaningful differences.  

c2(3, N= 2460) = 1,039, p> 0,79 to victims and c2(3, N= 2460) = 1,247,
p< 0,74 to bystanders

Such results indicate as bullying victims as bystanders can
participate with individual self-images, stereotyped or with ethical
values. We could say that as for bullying bystanders or victims, it
doesn’t matter what kind of self-representations they present as
individuals. Otherwise, it is between the self-representations with
bullies where we find expressive differences c2(3, N = 2462) = 32,570,
p< 0,01), as we can see at the table 1:
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TABLE I. Relation between self-representations and being a Bullie

Legends: cA- Individualists Self-Representations; cB – Stereotyped Self-Representation; cc – Ethical Self-Representations; nc

– Answers that were not included in the same category in both questions about admiration. 

note: numbers in parenthesis are related to the total of each category. 

That is possible to conclude that between Bullying Attackers 28%
mantain Self-Representations included in individualists answers, 16,4%
present stereotyped contain and only 12,8% ethical self-representation. 

And how would the Bullies, victims and bystanders act in situations
that could morally regulate them? 

Bullying and Moral Engagement and Disangagement

Data from answers indicates the moral engagement or disengagement was
submersed to a factorial and explorer analysis, pretending to identify the
dimensions agglutinated. The factorial structure that resulted represented
2 factors which explained the variously of 36,2%. We may observe a first
fact explaining a variously of 22,1%. This factor was denominated Moral
Engagement and the second factor, explaining 14% of variously named
Moral Disengagement. By the KMO metrics are confirmed the model is the
adequate (0,818), and applying Bartlett’s test, we verified such significant
differences (p< 0,001) between the dimensions. The intern consistence
(Cronbach Alpha) in the Moral Engagement dimension was 0,77 and 0,85
in Moral Disengagement dimension.

Associations to participation in Bullying Situations of victims and their
ways to engage or disengage morally, don’t sign significant differences

Paulino Tognetta, L. R., Avilés Martínez, J. M., Sales Luis da Fonseca Rosário, P. J. BULLyIng, A MORAL ISSUE: REPRESEnTATIOnS OF SELF AnD MORAL DIScOnnEcTS

Revista de Educación, 373. July-September 2016, pp. 9-32

Received: 15-03-2015    Accepted: 08-04-2016
20



F(1,1034)=1.731, p=0,188) y F(1,1034) = 0,006, p=0,939) respectively,
which explains that could happen or no Moral Engagement. On the other
hand, the bystander is more Moral Engaged and this differences are
significant (F(1,1035) = 6,359, p<0,01). So, they are less Moral
Disengagement (F(1,1035) = 0,120, p< 0,729).

In last point, the Bullie is more Moral Disengagement (their media is
positive 0,37 to the Disengagement) and less the Moral Engagement (their
media is negative -0,14 to the Engagement) and this difference is
significant to the two dimensions: Engagement (F(1,1035) = 4,993, p<
0.02) and Disengagement (F(1,1035) = 34,267, p<0.01), comparing with
those who are not Bullying authors (positive media to Engagement -0,33
and negative to Disengagement -0,85).

Self-Representations and Moral Engagement/Disengagement

The Engagement and Disengagement Measure, obtained by factorial analysis
(each question that composes the dimension is multiplicity by a factorial
valor), we have got a number that is the most positive possible: as much
positive, bigger is the engagement or disengagement. The most negative
value represents a minor practicing of engagement or disengagement. So,
we have obtained the following results considering Factor 1 as Engagement
and Factor 2 Disengagement as it appears on Table 2: 

TABLE II. Self-Representation and Moral Engagement or Disengagement 

Leyenda: cA- Selfish Self-Representations; cB – Stereotyped Self-Representations; cc – Ethical Self-Representations; nc –

Answers that didn’t include the same cathegory to both admiration questions.

Observing table 2, we note that CAs (Individualists Self-
Representations) practice more Moral Disengagement (0,34) and less
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Moral Engagement (-0.22). We also observe that CC (Ethical Self-
Representations) engage themselves more (0.19) and practice less Moral
Disengagements (0.38). To compare if these two are really distinct, among
the Self-Representations categories, it was applied an ANOVA, followed
by The Tukey Test, to check the differences. ANOVA demonstrated a
significant difference to two components (F(3,977) = 7,657, p< 0,001) and
(F(3,977) = 12,535, p< 0,001) respectively. 

It was applied a Test of Tukey (Post Hoc) to check in which Self
Representations would be the differences, so it accused that talking about
Moral Engagement, CAs (Individuals Representations) are different from
CBs (Stereotyped Representations), but not significant different from the
ones who are included in answers who gave two different answers in
admiration questions (the NCs).

To see it in a better way, we show it in Graphic I, about Moral
Engagement. 

GRAPHIC I. Moral Engagement observations to Self-Representation

Legend: cA- Individualists Self-Representations; cB – Stereotyped Self-Representations; cc – Ethical Self-Representations; nc

– Anwsers that were not included in the same category in both questions about admiration.
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We conclude the subjects with Self-Representations included in Ethical
Values (CCs) have a small variability in punctuation, what shows they are
more consistent in the answers group that point Moral Engagement. These
ones are always up to 0,00, what means more Engagement. We also observe
those whose social stereotypes are more active (los CBs) various,
demonstrating they were not so consistent when choosing their answers with
a higher Moral Engagement. Those who are included in the same admiration
category, the NCs, are also under 0,00, signalizing a smaller Moral
Engagement, and also bigger variety. The CAs are different from CCs and
CBs and look like NCs. So, the CAs show smaller Moral Engagement with
those that are not included in their responses in the same category (NCs).

Even so with Moral Disengagement, after the Tukey Test (Post Hoc),
we have got the CAs (with individualists Self-Representations) present
themselves different from CBs (with Stereotyped contains), because of a
more Moral Disengagement (0.342) comparing to CBs (-0,13). In Graphic
II, we can see these results. 

GRAPHIC II. Pointing Moral Disengagement to Self-Representation

Legend: cA- Individualists Self-Representation; cB – Stereotyped Self-Representation; cc – Ethical Self-Representation; nc –

answers that are not included in the same category to both admiration questions. 
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The CAs show results different of others (even closer to NCs). The
variety of their Moral Disengagement is also bigger. Their Moral
Disengagemented is also bigger. They is more Moral Disengagemented
(more positive results) even the CCs, which Self-Representations are
Ethical, are the ones who have smaller Moral Disengagement (the results
appear negative.

Discussion

The results found at these studies, more than a diagnostic, may sign some
characteristics about Bullying and impulse us to go even deeper in
emotional and moral dimensions that are on the scene (Caravita, Gini and
Pozzoli, 2012; Ortega, Sánchez and Menesini, 2010), and to consider the
components from that dynamic (Avilés and Alonso, 2008), to planting the
necessity of explaining education and step in on sign constructions
(Avilés, 2015), that explain the affective and moral dimensions when the
subjects judge their relation among peers.

It was possible to agree the bullying is a moral problem (Avilés, 2013;
Caravita, Gini and Pozzoli, 2012; Gini, Pozzoli and Hymel, 2014). When
correlating the Self-Representations and Kinds of Moral Engagements, for
an example, we conclude, that the subjects who do not maintain the same
way of admiration are more inclined to Moral Disengagement. This
happens because the morally conduction supposes maintains the values
in every situations, as Piaget have highlighted (1932). 

At the same way, the correlations between Self-Representations and
Acting in Bullying Situations show that Bullies have more Individualists
Self-Representations (28%, while 16,4% presents stereotyped contain and
only 12,8% moral actions). They need more “Moral Sensibility”, because
they don’t use to include the peers in their value universe and can’t get
out of their own perspective (Ortega, Sanchez and Menesini, 2002). They
also are more Moral Disengaged (Fonzi and Vanucci, 1997; Oberman,
2011).

When the discussions come to correlates Bullying and Moral
Engagement, the victims are not the ones who are more Morally
Disengaged; even they present engagement and disengagement. It doesn’t
happen the same which Bullies. These last ones are the most Disengaged
and unrelated to moral situations (their media is positive, 0,37, to
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disengagement and negative to Engagement, 0,14). The Bullies have more
capacity to deactivate their control selecting a bad Moral Behavior and
re-signifies the reproachable act justifying it morally.

Exculpation, minimization and provocation are some of their
arguments (Avilés, 2008). The Moral Disengagement incentivizes such
actions, which would be morally incorrectly and let them without fault
or self-censure (Ortega, Sanchez and Menesini, 2002). That is usual from
these situations of moral heteronomy. 

That is also conclusive that to establish a correlation between Moral
Disengagement and Self-Representations, those who admire individualists
contents (CAs) might be more Disengaged (More disengagement –0,34–
and less then Engagement, 0,22) from those who admire ethical contents
(CCs), but they are not enough different from the ones who doesn’t have
the same admiration profile in their Self-Representations (both under
0,00). Such individualists such the ones who don’t maintain a value
present themselves as Morally Disengaged. Anyway, it’s relevant to say
that in the punctuation of Moral Engagement (see Figure 1) is shown a
bigger variety of answers because of CAs (individualists restrained in their
Self-Representations) and of the NCs (don’t talk about the same value),
the respect to who have ethical representations. Even these last ones
show more Moral Engagement (more positive) their answers don’t vary
too much. This result is repeated in when we talk about Disengagements.
How the figure 4 shows, los CAs (individualists restrained in their Self-
Representation) present more Moral Disengagements than CBs
(Stereotyped Restrained), and the CCs (Ethical Restrained), and they are
almost equals the NC (those who don’t have the same answers category
about admirations). Again, the variety of content in answers of those who
have ethical values still is not so big.

Certainly, all these data together show us the moral position faced a
Bullying situation that could explain the kinds in which the actors make
his decisions. The correlation of these three points allows us to affirm
injures between peers need to be seen as a problem in which ethical is
necessary. It takes us to think in Bullying Superation and its relation to
interventions that look to the injured subjects moral (Avilés, 2015; Avilés,
Irurtia, Gª-López and Caballo, 2011). 
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Education Limits and Implications

It is necessary to investigate more, pretending to ask this theme,
considering this issue has limitations, when talking about analyzing the
statistic data, which claim for other more, completes Works. Even so, just
with the numbers described here and covered by the analyze made is
possible to conclude the relation that exists between the Bullies who has
a role to play on a Bullying scene, to have Individualists Self-
Representations and Moral Disengagement face a moral problem. 

There are different educative implications beginning with those results.
It is right that to the institution of education the Bullying Presence
supposes an indicative that its idea of pacific convivence, and tolerance
and respect to others ideas are not been raised.

Unfortunately, otherwise, there are many schools, mainly in Brazil, that
do not recognize Bullying problem as something to worry about. This is
because in those institutions the convivence at school is far away to be
some of their objectives. Certainly, it has been the “Aquilles’ heel” to many
educative institutions. Not only because of the Bullying presence, but also
for so many others micro-violence that challenge teachers to consider
something that has been thought a long time ago, moral education to our
youth and kid. Yes, the building of an ethical personality happens in a
raising process of the individual himself – the self-regulation – boys and
girls at schools in these teaching institutions need space to become aware
of others pain, to prepare themselves to correct their mistakes and to say
what they feel in injuring situations. 

Probably there are spaces where it could happen. In 1932, Piaget
defended that cooperation is the only way to go over the heteronymous
condition, in which various Moral Disengagements appear. Even so, the
acceptance and cooperation must be comprehended in a psychological
dimension; it is not only about mutual support, but a coordination of
perspectives. We need to believe in spaces in which subjects like
convivence could be treated by the ones, by right, as part of a determinate
convivence group, which can think their own actions, in solutions to their
problems and where they can learn to make right their mistakes with
people they could have caused some damage to and no by punitions that
allow the Bullies to be free to do others mistakes, after he save out some
punishment.
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We go even further. It is the institution obligation to give tools
moments and spaces thought to come and reflect education with their
students, by strategies and activities planned intentionally and inserted
in the school’s Schedule. This should be applied by the teachers in
educational subjects to move even the family and society. That is a
collective action. It’s time to put in practice projects anti bullying and
eradicate abusing in schools environments, by adopting the moral
education as the final destination (Avilés, 2015; Avilés, Irurtia, Gº-López
and Caballo, 2011). 

One Word: the alternatives to win bullying are those that put students
as main characters or agents, as Bandura (2002) would say, when he tells
us the concept of agency: “May the students be part of the solution and
not the problem” (Avilés, 2013).

The results in relations established showed show much sensibility our
children need – even the aggressors. So, it’s necessary to give them
opportunities to realize others’ feelings (Robinson and Maines, 2003).
Many times, Bullies didn’t know others ways to relate to each other than
aggression, violence, inattention, injuries or humiliation, which makes
hard to make them understand there is, in their own world, tools to sort
out problems without this ways (Hoover, Oliver and Hazsler, 1992).
Because of that, it is necessary to help them to listen to the ones who
suffer aggression. It is necessary to incentivize them to go out there own
point of view and think how would be in a situation closer to their
victims. 

Beginning at the victims’ point of view, we would get right that his
worst enemy is himself, behind the list of attacks to him identity. Data
obtained by the convivence with his peer would show the thoughts that
are on his minds and get him guilty by it. Girls and boys bullying victims
need to get better by themselves with adults and equals help. They need
us to help them to feel indignity by the injuries they did. 

Data of this investigation show is necessary that equals become part
and act in the institutions they are. They can’t be bystanders that wait the
adults’ actions. They need to become main characters, because, on this
way, they could decide and help, choose, decide and replace the peace.
In meeting coordinated by teachers, in actions that could help to
understand and to regule the dynamics and the interpersonal relations,
which could allow them to collaborate with what they think.
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The correlations established allow us to think, in the need of an
understanding of the phenomenon and the moral decisions since their
beginning to its resolution. To us, it stays the hope that such
understanding could become public policy that could, in Brazil an all
around the world, go on, with less punishments and more formation
actions of the educational agents (family and teachers) so these could act
as an argument to convivence as an objective to be supplied at school,
and so, values as justice, tolerance and respect could be part of daily
relations at schools. 
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Abstract
For many young people who enrol in intermediate VET (Ciclos Formativos de

Grado Medio – CFGM, ISCED3B), the transition from compulsory education or
other alternative programmes becomes a complex process, where the possibility
of reconstructing their academic identities positively is highly relevant. In this
article we aim to illustrate the complexity of this process, through the narratives
and trajectories of five young people who decide to restart a CFGM after having
dropped out of previous ones. The data comes from a broader study, based on
qualitative methodologies, which explores ways of constructing and
reconstructing socio-school identities in a group of 19 students from the first year
of a CFGM in an industrial specialty. The strategic use of expressions like «liarla»
(messing about) and «rayarse» (getting wound up) in their stories shows the
transition from a counter-school identity that is dominant in compulsory
education to a process of withdrawal with regard to the subject in its passage
through the CFGM. The entry into the new VET school culture will be marked by
confusion and loneliness on being confronted by a new environment where the
tools with which, in compulsory education, they «were at least someone» no
longer have any value. The ways in which they try to reconstruct their school
lives coherently show us how these attempts to combine past, present and future
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in their stories also involve resolving the contradictions in the educational system
itself, of which in part they are an effect.

Key words: Vocational education, academic identities, school dropouts,
educational transitions, Initial VET, school cultures, exclusion, education system,
re-entry of students

Resumen
Para muchos los jóvenes que acceden a los ciclos formativos de grado medio

de formación profesional (CFGM), la transición desde la educación obligatoria u
otras vías se convierte en un complejo proceso, en el que la posibilidad de
reconstruir positivamente sus identidades socio-escolares ocupa un lugar
relevante. En este artículo pretendemos ilustrar la complejidad de este proceso,
a través de las narrativas y trayectorias de cinco jóvenes que deciden reiniciar un
CFGM después de haber abandonado otros. Los datos proceden de una
investigación etnográfica más amplia, basada en metodologías cualitativas, que
explora las formas de construcción y reconstrucción de las identidades socio-
escolares en un grupo de 19 alumnos del primer curso de un CFGM de una rama
industrial. A través del análisis de sus discursos, observamos como el uso
estratégico de las expresiones ser de los que la liaban y rayarse muestra la
transición desde una identidad contra-escolar dominante en la ESO, a un proceso
de repliegue sobre el sujeto en su paso por los CFGM y tras sus primeros
abandonos. La entrada en la nueva cultura escolar de la formación profesional
estará marcada por el desconcierto y la soledad ante un nuevo entorno, en el
que las herramientas con las que en la etapa obligatoria al menos “fueron
alguien” ahora ya no tienen ningún valor. La forma con que intentan reconstruir
de manera coherente sus trayectorias escolares nos mostrará como estos intentos
de conjugar presente, pasado y futuro en sus historias y encontrar una posición
en su discurso, implican además resolver las contradicciones del propio sistema
educativo, del que en parte son un efecto.

Palabras clave: Formación profesional, identidades escolares, abandono
escolar, transiciones educativas, CFGM, culturas escolares, exclusión, sistema
educativo, reingreso escolar.

Introduction

In the Spanish educational system, intermediate level of VET courses
(ciclos formativos de grado medio - CFGM) are the option for young
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people who, after completing compulsory secondary education (ESO),
choose to pursue professional training (ISCED3b, in the international
standard classification of education). In addition, the CFGM have become
an important means for returning to formal training for many young
people and adults who left school without any qualification (Valiente,
2014). Despite the remarkable increase in enrolment in recent years, data
such as that of the State System Education Indicators (Ministry of
Education, Culture and Sport, 2014) shows that gross rates for
qualifications at this stage are still the lowest in the educational system.

This fact provides us with evidence that many of the young people
fail to finish their studies, or find it difficult to do so in the period
provided by the system. The data does not explain the variety of
circumstances that may have arisen (changes in CFGM, incorporation into
the employment market, repetitions, etc.), but rather shows a situation
that relates specifically to this stage and that deserves specific attention.

Although the CFGM usually form part of the measures aimed at
reducing early school leaving rates, there are no indicators that assess
their effectiveness in this purpose (Carrasco and Narciso, 2013). The
invisibility of the specific problems of this stage reflects a significant
imbalance between the education policies for access and policies for
retention if we consider that the CFGM are still, in our educational
imaginary, a second chance for young people with schooling histories
that show a lack of interest or are deemed to be poor performers.

Sometimes the CFGM become the preliminary stage of a costly rite of
passage into the adult world of employment. In this sense, repositioning
young people in society as productive subjects can be complex, especially
when those who occupy the lowest ranks in a precarious employment
system find neither symbolic nor instrumental compensation.

The early leaving from a CFGM or the difficulties many young people
encounter in them require an analysis in terms of their specificities as a
transition, considering how risk factors acquire particular meanings on
coming into contact with each educational context (Brown and
Rodriguez, 2009). If it has not been possible to establish definitive causal
relationships between risk factors and abandonment, and it is likely that
these are indicators of more complex processes (Häfeli and Schellenberg,
2009), perhaps this complexity can be explained by means of the
meaning that these factors can acquire in the process of constructing and
reconstructing the social-school identities of the young people. The
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transition to the new learning context involves changes and ruptures that
the young people have to undergo along the way, and their difficulties
can be analysed from the standpoint of a lack of sense or based on the
conflicts of identity that can occur during the process (Zittoun, 2008).

In the sections that follow we address some aspects of this complexity,
by analysing the discourse of five young people who begin a CFGM again
after dropping out from others. Firstly, we will briefly present a number
of prominent points taken from the literature related to our approach.
After setting out the methodological aspects and the context of our
research, we will present the results of our analysis, focusing on how the
young people give their experiences coherence and how they relate to
the problems of the transition to the CFGM. Lastly, in the discussion and
the conclusion to this article, we will relate our results to the effect of
sociocultural aspects and tensions in the educational system that end up
being highlighted individually in their personal accounts.

Identity and individualisation in the transition to the school cultures of

vocational and training education

Acquiring a positive school identity has been considered a key factor in
keeping young people in the school system (Finn, 1989). Aspects such
as school organisation, the type of privileged knowledge, the expectations
of the teaching staff, or the relationship with the peer group, are key
factors when it comes to considering the ways that young people position
themselves, with their own expectations and origins (Wexler, 1992;
Whortham, 2006).

The literature focusing on the socio-cultural aspects of VET has
highlighted the relationship of these processes of identification with
exclusion and selection, implicit in their goal of socialising young people
for employment (Bates, 1991; Colley, James, Diment and Tedder, 2003;
Vincent and Braun, 2011).

Interpreting learning as a social process linked to a transformation of
its participants (Lave and Wenger, 1991) will be a basic premise for
understanding the dynamics involved in identifying young people within
a particular learning culture, i.e., «a particular way of understanding a
place of learning as a practice made up of the actions, dispositions and
interpretations of its participants» (Hodkinson, Biesta and James, 2007,
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p.419). How one understands what teaching is, how one values what
learning is, and what socio-cultural references are linked to the ideal
worker in the professional culture of each speciality will be core aspects.
Being «the right person for a job» and acquiring a «professional habitus»
(Colley et al., 2003, p.488) involve a process which, more than academic
knowledge, involves a negotiation between the self-perception of the
young person and the attributes that govern the regulatory figures at the
margins of the formal curriculum. This entails adjustments, but also
intractable conflicts, in which power relationships and uneven resources
for negotiating play a central role (Colley et al., 2003, p.492). These
processes take on a specific dimension on moving on to CFGM, not only
because of the relevance of the decisions in the young person’s future
career, but because these are made at a moment of transition filled with
uncertainties about how to define oneself in the adult world (Cohen-Scali,
2003). 

Considering the difficulties of young people in these stages as the
result of the meaning given to the meeting between their expectations
and those of a certain culture of learning is not something that is
exhausted in the environment of the school and in its daily dynamics.
These difficulties are inseparable from systemic factors, such as the
barriers that the design of the educational systems themselves may
present (De Graaf and Van Zenderen, 2013; Jørgensen, 2011), or the
weight of sociocultural discourses about the responsibility of the young
person in successfully building his or her transition to social adulthood
via work. Issues such as these pose added difficulties when starting out
from unequal socio-economic and educational situations. The political
and social discourses on equality of opportunity and the young person’s
responsibility in his or her training involve an important conceptual shift,
on assuming that individuals, rather than belonging to a class, are part of
a uniform citizenry in which a person is included or excluded according
to their employability (Thompson, 2011). When the forms of social
representation are reduced to simple participation/non-participation,
political and social problems tend to be individualised (Dawson, 2012,
p.307).

Analysing decisions to leave the CFGM from the standpoint of
exclusion implies considering that the latter may act from different levels:
systemic, institutional and individual (Jørgensen, 2011). However, the
processes of exclusion tend not to be perceived as such, but rather take
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the form of individual decisions, by means of which young people accept
structural constraints as their own, adapting them, with some degree of
coherence, to their personal narratives (Jonker, 2006;) De Graaf and Van
Zenderen, 2013).

In this article, we analyse some of these issues, situating them at a
precise moment in the trajectory of five young people who decide to start
a CFGM after dropping out of others. Based on the concept of identity
devised by Dubar (1991), and defined as «...the result that is at the same
time stable and provisional, individual and collective, subjective and
objective, biographical and structural, of the various processes of
socialisation that together individuals build and define institutions»
(Pag.111), our perspective consists of analysing the socio-cultural aspects
of the school environment that affect the critical transitions to the cultures
of learning in the CFGM, with these being understood from a scaling
standpoint (Hodkinson et al, 2007) and as a place of transition, where
young people should make an intense effort to reconstruct their previous
school identities. 

Method, criteria and participants 

The data used come from a broader ethnographic study, aimed at
exploring the processes of reconstructing the social and school identities
of a group of young people in the first year of an industrial specialty of
CFGM1. The field work was carried out over nine months of the 2012-13
school year in a public secondary school located in a suburb of a city
close to the metropolitan area of Barcelona. 19 students aged between
16 and 40 participated in the study, together with five teachers from the
teaching staff.

The field work was carried out using qualitative methods, based on
observation in classrooms, workshops and other areas of the centre and
by conducting semi-structured interviews that were aimed at the
participants at various times throughout the school year. We obtained the
informed consent of the participants under a commitment of
confidentiality, and for this reason we have avoided being more specific

(1) This paper is part of the author’s PhD research that is being carried out within the FP7 Project RESL.edu
(Reducing Early School Leaving in Europe, 2013-2018), coordinated at UAB by Dr. Silvia Carrasco.



with regard to the location of the centre, and the names that appear in
the article are pseudonyms.

The results we are presenting are from interviews conducted during
the first term of the school year. These covered socio-demographic
aspects, school/work biography, motivation and expectations. By
analysing interviews with 19 students, we were able to distinguish four
logics that guided their particiption in the course: a logic of improvement,
a credentialist logic, a logic of continuity and a logic of change. The
concept of logic was inspired by Dubar’s logic of action, understood as
the type of rationality that gives coherence to past practices, current ones
and those envisaged in the future in education/training (Dubar, 1992,
p.511). In order to identify it, we took three aspects into account:
elements indicating a constructed employment and/or school identity, the
meaning given to their presence in that course and the type of future
projection made. Significant variables were the socio-economic moment
at which they finished compulsory education (ESO/EGB), the type of
previous work experience or not having had any, the problematic
experience of their past schooling, and having gone through periods of
employment and training inactivity. These logics explained the different
attitudes in the new course: a heightened commitment on being faced
with the possibility of enriching professional projects already begun
(improvement logic), a sceptical pragmatism towards those who already
received qualifications in other courses but had only known the
precariousness of the employment world (credentials logic) or simply
continuing in the system after the ESO, with a professional project that is
still very unclear in terms of their expectations (logic of continuity).

We will focus here on five youngsters who share the logic of change:
Jonatán y Abdel, 18; Moha, 23 and Iván and Ricardo, 21. We chose this
group since they presented previous examples of dropping out and
because they had the greatest difficulties in integrating in the course. All
of them had dropped out of between one and three CFGM previously,
and had experienced periods of inactivity in terms of employment and
training (from six months to two years). In none of the cases was there
any formal contact with the world of employment, only some sporadic
work in two of them, helping friends or relatives.

Their socialisation via school had been negative, and via employment
non-existent. They were burdened with an image of being a poor student,
which they attempted to overcome by means of a discourse that criticised
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their past and presented the new course as the beginning of a stage that
would change their trajectory, being associated more with a personal
change than a specific professional project. Four of the youths had
managed to complete the ESO after repeating and with board approval
at the end of the stage, and only one of them (Jonatán) failed to finish
the ESO, and accessed the first CFGM by entrance examination.

Regarding their socio-economic situation, they belong to working-class
families that, in four of the cases (Jonatán, Ricardo, Abdel and Moha),
were experiencing economic difficulties during the course. Their fathers
had worked in low-skilled jobs related to the construction industry and
were unemployed. In three cases, their mothers worked (two working as
domestic cleaners and one as a shop assistant). The fifth case (Ivan)
presented the most stable economic situation, since the father and the
mother had an occupation (transport & services).

A discourse analysis has been applied to the texts produced as a result
of the interviews, taking into account their expressive dimension (Jociles,
2005) and understanding the discourse as «a conduct expressing
subjectivity (a model and/or a cognitive, evaluative and emotional
attitude) and is the product of the socio-historical praxis» (Jociles, 2005,
p.22). In our analysis, we focus on the aspects of the discourse aimed at
producing coherence and its fissures, as narrative acts in the context of
the interview and as a work of narrative composition which, drawing our
inspiration from Gubrium and Holstein (1998), involves both the
resources with which the story is organised, and the available meanings,
the storyline and links that are «made coherent» in their personal
accounts. 

Being one of those who messed about: a normal thing for a boy, right?

The most recurrent image of these five youngsters for defining their path
through the ESO was that of being «the kind that messed about»:

Ricardo: I was a boy, and I was one of those who messed about, you
know?
Int.: And what do you mean by messing about?
Ricardo: Well, I don’t know, behaving badly, right?
Int.: And what is behaving badly?
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Ricardo: (laughs) well, I don’t know! Not listening, fooling around
with...a lot of things.
Int.: But, for instance, it’s possible to not listen without messing about,
isn’t it? 
Ricardo: I don’t know. Acting the goat, in other words. A normal thing
for a boy, right?
[Ricardo/pif/25-10-12]

They associated this attribute with a childish, socially justifiable
attitude which placed them in a different present, using a discourse that
was somewhere between condescending and sanctioning and that
reinforced the credibility of their project of change in the presence of the
interviewer, although in some cases the convergence of this positioning
and the subjectivation of a counter-school identity were situations that
were not fully resolved:

Iván: Well, my mother was very cross, but that’s normal isn’t it?
Because now I think about it, I’m, in quotation marks, ashamed,
because I said I could make good use of the time and not do that.
Int.:Yes?
Iván: Of course. I think about it now... and now I wouldn’t do things
like that. Maybe yes, mess about a bit, but not in the way that I did
mess about, because I’ve always, I mean, all my life I’ve always been
the typical tearaway and the like, but... now things are different. Now
I think about it and I say, well maybe it wasn’t so good.
[Iván/pif/04-12-12]

The centrality of this counter-school image in their stories about the
ESO revealed key aspects for understanding how they thought about their
school past and the effect this could have had on their transferral to the
VET courses. These involved two aspects: the latent idea about their
inability to study, and an understanding of the world of school world
based on docility-conflict that will be limiting. Both of these revolved
around an argument they shared in their accounts: they failed because
they messed around and not the other way around.

Research such as that by Kaplan, Peck and Kaplan (1997), based on
the central frustration - self-esteem theme put forward by Finn (1989),
has shown precisely how the negative interpretations of standards at
schools are those that end up generating attitudes of disaffection and
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negative effects on self-perception. In the case of these young people we
can only know what they tell us, yet the insistence with which they
stressed that, despite everything, they were not «thick» or that they were
«worth something« meant that, at the very least, they had accepted the
expectation of being identified as incapable as a reasonable one.
Neutralising this possibility with sound arguments, based on what
secondary school teachers said, was necessary, although this implied
having accepted other labels that they were willing to present as part of
their «personality»: 

Jonatán: Because the teachers told me that if I don’t pass it, it’s because
I don’t want to, because I have the ability and... that if I don’t get it,
it’s because I was a slacker.
Int: That’s what they told you, that you were a slacker?
Jonatán: Yes, that I was a slacker, and I was a slacker.
Int: And you believed you were a slacker?
Jonatán: Yes! and I still think I’m a slacker! But well, now I’ve changed
a bit, you know?
[Jonatán/cap/30-10-12]

Presenting oneself as slackers or tearaways was the result of a
negotiation that involved not only the image projected in the context of
the interview but also the positioning from which they attempted to
reconstruct their project of personal change in the new course. However,
this position rests on a fragile base, on which the suspicion of their lack
of ability will emerge when being «one of those that messes about» fails
to explain why they end up abandoning their initial CFGM. 

For these five youths, who had failed to find a place at school where
they could construct themselves positively, being lazy or «one of those
that messes about» becomes the best alternative when faced with the
prospect of being labelled as incapable. These identifications were
significant, as opposed to students, employing different logics, who on
having gone through difficult periods in the ESO, justified them by means
of a critical discourse about the school or other external factors. Not
having gone through periods of school inactivity, although they had
changed their course (logic of continuity), having already obtained a
CFGM qualification and some kind of precarious work (credentialist logic)
or having been able to develop a positive social-employment identity
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(improvement logic), were determinant variables in their ways of
presenting their pasts at school, compared to these five young people for
whom passing the course involved a personal change.

In addition, their experiences in compulsory schooling had structured
their understanding of the social and school world in the conflict-
comformity sphere, a place from where they articulated their proposal
for change and for being a «good student»: one who did not mess about.
This idea also resonated in the ways in which they highlighted features
related to the avoidance of conflict when they were asked what they
thought a good worker should be like:

Because what you have to do... is that no..., I don’t know, someone who
does things well, listens, behaves, right?
[Ricardo/pif/25-10-12]
Simply being... being on time at work and of course not having
conflicts with workmates, getting on well, being punctual, doing things
properly, I mean like... making ant effort in what he’s doing.
[Iván/pif/04-12-12]

During that course, however, the image of the docile student that they
proposed had a low exchange value in the economy of identity (Wexler,
1992) which governed the course. Understanding its rules was one of the
major difficulties, in a sphere where the attributions of the teachers, those
of the peer group, those experienced by them and those they now
proposed were intertwined. 

In our study we see how these identifications underwent shifts of
meaning, reflecting the prevailing value systems in the course they were
beginning: between «an academically deficient ESO pupil» and
«incompetent worker», between «good student» and «adult student with
professional experience», or in the manner with which the students
classified “big» students and «young» ones, which was related less to age,
than to ways of being in the school space associated with social values
about adulthood constructed from the idea of responsibility at work. 

With no work experience and a precarious school identity, these
young people shared a situation of disadvantage when it came to
interpreting these meanings and identifying with their images. 

Reconstructing themselves in terms of docility was not enough, and
reflected a scarcity of resources for interpreting the new learning culture,
something which was also present in the experiences in their first course.

Pérez Benavent, M. J. FROM MESSInG ABOUt tO GEttInG wOUnD UP: MEtAPhOR AnD COhEREnCE In thE StORIES OF FIvE yOUnG PEOPlE REtURnInG tO CFGM

Revista de Educación, 373. July-September 2016, pp. 33-55

Received: 22-07-2015    Accepted: 26-02-2016
43



If in the ESO they had faced a kind of visible authority which could
clearly respond to with an anti-school attitude, the possibility of opposing
this attitude in their initial courses fades on being faced with a type of
authority which reacts with indifference:

Int.: And the teachers from the other course, what about them? Were
they harder? Were they the same?
Jonatán: It’s not that they were harder, but rather they didn’t give a
damn about you. If you didn’t do anything, then they didn’t care about
you and they ignored you, you know? Which is what I did. Actually,
it’s normal, you know? If you don’t want to take advantage of the time,
the teachers are going to be looking out for you.
[Jonatán/cap/30-10-12]

From messing about to getting wound up: withdrawal by the individual

If being one of those that mess around implied the ability to act upon the
school environment and «be someone», in their explanations about the
CFGM any clear form of identification disappears, and the reasons for its
failure fall back upon the individual. From the child who is rebellious but
in the end clever as his or her image in the ESO reveals, we turn to the
image of a young man paralysed on losing control over a learning
environment where his ESO tools do not work. The reflexive form in
Spanish of the verb rayarse (getting wound up) appears in his
explanations as a metaphor that condenses this turn around in his
discourse.

«At the beginning, I wanted to do a course of... well... physical
education, you know?» The one of..., but it turns out it was in XXXX
and stuff like that, and going to XXXX, I don’t know, I’m not into
that... and so I signed up for electricity here, and I’ve ended up
studying with people much older than me, but a lot, 40, 35, and there
were none of my age, you know? And I me... I got really wound up
man, I studied on my own there and didn’t know anyone... I got
wound up a lot, so I packed it in man. (…) I felt I was all by myself on
that course, yes.” [Abdel/pif/15-11-12]

«Being wound up» occurs after a variety of vague and contradictory
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circumstances appearing in his explanations (classes being in the evening,
having to travel to the city, have adult classmates). These explanations
end up being anecdotal once confronted by arguments that break the
fragile consistency of his descriptions of a rebellious but clever child inn
the ESO, as is concluding that in the end he didn’t pass the ESO by his
own means («It’s a miracle that I managed to pass the ESO»
[Moha/poli/22-11-12]; «the teachers said, the lad isn’t stupid, we are going
to give him the certificate and let him get on with it, right?»
[Ricardo/pif/25-10-12]) or calls into question his ability to study («No, no,
I didn’t like it, I found everything very difficult. It requires a lot of
studying, and studying isn’t for me, no way...» [Jonatán/cap/30-10-12]).

«Getting wound up» is a metaphor that refers to meanings related
experiences that are difficult or awkward to explain, associated with a
loss of control over the new learning environment and with loneliness
(«I stopped going. I didn’t fit in there, you know? I didn’t know where I
was.” [Ricardo/pif/25-10-12]), towards an unbearable experience («It’s
something you say: if I stay here any longer I’ll go crazy. No, no, I just
didn’t see any way...” [Iván/pif/04-12-12]) or to a particular form of
boredom («you mess about when you’re very bored» [Abdel/pif/15-11-
12]), that is sometimes expressed as something that happens when faced
with a perspective of failure, and that leads to a disconnection:

Moha: The problem I have is that when I mess about I disconnect.
Int.: What do you mean you mess about?
Moha: Like when I don’t like something, or I see I’m not going to pass
it or something, I say that then I disconnect.
[Moha/poli/22-11-12]

Their discourses suggested a withdrawal by the individual that
acquired different inter-related dimensions in a sequence of their lives
that had still not ended. For some this sequence is prolonged for years,
as in the case of Moha and Ricardo, who had tried to study three and
two courses respectively before arriving at the current one.

The feedback between a limited subjective perception of their
capabilities, and an objective limitation of their possibilities, not only
leads to them narrowing their expectations, but to a progressive reclusion
in family spheres or those close to them. These spaces will limit their
options, and the new and little-motivating choices they make for training
will again end up in them dropping out.
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Despite the fact that dropping out frees them from an unbearable
situation, their periods of educational and employment inactivity end up
being an extension of the disorientation they have experienced. These
periods will be narrated as confusing experiences, parentheses that
appear not to count in social time, where what they do is considered as
«nothing», and where no kind of activity is considered:

Well I don’t know, I was all day...I don’t remember very well, but I was
at a dead stop yes, I didn’t do anything. There wasn’t much to do, I
couldn’t do many things as well.
[Abdel/pif/15-11-12]
Ugh... well, watching the telly, on the computer or of course... no... (...)
Yes, I’ve had and mmm...I mean I told myself told me that no... I don’t
like to be, or I don’t want to go on like this, but of course... then I
thought ugh... of the things that there are, almost...
[Iván/pif/04-12-12]
I didn’t do anything. I went out, walked about and in the evenings
with my friends. I wasn’t concerned about anything. I was lost. At those
times I was lost.
[Ricardo/pif/25-10-12]

The neighbourhood and its surroundings end up forming the
boundaries of the «subjective geographies of their opportunities» (Green
and Whithe, 2008, p.222), as the only place for training or searching for
work; work that never comes, with their social capital reduced to close
networks of friends and family; also in a precarious situation, and with
training opportunities that are limited to what is offered by the school
nearest to their home. 

In four of the five cases the choice of the course that they begin in
the 2012-13 year is determined by closeness to their place of residence
(«I had to do something and I said to myself, well I’ll come here it’s close
to home and if I’m lucky, and look... they accepted me» [Ricardo/pif/25-
10-12]). Ivan, the only one who lives in an area that is different from that
of the secondary school, will return to the centre where he dropped out
of his first course after a course in plumbing in the Mancomunidad, where
he states that he discovered that what he will now study is more
appropriate for him than his first choice, a CFGM in image laboratory («it
didn’t look like it was for me» [Ivan/pif/04-12-12]). He associates
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plumbing with things that happen in the ‘normal’ life, a reason why he
enrolled in the new course, related to this professional field:

Int.: And did you like these courses (plumbing)?
Iván: Yes, because, mmm... I don’t know, as they were things that could
happen to me in life, in normal life, that is, for example, welding,
whatever, or... having to change the pipes in something, so I said, well...
let’s try it to see what it’s like (...) this basically, the course that I’m
doing, I mean... now yes, I like some things, but... basically I do it
because I think that it might lead somewhere, not because I initially
said: wow I’ve got to do this definitely!
[Iván/pif/04-12-12]

Going back to studying becomes an urgency that reflects the
experience of the exclusion experienced or that they sense that they may
experience: feeling left out of the group of friends from the
neighbourhood («well, seeing how things were, seeing how I was, and I
saw that my friends had started to move, and I said, shit!») Well, I’m not
going to be the stupid one that...that...” [Ricardo/pif/25-10-12]) or access
to consumer goods that aid their sociability, as in the case of Jonatán,
whose parents have been unemployed for a year:

Int.: And what difference is there between this year and last year?
Jonatán: well....more than anything for me, I’ve changed my way of
thinking. I’ve realised that there is no work, and unless I study, I’m not
going do anything, and I am not going to earn any money and I am
not going to get my driving licence, I’m not going to do anything, you
know? (...) I see it as a necessity more than anything else, because my
parents can’t give me money, because for example if I want to go out,
because they can’t give me money, and I have to look out for myself,
you know?
[Jonatán/cap/30-10-12]

The urgent requirements and needs arising after their periods of
inactivity do not mean considering the possibility of attempting to achieve
what they explained in the interviews they would have wanted to be: Iván
will not be a musician, Ricardo and Moha will not be car mechanics, nor
will Abdel be a P.E. teacher. Only in the case of Jonatán, the only one who
did not complete the ESO in his day, those desires seemed never to have
been created: “well no, I’ve never had any of those.” [Jonatán/cap/30-10-
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12].
During this process they have readjusted their expectations, using

explanations that give a consistent meaning to their trajectories: the
assumption that one is a conformist («I.. the thing is that I am a person
who confor..., how do you say?») a conformist, you know? that it’s all the
same to me, that what the school is like is all the same to me»
[Ricardo/pif/25-10-12]), the consideration that in the end all the courses
are the same («Yes, this is OK, but it’s not that there are many things to
choose from, so I chose this, I don’t know... it’s the same.») (All the
intermediate courses are the same, it’s always the same»[Abdel/pif/15-11-
12]), think that the course that they study is the best for them, even if
they don’t really like it, as with Ivan, who concludes that, when all is said
and done, not only has he never liked studying, but that it is also hard
for them (Moha), or the impossibility of finding a horizon of expectations
far enough for memory to reach, as in the case of Jonatán.

The impact of the contradictory logic of the educational system and

intermediate VET: difficulties in resisting exclusion

From «messing about» to «getting wound up», the trajectories explained
by these young people show the complexity of an unfinished transition,
in which the difficulty in identifying themselves positively within the
learning environment plays a relevant role. This difficulty cannot be
attributed merely to individual factors or deficiencies in educational
standards. As Brown and Rodríguez (2009) point out, disengagement
from school is a phenomenon that is mediated by the schools, and it is
within each school’s social order that its conditions are co-produced. In
this sense, the ways in which the school environment recognises and
responds to factors considered to be individual are decisive (p.221). The
idea of dropping out as a result of an interactive process of «(self)
exclusion» (Jonker, 2006, p.137) seems to be reflected in the trajectories
of these young people, whose ways of expressing who they were and
who they are, or the impossibility of doing so, emerge as a result of
personal negotiations with what has been attributed to them. In their
accounts, the symbolic and instrumental resources used to reconstruct
their school identities during the transition to the CFGM are limited: a
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precarious perception of their abilities, an understanding of the social
world of the school based on the limiting conflict-docility dynamic and a
shortage of legitimising identity capital outside of school, susceptible to
some form of recognition in the school environment, such as we see in
their perception of the periods when they are neither working nor
studying. More than a lack of accumulated academic knowledge, the type
of relationship they have learned to establish with the school world and
with learning itself has been decisive. 

However, in their words nothing appears as a result of these barriers,
but rather as the product of a long process in which systemic aspects are
distilled until they are perceived as individual problems that require
individual solutions. In this sense, the logic of personal change with
which they confront the new course is an example, and the process of
withdrawal in their trajectories an effect. In their accounts, the
meritocratic social discourse of the equality of missed opportunities
silences any factor related to their social class or their immigrant origins,
showing us the ways in which success or failure at school and the
dominant social ideologies produce subjectivities. 

If on the one hand, what Perier (2008) called «syncretism of the school
experience» (p.12), i.e. the exaggerated importance that school success
or failure can acquire in shaping subjectivities beyond school, has
imposed barriers on the projection of these young people’s future, on the
other hand, the limited capacity of the educational context of the CFGM
to adapt to the unequal conditions of access seems to ignore the fact that
they require inequality of resources if the system is to be truly egalitarian
(Markussen, Froseth, Sandberg, 2011, p.243).

Being «one of those that mess about» and «get wound up» are the keys
for understanding how these young people are attempting to rebuild their
school accounts with some sort of legitimating coherence. What kind of
inconsistencies they are trying to resolve is a central point of our
discussion, in order to show how these negotiations about «how to be»
are inseparable from the institutional and socio-cultural barriers that
specifically affect the transition to the CFGM.

Barriers and tensions on encountering a new culture of learning

In the interviews, a feeling of alienation upon arrival at the CFGM was
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reflected in the expressions that, rather than targeting the academic
difficulty, referred to being out of place, to loneliness, to the feeling that
«it wasn’t for them» or to being «lost». The feeling of having been
abandoned is interspersed with that of abandoning; a type of exclusion
that is constructed when there is no response from the institution or it
adopts a merely assimilative discourse (Zepke and Leach, 2005). 

On enrolling in a CFGM, the young person acquires an administrative
and sociocultural status: from the child-adolescent he or she develops
into a potential worker, facing new demands in terms of autonomy and
responsibility and the professional models of each course. In addition to
the values of «professionalism», being at school involves socio-cultural
values that exceed the mere transmission of a body of technical
knowledge (Vincent and Braun, 2011). When the ways of interpreting
these values do not fit with the expectations of the young person or of
the institution, the difficulty of establishing some kind of identification
can lead to a failure of one of the basic aspects of learning: feeling that
they are participating or that they belong (Lave & Wenger, 1991). In order
for these expectations to be met satisfactorily, their learning cultures must
be inclusive, something that clashes with the exclusive idea that the
CFGM are places of selection in the face of a demanding labour market;
suggesting an unresolved tension between social and economic
objectives, something which is particularly relevant in the CFGM.

In addition to these selection processes, where socio-cultural aspects
play an important role (Bates, 1991; Colley et al, 2003), for young people
who feel these values as alien to them or fail to understand them,
integrating them requires a great personal effort, whose reward, being
«something» they could not choose, is not enough. The school system,
however, presupposes that any «non-academic» young person will accept
their fate on any intermediate course, faced with a limited offer and a
low average access mark. Their stigma of being a poor student in the
ESO exposes them to a sort of moral demand from society, that of quickly
becoming a productive subject, a pressure that is sometimes unbearable
for a 16-year-old. For some, wandering from one course to another
without solution is not only a way of exploring possibilities; it is also a
way of delaying an undesired fate, extending a state of liminality or
threshold in which anything is possible.

The CFGM continue to be the choice considered as being the most
suitable for those who have not completed the ESO with the expected
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results; something accepted by young people themselves in the
interviews, but also by the teaching staff, as we observed when we
attended the final evaluations of the last year of ESO in the same school.
The dilemma between passing low academic achievers, in the hope that
they will obtain a place on an intermediate VET course, or not passing
them and dumping them onto the street or onto alternative programmes
that are few and far between and with little formal validity, is a frequently
encountered one. In these deliberations there is an implicit perception
of the CFGM as a place where «you do things with your hands» with a
low level of demand, reflecting a dichotomy between studying and
working, between the practical and the theoretical, that is deeply rooted
in our culture.

This perception is an important socio-cultural barrier that organises
the relationship that young people considered to be «non-academic» have
with learning, and is related to their frustrations in the first months of
the course on seeing that the reality of their curricular development is
quite different. This type of relationship with learning not only
predisposes them to fail when faced with «theoretical» modules, but can
have an impact in a limiting on the way of valuing training in their future
careers (Sappa and Bonicxa, 2011, p.626).

If the teachers in the last year of ESO have to solve a dilemma between
what we could describe as academic and social criteria, the CFGM
teachers are faced with the complex task of redirecting these young
people’s history of disaffection with school in two years and turning them
into «skilled professionals». Until a few months earlier, these young
people had had different kinds of school supports (remedial classes,
tutorials and educational psychology, etc.), but in September, on arriving
at the CFGM, it seems that none of this is considered necessary since the
educational administration, in the context of our research, does not
provide these resources for these stages despite the fact that they are
aimed at young people who have had the most difficulties in compulsory
education.

Dropping out, in one of its multiple layers, can be interpreted as an
effect of these contradictions, since these courses are imposed upon
young people in conditions of educational inequality, to be later excluded
for not being capable, especially the first year of the CFGM, in a kind of
revolving door to nowhere which, as we saw in the young people in our
study, can further limit their expectations. 
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Conclusions

«Getting wound up» and dropping out means the beginning of a process
in which the expectations of these five youths are readjusted. Firstly with
the confirmation of something they already knew: that they are not good
students, and then with the new significance that this fact acquires on
coming into contact with the learning world of the courses: now they are
also unable to carry out the profession they have just chosen, or the one
they were perhaps talked into choosing.

The long trajectories of these youths and their successive drop-outs
could be interpreted as a costly process of accepting the place that, from
school onwards, has been assigned to them in the working world. Yet at
the same time, their failed attempts to return to education can be
interpreted as a form of resistance to becoming excluded; a dilemma that
seems to be resolved in their trajectories by limiting their expectations
after their experiences of dropping out. In this sense, the cases analysed
not only provide us with indications about certain aspects that affect their
drop-outs, but also of the consequences of these drop-outs when there is
a lack of sufficient resources in the young person’s family, school and
social context that will facilitate access to significant alternatives, options
or guidance. 

Now the urgency is to «do something» to «be someone», and this, for
the moment, entails closing an unfinished process in which the question
about how to behave in the CFGM has to be resolved in the face of the
impossibility of resolving any other legitimising social identity, for
example through work. However, «doing something» and «being
someone» is not just a matter of personal choice, but rather depends on,
to begin with, the boundaries established by the conditions under which
they choose what to do. 

Resolving the contradictions of the system, accepting a perhaps
undesired destination, resolving an acceptable image of themselves in
their transition to adulthood and avoiding social exclusion, are complex
issues in whose analysis structural factors such as social class or the
immigrant origin of some of the young people are without doubt decisive,
although they require attention which exceeds the pages of this article. 

With the reconstructed fragments of the story of these five young
people we have tried to show how from messing about in the ESO to

Pérez Benavent, M. J. FROM MESSInG ABOUt tO GEttInG wOUnD UP: MEtAPhOR AnD COhEREnCE In thE StORIES OF FIvE yOUnG PEOPlE REtURnInG tO CFGM

Revista de Educación, 373. July-September 2016, pp. 33-55

Received: 22-07-2015    Accepted: 26-02-2016
52



getting wound up in the CFGM there extends a diffuse space that is
impossible for them to interpret other than by recurring to their
shortcomings and impossible to adjust in your explanations other than
by renunciations; solutions that only reproduce their situation. In fact,
none of them will complete the course they begin. 

If in our introduction we posited an imbalance between education
policies for accessing and those for retention in the CFGM, these young
people are an effect, when the educational system does not consider the
distance between the student it presupposes in its discourses and the
diversity of young people entering via its practices. In terms of the school
system, these retention measures should perhaps start, as Sappa and
Bonica insist (2011), by reconciling these young people with learning
(p.634) and, in this sense, in the specificity of the CFGM lies their greatest
opportunity at the same time as their greatest risk.
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Abstract
This research aims to analyze the current state of Social Education

implementation in the field of health. For this purpose, it has been used the
following methodology: Search in scientific databases, exploration in professional
documents, analysis the studying plans of the degrees in Social Education in
Spanish public universities, by consulting the Professional Association of Social
Educators network and the major NGOs, application of the Delphi Technique
and performing a DAFO matrix on the implementation of Social Education in this
way. Our results indicate this discipline is present in health scope (substance
abuse, gerontology, functional diversity, health education...). However, its
presence is relatively low according to its potential, being necessary to document
its utilities and to increase its visibility and participation through activities such
as research and publications, in order to set the health field as a valid professional
output.

Keywords: social education, health, health education, health promotion,
professional profile.
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Resumen
Este estudio tiene como objetivo analizar el estado actual de implantación de

la educación social en el ámbito de la salud. Para ello, se ha seguido la siguiente
metodología: búsqueda en bases de datos científicas, análisis de documentos
profesionalizadores, consulta de los planes de estudios de los títulos de grado
en educación social de las universidades públicas y privadas españolas, consulta
a la red de colegios profesionales de educadores y educadoras sociales de España
y a las principales ONG, aplicación de la técnica prospectiva DELPHI y realización
de una matriz DAFO sobre la implantación de la educación social en el ámbito
de la salud. Nuestros resultados indican que la educación social está presente en
el ámbito de la salud (drogodependencias, personas mayores, diversidad
funcional, educación para la salud…). Sin embargo, su presencia es todavía
escasa respecto a sus potencialidades, siendo necesario documentar su utilidad
e incrementar su participación y visibilidad a través de acciones como la
investigación, las publicaciones y la transferencia de resultados, para que el
ámbito de la salud se configure como una salida profesional más.

Palabras Clave: educación social, salud, educación para la salud, promoción
de la salud, perfil profesional.

Introduction

From the second half of the twentieth century we have witnessed a new
way to understand the concept health, which goes from a mainly
biological approach to a biopsychosocial conceptualization (Dupuy,
2012).
Among the most important milestones that led to this new

conceptualization of health are included among others: 1) The definition
of health by Andrija Stampar in 1945 (Grmek, 1966) and taken by the
World Health Organization in its Constitution (WHO, 1946), which
defines health as «a state of complete physical, psychological and social
wellbeing and not merely the absence of disease,» 2) the Ata Alma
Declaration on Primary health Care (WHO, 1978) and the Ottawa Charter
for health promotion (WHO, 1986), which represent a refocusing of the
models of health education (hereinafter EpS) and the emergence of health
promotion (Nervi, 2008); 3) The development of new models and theories
of health in the 70s: the holistic model by Laframbroise (1973) -developed
by Lalonde (1974) in the report New Health Perspectives of Canadians-,
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the biopsychosocial model by Engel (1977) or the salutogenic model by
Antonovsky (1979).
With the advent of the biopsychosocial model, it enables the health

intervention to open to new disciplines, beyond the biomedical field. It
opens, as Perea (2011, p.1) says, «a new stage in the history of public
health that brings us closer to a new health culture that welcomes the
man as a whole, not only in the physical world but also psychosocial and
socio-cultural». The biopsychosocial model allows a new approach to
current health problems, from which the traditional medical model seems
clearly insufficient, demanding a multidisciplinary approach, both for the
preventive intervention as well as for the corrective.
While it is true that this new way of understanding health has not yet

been consolidated, it is also true that an increasing segment of the
population appreciates the psychological, emotional and social well-being
and considers it essential to feel good (Vázquez, Hervás, Rahona and
Gómez, 2009). To achieve this, it is clear that it is not only important the
work of a medical professional to diagnose and cure our ailments, but
also necessary to care for and educate our psychological health and
integrate into the society in which we live and participate in it. In this
new approach to health, social education plays an important role.
The creation of the State Federation of Professional Associations of

Social Educators (FEAFES) in 1989 and the degree of social education in
1991 by the Ministry of Education and Science (Royal Decree 1420/91 of
August 30, in BOE, October 10, 1991) are the two events that mark the
beginning of this profession.
There are many and varied definitions of social education that have

been made. The state association of social education (ASEDES, 2007, p.12)
sees it as:
«The Citizenship right as embodied in the recognition of a profession
of pedagogical character, generating educational contexts and
mediating and formative actions, which are areas of professional
competence, enabling:
n The inclusion of the subject of education to the diversity of social
networks, understood as the development of sociability and social
movement.

n Cultural and social promotion, understood as an opening to new
possibilities for the acquisition of cultural knowledge, which expand
the educational, labor perspective, leisure and social participation.»
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Although this definition has had many followers, there is still no
definitive consensus on it. One reason could be that, as Sánchez (2012,
p.6) states, «the social education lies in a complex process of
professionalization to be understood as a real profession».
Sáez (2005, p.130) explains that professionalization is related to

«transform occupations into professions, as these promote more
notoriety», and he identifies five participants involved in the
professionalization of social education: professionals, the state and their
administrations, universities, markets and users. Trying to identify what
each of them does, their functions and tasks, we will understand how
social education works as a profession, the perception that the
professionals have about it, as well as the collective representations that
certain institutions and social organizations have about their activities and
goals.
The professionalization of social education is valid from the very first

time when its educational work provides a service, by which response is
given to different needs of citizens having a number of requirements like
being acquired from a specific training process, showing a high
knowledge of certain skills or abilities, taking on different job
responsibilities, receiving remuneration and acting according to an ethical
and deontological code (Caride, 2002).
The problem lies in the still existing confusion about the multiplicity

of denominations, features, profiles, competencies, responsibilities, etc.
attributed to those working in different areas that structure the action and
socio-educational intervention (Fullana, Pallisera and Planas, 2011).
Several studies have attempted to identify areas of intervention by

social workers (Cacho, 1999; Gómez, 2003; Sáez, 2007 and Vallés, 2011).
However, it remains a challenge to establish a taxonomy of them.
Because of its versatile training, social educators act in a complex

world, intervening in various and multiple areas with different groups,
and thus having for that reason many and varied functions. However, the
lack of expertise and the fact of not setting competence boundaries with
other disciplines, often make their work overlap with that performed by
other professionals working in the social field.
Documents such as the White Paper of the Degree in Pedagogy and

Social Education of the National Agency for Quality Assessment and
Accreditation (ANECA, 2005a and 2005b), the so called professionalizers
documents of the State Association of Social Education (ASEDES, 2007)
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the conceptual framework of the competences of social educators
published by the International Association of social educators (AIEJI,
2011) and the emergence of professional bodies and associations of social
educators in the different autonomous communities (CCAA) of the
Spanish State, or the development of a specific code of conduct for the
profession... are small steps that are gradually helping to settle the
profession.
As Petrus (2000) explains, the social education educates in social

participation, which means influencing the cognitive and affective
structures of the subject. The social education challenge is to intervene
in the behavioral repertoire of citizens, which involves changes within
the family, relationships with age peers and school and social institutions.
Without forgetting, of course, to convey social skills (HHSS) required in
labor relations, generating positive attitudes towards cultures and
subcultures, etc. Failure to do so, social education will remain within a
design or traditional paradigm and away from the real needs of the
population.
As a result of all mentioned above, it can be said that the psychosocial

development of a person is crucial when dealing with their welfare. In
this sense, since one of the main functions of social educators it is to
promote and enhance the personal/social development through socio-
educational action (ANECA, 2005a and 2005b), health is or should be an
important key point in the intervention of social education, together with
other disciplines.
However, to achieve public recognition of professional duties, it is not

enough with the expression of the functions and areas of a profession or
conducting successful programs and interventions. If they are not
disclosed and promoted, the recognition obtained is less than what is
needed so that the practitioners of the social education can gain visibility
and be considered as important actors in the field of health. That is why
research and transfer of knowledge and results become essential to help
consolidate and project this profession. You need to show others the
evidence of what we have done, what we can do, and what added value,
the intervention of social education reports.
In this context, this research aims to analyze the current status of

implementation of social education in the field of health. While
complementarily, it is also aimed to: i) identify factors that facilitate and
hinder the participation of social education professionals in the health
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area; ii) know the health areas where social educators are currently
involved; and iii) analyze what the inclusion of social education in the
field of health is like, in the different autonomous communities of the
Spanish State.

Method

To achieve the objectives, we have combined different methodological
procedures that have allowed us to analyze the issue from different
perspectives (documentary, institutional and professional practice):

n Search scientific databases, to identify and analyze scientific
documents (journal articles, books, dissertations...) which make
reference to the professional role of social education in the field of
health. The literature search was performed in the most important
scientific databases (WOS, Scopus, Psycinfo, Medline, ERIC and
CSIC-ISOC) all related to the study area and placing as period ends
search the years between January 1990 and May 2015.

n Consultation of professionalizers documents, in order to draw the
outlines that define the profession and determine the potential of
the intervention of social education in the field of health. To do this,
different professionalizers documents (ASEDES, 2007; ANECA, 2005a
and 2005b; AIEJI, 2011; EDUSO, s.f.; García and Sáez, 2011; Sáez,
2005 and Perea, 2011) were consulted.

n Analysis of the curricula of university degree in social education
taught in Spanish public and private universities, in order to know
to what extent training in health is present in the academic
curriculum of graduates in social education.

n Consultation of the network of professional associations of social
educators in Spain, to know in which professional fields within the
health field social workers are currently working and examine what
the implementation of social education in the health field in the
different autonomous communities of the Spanish State is like. To
do so, contact was made by e-mail, fax and / or phone calls, with all
professional associations in Spain.

n Consultation with non-governmental organizations (NGOs). Given
the large number of NGOs with implantation in the Spanish State,
the first difficulty was to find a single official list. Therefore we
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consider the census of organizations included in the Platform of
Social Action NGOs. Which was supplemented with the inclusion of
other relevant organizations related to the field of health and
implantation in the Spanish territory and were classified based on
their scope (national international and/or), being excluded those
organizations they had already been included in the list of the NGO
platform for Social Action.

n Application of the Delphi technique projections, prospective method
that has often been used to probe subjective opinions on different
fields, including health care. The Delphi projections allow us to
analyze the state of opinion on a particular topic, by consulting a
group of individuals considered experts in a subject (Fullana,
Pallisera and Planas, 2011). His reflections are made in successive
rounds, anonymous, in order to try to achieve consensus, but with
maximum autonomy by the participants (Landeta, 1999).

n DAFO analysis on the implementation of social education in the
health field. From all the information collected with the different
techniques presented above, we proceeded to build a DAFO matrix
following the recommendations of Phal and Richter (2007).

Results

Search of scientific databases

After analyzing the references extracted the documents were found to
allude to the general field of health and its relationship with education,
with very few references that mention the professional work of
professional social education in the field of health. Table I shows the
results of the search (in title) made with each key word, in the different
databases shown.
As can be seen, health and education are closely related concepts, as

there is a large number of references that include both terms. However,
when the search is narrowed narrow and the social term is added, the
number of references is significantly reduced.
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TabLe I. number of references based on the key word and scientific database

Professionalizer documents

After reading and analysing different professionalizer documents
consulted (ASEDES, 2007, ANECA, 2005a and 2005b; AIEJI, 2011; EDUSO,
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s.f., García and Sáez, 2011; Sáez, 2005 and Perea, 2011) the following
conclusions can be drawn:

n Social education is a profession of pedagogical character (ASEDES,
2007) that generates educational contexts and mediating and
formative actions with a dual purpose: the incorporation of the
subject to social networks and promoting them both culturally and
socially.

n Social educators are defined as agents of social change, promoters
of social groups through educational strategies that help individuals
understand their social, political, economic and cultural
environment, and proper integration. Thus, the roles could be
summarized as: educational; teaching in certain areas; informative,
guiding and counseling, and support to individuals or groups;
animation and revitalization of groups and collectives; organizing,
planning, programming, development and evaluation of its
intervention; management and administration of different services;
observation and detection of needs and characteristics of the
environment groups and individuals; relationship with institutions,
groups and personnel; rehabilitation and development,
implementation, monitoring and evaluation of projects, programs,
services... (ANECA, 2005a and 2005b).

n AIEJI (2011) classifies the competences of social educators in:
fundamental (to intervene, evaluate and think) and central
(relational and personal, social and communicative, organizational,
of the system, of learning and development, and those generated by
the exercise of the profession).

n The most recognized fields of social education action are (EDUSO,
s.f.): special care centers, elderly, functional diversity, substance
abuse, compulsive gambling... all of them needing health
intervention.

n If in its early formulations, as García and Sáez (2011) explained,
social education has been seen as a social and educational practice
aimed at responding to the needs of society outside school such as
socialization, rehabilitation or integration; currently, this practice
becomes a real instrument of social progress that goes beyond the
previous frames to influence the community. This pedagogical
specialization is what will differentiate professionals of social
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education from others who share policy areas, equipment and
individuals it works with, which clearly differ in their functions
(psychologists, social workers, teachers...).

n The professionalization means the transformation of occupations in
professions. The ultimate goal of this process is the professional
ideal, one that emphasizes the role of career and specialized training
as strategies that allow professions and professional to obtain
prestige. In the professionalisation of social education the
professionals themselves, the state and its administrations,
universities, markets and users (Sáez, 2005) are involved.

n We are currently witnessing a new health culture (Perea, 2011) in
which both health needs and their response goes beyond biomedical
fields. In this context (biopsychosocial), health care must be conceived
from a holistic view, the participation of multidisciplinary teams that
accommodate the figure of social educators is still needed.

The results show the links between social education and health.
Accordingly, the field of health is an area with potential for development
regarding career opportunities and social educators.

Curricula of undergraduate degrees in Spanish social education in state
and private universities

85 public and private Spanish universities websites were identified and
analyzed to learn, at first, in which the degree in social education is
taught. Then curriculum of grades in social education was examined to
determine whether they included matters specifically related to health.
The results show that of the 50 existing public universities, the degree

in social education is taught in 30 (see Table II). When we analyze their
curriculum, we note that some explicit health-related subject is taught in
15, (50%); 80% of cases as an optional subject and only 20% as a
compulsory subject.
On the other hand, of the 35 existing private universities, the

undergraduate degree in social education is taught in 6 (see Table II).
When we analyze their curriculum, we note that some explicit health-
related subject is taught in 3 (50%) 66.6% of cases as a compulsory
subject. However, at the Ramon Llull University, it is taught as an optional
and compulsory.
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TabLe II. Spanish State and private universities with degree in social  education that have health-

related subjects in their curricula
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Network of Professional social educators Spain

In view of the reported data, we can say that social educators are
intervening in health in the areas of elderly, functional diversity, addictive
behaviors and EpS (developing their professional work in both public
institutions and private initiative especially NGOs). Furthermore, although
to a lesser extent, they also act in other areas, such as schools or health
care devices (health centres, hospitals, surgeries...) or information centres
and sexual orientation (see Table III).
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TabLa III. health-related areas where social educators are working according to the information

provided by the various professional associations of Social Educators

Non-Governmental Organizations (NGOs)

Social educators at the NGO Platform for Social Action
The NGO Platform for Social Action is a national, private, secular and

non-profit organization that works to promote the full development of
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social and civil rights of the most vulnerable and disadvantaged groups
in our country and strengthens the third sector social ambit. It consists
of 26 non-governmental organizations, federations and state networks.
50% of the integrated platform organizations reported not having

social educators working in the field of health. In contrast, a 30.76%
claimed to have these professionals as staff working in the field of health.
On the other hand, a 19.23% did not respond to the query.
Knowing that the list of the NGO Platform for Social Action was not

representative of the universe of institutions, the consultation was
complemented by contacting other relevant organizations related to the
field of health, to know whether social workers worked there. These
organizations were classified based on its scope (international and / or
national) and as mentioned those organizations that had already been
included in the list of the platform of social action NGOs were excluded.
In total, another 62 more NGOs were included, of which 47 operate only
at national level, while 15 do also internationally.

Social educators in NGOs operating in the international area
33.3% of the organizations concerned have social educators working

in the field of health while 46.6% admit not having these professionals
and 20% reported no information.

Social educators in NGOs operating at national level
It is surprising the small number of national organizations that claim

to have social education professionals working in the field of health. Only
6.6% have answered positively. In contrast, 60% say they do not have them
as staff and 33.3% did not answer.

DELPHI prospective technique

The board of experts, who participated in this process, constitutes a total
of seven social educators, with more than 10 years of professional
experience working in different areas: the elderly, functional diversity,
health education (sexuality) and drug addiction. We contacted them by
telephone and email to know about their opinions on the implementation
of social education in this area.

The process was developed in four stages or moments:
n Step I: Sending out base document and questions
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n Step II: Collect and analysis of the information received, the first
draft of conclusions was sent in order to receive new reviews, and
/ or contributions by the board of experts.

n Step III: Sending the second draft of conclusions, in order to carry
out new opinions and/or contributions.

n Step IV: Preparation of the final conclusions.

DAFO analysis on the implementation of social education in the

field of health

From the analysis and reflection of documentation and information
collected through various documental sources and instruments seen in
the preceding paragraphs, a DAFO matrix was outlined (see Table IV) in
order to reflect what the weaknesses, opportunities, strengths and threats
social education find in relation to the intervention in the health field.
From an internal perspective the main weaknesses are found, among

others in: poor delimitation of functions; lack of social workers in the
health field; lack of training in health issues; professional projection
facing what already exists; lack of research routine and lack of visibility
and knowledge transfer. In contrast, between internal strengths include:
the degree in social education provides a theoretical and practical training
that enables these to the socio-educational action; they are professionals
who are used to working in multidisciplinary teams and able to adapt to
different situations; and the renovator and nonconformist character of
social education.
Moreover, from an external dimension, the analysis reflected as major

threats: the little knowledge of the profession which other professionals
and society as a whole have; the lack of financial resources derived from
the current economic situation; professional intrusion or lack of autonomy
in developing socio-educational action. Finally, opportunities were
implemented by: using of the opportunities arising from the current crisis
situation, forcing them to open new areas of intervention; increasing
presence of health matters in academic curricula of graduates in social
education; the introduction of new health paradigms, which contemplate
it from a biopsychosocial prism; the scientific recognition of prevention
and health promotion; or the need to address current health problems
from a multidisciplinary perspective.
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TabLe IV.  DAFo analysis of the implementation of social education in the field of health

Discussion

As an academic qualification, social education in Spain has a short history,
which began in 1991 with the approval of Royal Decree 1420/91 of 30
August. Prior to its creation, the professionals who performed this work
were known as specialized educators, sociocultural animators and/or
educators in leisure time (Nuñez and Úcar, 2010).
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With the implementation of the degree in social education, at first, the
main goal is to get the college education of professionals who perform
their work in various related non-formal education (Ballesteros, 2003)
fields: educational intervention with marginalized people, social problems
or to adaptation ones. Today, social educators exercise their socio-
educational work with different age groups (children, youth, elderly...)
and various groups and problems (leisure, social services, justice,
health...).
One of the main obstacles to social education to actually join the

intervention in the health field stems from the scarcity of publications.
This is explained by the youth of the profession, and the lack of
researcher habit of social education professionals. In this way, the results
obtained from the search in several of the most important scientific
database (CSIC-ISOC, ERIC, Medline, Psycinfo, Scopus and WOS) show
that, although references to the terms education and health are very
abundant, however, few are the ones which expressly relate social and
health education and even more scarce those that allude to the operation,
functions and roles developed by professional social workers; partially
consistent conclusions with those reported by Lara and Ballesteros (2007)
and Bas Peña (2014).
Another major social education drawback lies in its lack of definition

and conceptualization, perhaps because it is in a complex process of
professionalization making it difficult to be understood as a genuine
profession (Sánchez, 2012). Such absence of documentation and
information does nothing but perpetuate this situation.
The analysis of the curricula of the degrees in social education of

Spanish State and private universities, find that only half (50%) of the
universities where the degree is taught in social education covers a subject
closely health-related, and in those that do, in most cases these are
optional. This shows that, currently, social education is not giving the
health field enough potential importance. In part, the solution to this
problem is a change in the academic curriculum, which should ensure a
workload according to their importance. Thus, no obligation and study
laxity of this subject during the university training of social workers, is
possibly influencing the ability and attitudes that these have in relation
to this area of intervention.
On the other hand, in relation to the information gathered from

various professionalizers documents and the one reported by various
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professional associations of social educators in Spain and major NGOs, it
is noted that currently social education professionals are developing
important initiatives and interventions in the field of health, but their
work is hardly relevant and it is not sufficiently made visible. Cacho
(1999) highlights three areas or collective intervention in the field of
health: drug dependence, functional diversity and the elderly. However,
we can add others like the EpS, mental health or interventions devices in
health care (Agudo, 2008; Belando and López, 2003; Canes, 2000;
Crescencia, 2006, Youth Red Cross, 2002; Escribano 2004; Vega, 1993).
In most of the CCAA, there is evidence that social educators are

present in the field of health, but the inclusion and acceptance of this
figure varies according to the community of which it is concerned.
Traditionally, the intervention in the health field has been carried out

mainly by healthcare professionals (nurses and doctors, mainly) and to a
lesser extent from psychological and social approaches (psychologists
and social workers). The new paradigms in health, enable that emerging
professions such as social education, can contribute to and complement
those (Cannes, 2000); serving on the one hand to socio-educational
demands arising from health care, and secondly, to the need for both
preventive and corrective or rehabilitative interventions, where the
educational aspect has a very important role (Castillo, 2005). We are at a
time when the proposed solutions are not sufficient to address the
problems of today’s society, so that an intervention is needed from
another perspective; social, educational and integrative intervention
(Dacoba Vázquez, 2013). In short, the intervention of social education.
We have closed this study conducting a DAFO analysis, which has

been supplemented through the implementation of the DELPHI
technique, which has relied on the expert opinion of social workers who
are currently performing their professional work in the field of health.
The results indicate that although significant internal weaknesses
(especially the lack of definition of the professional role and weak
research career discipline) and threats (such as the existence of other
professionals in the socio-educational field working on health issues)
there are however, significant strengths and opportunities to envision a
promising future for social education in this field.
Health today should be understood as a complex social reality and as

a political and social process, and not confined only to a reparative
medical care (Aliaga, 2003). In this sense, it is related to caring for the
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environment, healthy lifestyles (exercise, healthy eating, socializing...),
the possession of a decent job that allows us to feel fulfilled as individuals
and participant in the society in which we live... are elements that lead
to our physical, psychological and social well-being. Therefore, the
importance of EpS and health promotion as an alternative to corrective
measures applied when damage or disease have already occurred (García,
Sáez and Escarbajal, 2000; Perea, 2009; Rosales, 2006). If the resources
for prevention and health promotion increase, irreversible situations could
be avoided, whose social and economic cost is very high (Gepkens and
Gunning-Schepers, 1996). In this sense, social educators should be taken
into consideration as important health agents.

Conclusions

To sum up, although social workers still have little presence in the area
of health, we believe that these are called to play an important role in
this area of intervention, working for it mainly in three directions:

n Identifying and implementing research involving the socio-
educational dimension of social education, being especially
important those methodologies linking applied research, such as
action research (Greenwood and Levin, 2007), the full cycle model
(Cialdini, 2001) or the comprehensive model May and France (1980).

n Increasing knowledge transfer by creating scientific journals,
publications, conferences and other scientific events that raise
awareness and draw attention to the professional work of social
educators in the field of health.

n Defining the areas and functions of the social educator in the field
of health.

These proposals must pursue a common objective which responds to
the need to increase the visibility of the actions and intervention strategies
carried out by social workers in the field of health, thus making it possible
to the health intervention to consolidate as a career of social education.
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Limitations and future research

While the main value of this study is to provide new information in a
little studied area from social education, it nevertheless has certain
limitations among which, we can outstand, on the one hand, the lack of
response from some of the professional associations of social educators
in Spain (14.28%), which undermines representation to the query. On the
other hand, the absence of an official census of NGOs operating in the
Spanish State has greatly hampered our research work, being aware
therefore that we have failed to identify all NGOs operating in the health
field in Spain, which undermines representation to the sample. In
addition, of the 71 NGOs contacted, 18 have not given us an answer
(25.35%). It is important for future research, that we are able to increase
collaboration of the institutions in this regard. Another limitation refers
to the fact that the teaching guides and descriptors of all the materials of
the degrees in which social education is taught were not analysed. All
these limitations have to be taken into consideration for future research.
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Abstract
Teacher self-efficacy is one of the main factors associated with professional

performance of teachers, quality of teaching and learning outcomes achieved by
students. In this paper we have analyzed the efficacy of Spanish science teachers
and their relation to other features of the teacher and the environment in which
they teach. We used data from the 2013 study TALIS (Teaching and Learning
International Survey) promoted by the Organization for Economic Co-operation
and Development (OECD). The Spanish sample amounted to 3422 teachers, of
whom 590 teach science subjects. We have described the perceived self-efficacy
in this group of science teachers, we compare the means obtained in efficacy
variables for teaching science and other subjects, and we have identified the
variables that contribute most to explain the sense of efficacy in three domains:
classroom management, teaching, and student engagement. To do this we have
calculated the correlations between teacher self-efficacy and other variables, and
we have applied a regression analysis with more than one dependent variable,
by using a multivariate general linear model (GLM). The results show higher
levels of self-confidence for teaching and lower levels in self-confidence for
student involvement. The most significant variables in explaining self-confidence
have proved to be cooperation between teachers, perceived climate of discipline
in the classroom, professional development needs in the areas of science and
teaching, and constructivist beliefs. However, the predictors behave differently
depending on the type of efficacy being explained. From the results, some
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proposals have been made for the improvement of teaching self-efficacy to
science teachers.

Key words: secondary school; science education; teacher self-efficacy; school
context, TALIS study

Resumen 
La autoeficacia docente es uno de los principales factores asociados al

desempeño profesional de los profesores, a la calidad de su enseñanza y a los
resultados de aprendizaje logrados por los estudiantes. En este trabajo hemos
analizado la autoeficacia del profesorado español de ciencias y su relación con
otras características del profesor y del contexto en que imparte docencia. Se han
utilizado datos obtenidos en el estudio TALIS 2013 (Teaching and Learning
International Survey) promovido por la OCDE. La muestra española ascendió a
3422 profesores, de los cuales 590 imparten asignaturas de ciencias. Hemos
descrito la autoeficacia percibida por este colectivo de docentes de ciencias,
comparando las medias obtenidas en las variables de autoeficacia para el
profesorado de ciencias y de otras materias, y hemos identificado las variables
que en mayor medida contribuyen a explicar el sentido de autoeficacia en tres
dominios: el manejo de la clase, la enseñanza y la implicación del alumnado.
Para ello, calculamos las correlaciones entre las variables de autoeficacia docente
y el resto de las variables, y se ha aplicado un análisis de regresión con más de
una variable dependiente, usando un modelo lineal general (MLG) multivariado.
Los resultados obtenidos muestran mayores niveles en autoconfianza para la
enseñanza y menores en la autoconfianza para la implicación del alumnado. Las
variables más relevantes en la explicación de la autoconfianza han resultado ser
la cooperación entre el profesorado, la percepción sobre el clima de disciplina
en el aula, las necesidades de desarrollo profesional en las materias de ciencias
y en su enseñanza, y las concepciones constructivistas. No obstante, los
predictores se comportan de diferente modo en función del tipo de autoeficacia
que se pretenda explicar. A partir de los resultados obtenidos, se formulan
algunas propuestas para la mejora de la autoeficacia docente en el profesorado
de ciencias.

Palabras clave: educación secundaria, enseñanza de las ciencias, autoeficacia
del profesor, contexto escolar, estudio TALIS
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Introduction

The faculty is undoubtedly one of the principal school factors influencing
the quality of educational practices and student performance. Research
in this field has accumulated evidence on how the teacher’s knowledge,
skills, professional identity, concepts about teaching and learning,
motivation, enthusiasm, efficiency or expectations, among other aspects,
all relate to the quality of education (Hattie & Anderman, 2013). In this
paper we focus on the study of the perceived effectiveness by the teacher
(self-efficacy) in their teaching performance.

The concept of self-efficacy arises in the context of social cognitive
theory proposed by Bandura (1986). This author believes that to achieve
well-being it is necessary to have a positive sense of self-efficacy. Self-
efficacy is defined as the belief that the individual has in their ability to
act in certain areas of human activity and do it successfully (Bandura,
1997). From this theoretical approach, a high self-efficacy implies greater
optimism and motivation, leading to an investment in a greater and more
sustained effort to achieve the objectives.

Teaching is an area in which professional self-efficacy has been
extensively researched (Klassen, Tze, Betts, & Gordon, 2011). Teacher
self-efficacy refers to the teachers’ confidence in adequately addressing
their teaching tasks and thereby achieving student learning. Tschannen-
Moran, Woolfolk Hoy, and Hoy (1998) have defined a teacher’s
confidence in their own ability to plan and execute required actions in
order to successfully cover the tasks of teaching in a particular context.
In the case of teaching sciences, beyond a solid foundation in the
discipline subject of education, the concept of self-efficacy leads us to the
knowledge of teaching strategies and skills to manage the development
of the class, involve students, or establish good relations with them
(Blonder, Benny, & Jones, 2014). Thus understood, teacher self-efficacy
is a particularly important factor in order to optimize teaching and
learning outcomes. With regard to student performance, research has
repeatedly stated its relationship with self-efficacy (Caprara, Barbaranelli,
Steca, & Malone, 2006; Ross, 2013). A heightened sense of self-efficacy
would lead teachers to be more creative in their work, make greater
efforts to achieve their goals, and thereby lead to higher levels of
motivation and student learning (Scheerens, 2010).
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Teacher self-efficacy may be conditioned by a number of contextual
variables, among which are teacher traits, as well as those of the classes
and schools where educational work is developed. Among teacher
characteristics, the effect of gender has been analysed, assuming that
women perceive higher self-efficacy than men, especially in the case of
primary education. For Ross, Cousins and Gadalla (1996), this is because
education is seen as a profession with a dominant female presence and
women are more comfortable working in this area. Another relevant
teacher trait is their experience as a teacher. The findings of the research
in this aspect reveal that practicing teachers have a greater sense of
efficacy than future teachers (De la Torre & Arias, 2007). Among
practicing teachers a greater number of years of experience entails greater
perceived self-efficacy (Penrose, Perry, & Ball, 2007; Wolters &
Daugherty, 2007), although this statement may be qualified in light of
work such as Klassen and Chiu (2010), where a nonlinear relationship
between the two variables is stated: increased self-efficacy at the
beginning and within an average career, falling in the final stages of the
teacher’s professional life.

Self-efficacy is related to how teachers feel professionally. It is lower
in those with low levels of job satisfaction (Caprara, Barbaranelli,
Borgogni, & Steca, 2003). In extreme situations, low satisfaction can lead
to fatigue, feelings of being overwhelmed emotionally, developing
inappropriate attitudes, irritability, and a reduction in the ability to meet
labour demands. The relationship of self-efficacy not only to job
satisfaction, but also to stress and burnout has also been evaluated,
attributing high efficacy with a moderating role of stressors that may
affect high school teachers. (Doménech, 2006).

Teaching practices and perceptions about teaching is another issue
addressed in the literature. Teachers with high self-confidence show
greater levels of planning and organization in their work, and are more
open to new ideas and to trying new approaches in order to better
respond to the needs of their students (Protheroe, 2008). Science teachers
with high levels of confidence are more likely to use student-centred and
research-based teaching strategies, while teachers with low self-
confidence are more likely to continue with traditional teaching strategies,
supported mainly by the use of the textbook (Harlen & Holroyd, 1997).
In the work of Lakshmanan, Heath, Perlmutter, and Elder (2011), after
conducting continuing professional development activities with science
teachers, a positive correlation between the increased levels of
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achievement in self-confidence and increased use of research-based
instructional strategies is to be found. In a study of mathematics and
science teachers, Temiz and Topcu (2013) observed the teaching practices
of more than one hundred subjects, concluding that teachers with high
self-efficacy tend to employ constructivist approaches in their teaching,
while those with low levels of self-efficacy are more likely to use
traditional approaches.

Research in teacher self-efficacy in science has paid particular attention
to future teachers, checking the effects that certain content or strategy
methods in their training have on the perceived teaching self-efficacy
(Gunning & Mensah, 2011; Richardson & Lian, 2008; Velthuis, Fisser, &
Pieters, 2014). In these works, they identified the direct experiences in
teaching as the main factor which enabled those involved to improve
their confidence in studying how to become teachers (Brand & Wilkins,
2007) and ensure that these effects persist over time (Palmer, 2007). In
the case of practicing teachers, we have explored the relationship
between self-efficacy and participation in professional development
activities, which would favour increasing the perceived self-efficacy for
science teachers (McKinnon & Lamberts, 2014).

Among the variables relating to the working environment, it has been
noted that teachers working in classrooms with high performance
students tend to perceive higher levels of self-efficacy; especially
mathematics and science teachers (Raudenbush, Rowan & Cheong, 1992).
The presence of low-performing students in the classroom will often link
to discipline problems and conflicts in the relationship between teacher
and students. Working with novice teachers, Onafowora (2004) found
that teachers with greater confidence in their ability to motivate and
involve students spent more time teaching and less time in maintaining
discipline. In general, a positive school climate is associated with the
perception of a teacher that can achieve positive learning outcomes for
students (Hoy & Woolfolk Hoy, 1993).

High levels of perceived self-efficacy are also associated with
collaboration between teachers (Duyar, Gumus, & Belibas, 2013; Ross, 1992;
Shachar & Smuelvitz, 1997). Schools constitute organizations in which
teachers work together and interact socially. In this framework, along with
individual teacher self-efficacy, collective teacher efficacy has been defined,
which is understood as a feature of schools, and refers to perceptions of
the teachers about the extent to which their joint actions as a faculty have
positive effects on students (Goddard, Hoy, & Woolfolk Hoy, 2000). This
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perception is due to the interaction dynamics established among faculty
members, so that collaboration among teachers is a fundamental factor for
generating a high perception of collective teaching effectiveness. In turn,
collaborative dynamics among teachers leads to heightened personal
confidence, given the connection between the perceptions of individual and
collective self-efficacy (Goddard & Goddard, 2001).

The work presented in this article focuses on the study of teacher self-
efficacy and contextual factors relating to it. By presenting the study, we
took into account several considerations stemming from the review that
Klassen et al. (2011) conducted over 218 empirical studies about efficacy,
published between 1998 and 2009. Firstly, during this period, research
on teacher efficacy had placed particular emphasis on teachers in training
(pre-service) or in their first year of teaching, yet still relatively few studies
exist that address the perceived self-efficacy by more experienced
teachers (in-service). Moreover, only 15% of studies reviewed focus on
high school teachers, with most studies focusing on primary education
teachers or teachers in training. Secondly, only the most recent works
have begun to address the study of teacher self-efficacy in specific areas,
such as science, mathematics or reading. For the authors of the above
review, one of the key elements that should be especially addressed with
the research on self-efficacy, is precisely the attention to specific areas.
Thirdly, the study of teacher self-efficacy began in the United States,
where most researchers and theorists on the subject are concentrated.
Klassen et al. (2011) note that «teacher efficacy researchers have called
for an exploration of teacher efficacy in a wider variety of cultural and
national settings« (p. 25). 

Considering these guidelines and taking into account the areas and
levels at which previous research is deficient, this work has focused on
Spanish secondary school teachers, placing the focus on the specific field
of science education. We conducted the study in Spain, where empirical
work on self-efficacy of teachers, especially on teachers who teach
science in secondary education are scarce. We are especially interested
in the teaching of science as it is one of the areas in which teachers feel
the lowest self-efficacy (Buss, 2010; Howitt, 2007).

There are two objectives to this study. The first is to describe the
efficacy of Spanish science teachers, compared with that perceived by
the teachers of other subjects. The studies by Buss (2010) and Howitt
(2007) on self-efficacy in science were done at primary education level.
We have not found similar studies for secondary education teachers,
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which is why we do not suggest any hypotheses on the differences in
self-efficacy felt by sciences teachers and those of other subjects. A second
objective is aimed at determining which variables contribute most to
explaining the perceived self-efficacy of these teachers. We are assuming
that the variables being considered are potentially relevant when
explaining self-efficacy in science teaching, considering the literature
reviewed in the above paragraphs. Furthermore, given that self-efficacy
is a multidimensional concept, we aim to assess the relevance of the
explanatory variables when considering different domains of self-efficacy.
Understanding the factors associated with perceived self-efficacy will help
to guide efforts to improve teacher self-efficacy in science, and thus
enhance both the quality of teaching and student achievement.

Method

A secondary analysis was conducted using data generated in the 2013
study Teaching and Learning International Survey (TALIS), promoted by
the OECD, which involved 33 countries. The purpose of TALIS is to collect
information from teachers and headmasters about aspects such as the
characteristics of the school environment, educational practices that take
place in them, or their attitudes and conceptions about teaching and
learning. 

Participants

We have considered the data for the Spanish sample of teachers in
compulsory secondary education, consisting of 3422 teachers who
responded to a questionnaire. From their responses, we selected 590
teachers (41.0% male; 59.0% female) who said they are teaching science
classes, such as natural sciences, physics, chemistry, biology or geology.
Their average age is 46.0 years (SD=8.4) and their average working
experience is 18.3 years (SD=9.5). In order to address the first of the
objectives in this study, we also take into account the teachers of other
subjects. Among the 3422 teachers who answered the questionnaire, 2791
(40.7% male; 59.3% female) were identified as teaching in areas different
from sciences. In this second group, the average age was 45.4 years
(SD=8.6) and the average working experience was 18.1 years (SD=9.5).
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Instrument and variables

The data used is based on the Teachers Questionnaire used in the TALIS
studies. The information for all the variables considered in our analysis
was generated using this questionnaire with the Spanish sample. As for
the selected variables, a first group consists of variables that inform about
self-efficacy in teaching. The model most frequently used in studies on
teacher self-efficacy is the one proposed by Tschannen-Moran et al.
(1998), distinguishing three dimensions: self-efficacy in teaching, self-
efficacy in classroom management and self-efficacy in student
engagement. These three components correspond to the three self-
efficacy variables measured in TALIS and are considered in this work.
Along with these variables, we took into account others related to self-
efficacy, according to the evidence from the research described in the
introduction. Specifically, the variables in question relate to personal,
professional or school context characteristics: gender, number of years of
teaching experience, classroom disciplinary climate, constructivist beliefs,
inter-teacher collaboration, effective professional development, need for
professional development in subject matter and pedagogy.

With the exception of gender (female=1, male=2) and teaching
experience (number of years working as a teacher), each of the variables
is found by indices included in the TALIS database. These indices are
based on teachers’ responses to certain items of the questionnaire. The
group of items used in the construction of each index was firstly
evaluated by exploratory factorial analysis; a later confirmation by
factorial analysis allowed the construction of the scales and the validation
of these (for more details see OECD, 2014). 

The items on which the three indices of self-efficacy are based measure
the extent to which teachers are able to perform certain actions, on a
scale which includes the values: nothing (1), to a certain extent (2),
significantly (3) and very much (4). The items can be seen in the first
table shown in the results (table II). The reliability of the measures of
self-efficacy for class management, teaching and implication of the
students in the Spanish sample, using values of á by Cronbach, were 0.82,
0.75 and 0.80 respectively. The items used in the other indices appear in
table I, where the Likert scale used for the answers and the reliability
coefficient is also shown. 
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In TALIS, the factorial scores for each of the prepared indices are
converted to a convenient measurement with standard deviation 2; with
value 10 coinciding with the central value on the answer scale for the
items used. For example, the index of disciplinary climate in the
classroom is constructed from items answered on a Likert scale with four
degrees of agreement, where the values 1 and 2 indicate disagreement
and values 3 and 4 agreement. Consequently, the value 10 in disciplinary
climate coincides with the central value 2.5 of the scale used to respond
to the items, and a value above 10 means that on average there is a
degree of agreement with the items on the scale. The minimum and
maximum values that can be achieved in the indexes created vary for
each index in question. As a guideline, the values 1 and 4 on the Likert
scale with four degrees correspond with scores close to 6 and 14
respectively. 

Data analysis

To answer the first of the objectives in this study, a descriptive analysis
of the variables of teacher self-efficacy, using the frequency distribution
(percentages) and the calculation of basic descriptive statistics (mean and
standard deviation) is performed. The ‘t’ test was used, comparing the
averages obtained in self-efficacy variables for science and other subject
teachers. In applying this test, we took into account the sample design
adopted in TALIS, representing a stratified selection of centers, from
which teachers are selected in a second stage sampling. Because the
sampling units do not have equal probability of being selected, we
performed a weighting of individuals that allows for unbiased estimates.
In addition, the estimated standard errors for statistical sampling was
performed using re-sampling procedures characteristic of OECD studies,
based on the method of balanced repeated replications (BRR), with 100
replicates (OECD, 2014). In this analysis, we used the IDB Analyzer
program, created by the Data Processing and Research Center of the IEA
to analyse assessment data and large-scale international studies. This
software generates executable macros with SPSS®, considering the
applicable sampling weights and the BRR re-sampling procedure.

In response to the second objective, we have worked with the sample
of 590 science teachers. We calculate the Pearson correlations between
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teacher self-efficacy and the other variables, with the exception of gender,
in which case we calculate the biserial point correlation coefficient.
Following this, we have applied regression analysis with more than one
dependent variable, by using a multivariate general linear model (GLM).
The three indices of teacher self-efficacy were taken as dependent
variables, and as independent variables the characteristics of teachers and
school context. The gender variable was considered in the model as a
dummy variable. The relationship of the independent variables with the
perceived self-efficacy was tested, and the role of these variables in
explaining each of the domains of teacher self-efficacy was analysed by
univariate multiple regression analysis.

Results

Confidence of Science Teachers in their Skills

According to the results shown in table II, among the items related to
self-efficacy for classroom management, we can see the high level of
confidence of teachers in making their expectations clear about the
behaviour of the students (91.2% consider themselves quite or very able)
and in getting them to follow classroom rules (84.9% consider themselves
quite or very capable). The science teaching staff has a high level of
confidence in their ability to perform teaching tasks. More than half of
science teachers (54.7%) consider themselves to be very capable of
providing an alternative explanation when students do not understand
something, and over 80% believe they are quite capable or very capable
of asking good questions to their students (88.8 %), use diverse
assessment procedures (85.7%) and different educational strategies in the
classroom (82.1%). In contrast, relatively lower levels of self-efficacy are
recorded in achieving student involvement. One in two teachers (49.9%)
considered themselves incapable or only capable to some extent, of being
able to motivate students who show little interest. Just over 70% believe
to be quite or very able to convince students that they can do well in
class (70.3%) or help them to value learning (71.7%).
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TABLE II.  Frequency distribution (percentages) for the extent that science teachers consider

themselves capable of performing different actions

Table III shows the mean scores achieved in all three self-efficacy
indices constructed from each item, all of them being above 10. Since
scoring 10 corresponds to a central value (between options «to some
extent» and «quite a bit») of the scale used to respond to items, a score
over 10 means showing a degree of self-efficacy. Differentiating between
the three components of self-efficacy, the maximum and minimum values
among the science teaching staff correspond to the efficacy for teaching
(12.58) and efficacy of student involvement (11.04) respectively. Table III
also includes the averages corresponding to teachers of other subjects.
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Although mean values are slightly lower among science teachers, the
differences did not reach statistical significance (t<1.96; p >0.05 in all
three variables).

TABLE III.  the ‘t’ test comparing the averages for the indices of self-efficacy of teachers in the

subjects taught.

S.E.: standard error

Variables Associated with Science Teachers’ Self-Efficacy

Bivariate correlations between teacher self-efficacy and the remaining
variables measured are presented in table IV. The climate of classroom
discipline, and cooperation among teachers positively correlated with self-
efficacy, recording coefficients between 0.188 and 0.365 (p<0.01). The
correlation with the constructivist conceptions of teachers or effective
professional development, is slightly lower, having values between 0.115
and 0.155. In the case of professional development needs in the subject,
the correlations with the three areas of self-efficacy are negative,
indicating a tendency for those who feel a greater need for knowledge
about science and pedagogical competence consider themselves less
effective, especially in terms of self-efficacy in teaching (correlation -
0.175; p<0.01). The number of years of teaching experience does not
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correlate with the perceived self-efficacy. Concerning the gender variable,
a weak relationship becomes significant in the case of self-efficacy for
classroom management (correlation -0.083, p<0.05); the negative sign
indicates slight superiority of the female over the male teachers.

TABLE IV.  correlations between self-efficacy and variables of teacher and school context

* p<0.05; ** p<0.01

The variables that have a significant correlation with the self-efficacy
variables were included in a multivariate regression model MLG (see table
V), using the three indexes of perceived self-efficacy as dependent
variables. The results reveal significant relationships (p<0.001) between
the set of variables for teacher self-efficacy and the variables for
disciplinary climate, teacher collaboration and professional development
needs in the field and in their teaching. The effect of the constructivist
conception of education variable is significant at the 0.05 level.
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TABLE V. Multivariate Analysis MlG for explaining self-efficacy in science from variables about the

teacher and the school context

Excluding the effective professional development variable from the
analysis, whose effect has not proven to be relevant in the above analysis,
the coefficients were estimated for three models of univariate regression,
using as a dependent variable each of the self-efficacy variables (see table
VI). Thus, we aim to clarify the relationship of the explanatory variables
depending on the type of self-efficacy. The first model explains 18.4% of
the variance of self-efficacy in classroom management (adjusted
R2=0.184). The largest effects (p<0.001) relate to the disciplinary climate
in the classroom (B=0.297), the need for professional development in the
subject and in its teaching (B=-0.211), and to the cooperation between
teachers (B=0.213). To a lesser extent, the effects of constructivist beliefs
of education are significant (p<0.05). Therefore, the increase in score for
disciplinary climate, teacher co-operation or constructivist beliefs
increases the perceived self-efficacy in classroom management, while a
greater need for professional development is associated with a decrease
in self-efficacy. In model II (adjusted R2=0.170), the variables that
contribute most (p<0.001) in explaining self-efficacy in teaching are the
cooperation between teachers (B=0.326), the need for professional
development (B=-0.216) and the disciplinary climate in the classroom
(B=0.129). The contribution of constructivist beliefs is slightly lower
(p<0.01). According to model III (adjusted R2=0.176), the self-efficacy in
student engagement is explained (p<0.001) to a large extent by
cooperation between teachers (B=0.386), and the classroom disciplinary
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climate (B=0.224), and to a lesser extent by constructivist beliefs (p<0.01)
and the need for professional development (p<0.05).

TABLE VI. Estimated coefficients for regression of the variables in self-efficacy about variables on

the teacher and school context

1 dependent variable: Self-efficacy in classroom management

2 dependent variable: Self-efficacy in instruction

3 dependent variable: Self-efficacy in student engagement

Discussion and Conclusions

Confidence levels of Spanish science teachers in the knowledge and skills
they possess to fulfill their role are above the average value of the
measurement scale used in the TALIS study. The Spanish science teachers
especially trust in their ability to ask questions to students, to provide
alternative explanations for easy understanding of the content and
implement teaching strategies and diverse assessment procedures. The
results of this study also show that self-efficacy did not differ between
science teachers and teachers imparting other materials. Previous work
focused on intra-subject comparison, have indicated that the self-efficacy
of teachers varies depending on the subject taught (Tschannen-Moran &
Woolfolk Hoy, 2001). It is generally accepted that science is an area in
which teachers feel less effective than in other subjects, especially in
primary education (Howitt, 2007) and when analysing teachers in
training, before they join a teaching faculty (Buss, 2010). In the case of
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secondary education, Spanish science teachers have a university degree
in one of the scientific disciplines, complementing their training with
postgraduate studies of pedagogical content. These teachers therefore
have specialized training in a given field, and they generally teach only
in scientific matters. Therefore, the comparison made here is not an intra-
professor comparison but rather one between teachers of different
subjects. The evidence obtained note the absence of significant
differences between perceived ability of Spanish science teachers and
teachers of other subjects.

Answering the second objective of the study, we have analysed
variables that could be linked to self-efficacy and contribute to its
explanation. Teacher characteristics such as gender, teaching experience
or participation in recent months in effective professional development
activities have been shown irrelevant. Cooperation between teachers and
the climate of discipline in the classroom show a significant relationship
with self-efficacy, in line with the results found in previous studies (Duyar
et al, 2013; Onafowora, 2004). A good climate of discipline in the
classroom, that is, a slightly noisy classroom, without interruption and
with a good learning environment, is the aspect that further explains the
perception of Spanish science teachers about their self-efficacy in
classroom management. Cooperation among science teachers turns out
to be the best predictor of self-efficacy in teaching and student
engagement. Both types of self-efficacy tend to be higher where there is
greater participation in educational activities and group meetings,
exchange of materials, sharing of teaching activities, or the adoption of
common standards for student assessment.

Although with less intensity, the constructivist belief in teaching, which
is associated with higher self-efficacy, has also been relevant, confirming
the results obtained in previous studies (Lakshmanan, Heath, Perlmutter,
& Elder, 2011; Temiz & Topcu, 2013). In the case of the need for
professional development in the subject and pedagogy, a great need is
associated with lower perceived self-efficacy. Yet even though the
connection of the need for professional development with the three types
of self-efficacy is relevant, it is less so in regard to the self-efficacy in
student engagement. These results underline the fact that self-efficacy is
not a one-dimensional construct but consists of different components
(Tschannen-Moran et al., 1998), associated differently to teacher
characteristics and the teaching and learning environment.
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Assuming the confidence of teachers in their ability to accomplish
student learning is one of the few individual teacher characteristics that
reliably predict the achieved results in students (Ross, 2013), educational
policies should effectively promote a sense of self-efficacy in teachers as
a way to achieve faculty motivation, promote teacher commitment to the
school and teaching, and ultimately contribute to improve students’
learning. The results obtained in this study allow us to point out some
lines of action. One is to promote the development of collaboration
among teachers, promoting the dynamics of joint work of science teachers
in education centres and achieving a positive environment that facilitates
coordination and mutual aid. Another suggested action aims to optimize
teacher training. In particular, to enhance the self-efficacy of the future
science teacher, quality practical experience is fundamental. According to
Petersen and Treagust (2014), trainee teachers should begin by observing
how science is taught, and when teaching should have a professional
tutor that encourages them to reflect on practice. In the case of in-service
teaching staff, involvement in professional development activities usually
finds an obstacle in the shortage of time left after attending daily teaching
duties. Collaborative professional development activities, involving
teachers from the same school, have proven to be one of the best
accepted and most successful modalities (Watson, Steele, Vozzo, &
Aubusson, 2007). Finally, we suggest the need for a positive disciplinary
climate in the classroom, providing teachers and schools with the
strategies and guidelines for reducing disruptive behaviours, conflict
resolution and improved coexistence. The usual answers based on
punishment or sanctions are a treatment to a problem with much room
for improvement (Osher, Bear, Sprague, & Doyle, 2010). For this, it is
important to involve the students in developing classroom rules, getting
their acceptance thereof, improving both inter-student and teacher-
student relationships, and achieving the cooperation of families, especially
in the case of pupils with disruptive behavior in class.

This study was based on a secondary analysis from the data obtained
in the TALIS study. This has allowed work with a large sample of teaching
staff, with rigorously measured variables. However, this has involved
analysing only the available variables without the possibility of adding
others that may be relevant in explaining teacher self-efficacy. Another
limitation of this study is inherent in the correlational approach, which
allows us to detect variables connected with teaching self-efficacy, but
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not establish causal relationships that support the possibility of
intervening upon them, as a valid strategy to increase teacher self-efficacy.
However, the study has allowed us to explore teaching self-efficacy and
its relationship to other characteristics of teachers and schools in the field
of Spanish science teachers, responding to shortages of previous research
in this context. To overcome some of these limitations, future work could
focus on implementing strategies such as those suggested in the previous
paragraph, in order to assess their potential impact in terms of improving
teaching self-efficacy. 
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Abstract
The paper addresses the rich nature of the practice of teaching, a richness

that cannot be realized where assessment is reductively conceived. It is argued
that teaching-to-the-test involves a frustration of the possibilities of the human,
even a denial of the human. Laying something before someone, by contrast,
speaking with them about this thing, addressing them and listening to them,
would acknowledge both that what is taught admits a space for response and
that the learner is someone capable of response. Taking this as a starting point,
the author uses evocative film scenes to help the reader acknowledge certain
aspects of what teaching implies, and which, especially in our time, are passing
unnoticed, somehow denied. The paper focuses its attention on unveiling the
exposure inherent in the practice of teaching, which is strongly connected with
the nature of speech. At the heart of speech is having something to say. To speak
is to lay something before someone for their attention. At the heart of teaching
is having something to teach. The paper goes on discussing these ideas in
connection with works from Buber, Vansieleghem and Masschelein, and Rhees.
The author invites the readers to be wary of ways in which teaching practices
may conceal repression and denial, which ultimately implies a failure to see the
way the world is. A kind of teacher’s exposure, that mixes human vulnerability
and personal connection and engagement, is inherent in good teaching and
learning.

(1) Boyd Bode Memorial Lecture 2014.



Key words: educational philosophy, teacher education, concept teaching,
teaching experience.

Resumen
El trabajo aborda la rica naturaleza de la práctica de la enseñanza, una riqueza

de la que no nos podemos dar cuenta cuando la evaluación se concibe de forma
reduccionista. Se argumenta que la enseñanza enfocada a la superación de
exámenes implica una frustración de las posibilidades del ser humano, incluso
una negación de lo humano. Por el contrario, presentarle algo a alguien, hablar
con ellos sobre ello, dirigirse a ellos y escucharlos, sería un reconocimiento de
que lo que se enseña admite un espacio para la respuesta y que el alumno es
alguien capaz de responder. Tomando esto como punto de partida, el autor utiliza
evocadoras escenas de películas que ayuden al lector a reconocer ciertos aspectos
de lo que implica la enseñanza, y que, especialmente en la actualidad, están
pasando desapercibidos, negados en cierto modo. El trabajo centra su atención
en desvelar la exposición inherente a la práctica de la enseñanza, que está
fuertemente relacionada con la naturaleza del habla. En el corazón del habla, se
encuentra el tener algo que decir. Hablar es exponerle algo a alguien para que
le preste atención. En el corazón de la enseñanza, se encuentra el tener algo que
enseñar. El trabajo continúa discutiendo estas ideas en relación con obras de
Buber, Vansieleghem y Masschelein, y Rhees. El autor invita a los lectores a tener
cuidado con los modos en que las prácticas de enseñanza pueden ocultar la
represión y la negación que, en última instancia, implican un fracaso en ver cómo
es el mundo. Una cierta clase de exposición del docente, en el que se mezclan la
vulnerabilidad humana y la capacidad para conectar e involucrarse
personalmente, es inherente a la buena enseñanza y el aprendizaje.

Palabras clave: filosofía de la educación, formación del profesorado, concepto
de enseñanza, experiencia en la enseñanza.

Most teachers would agree that teaching-to-the-test is a bad thing, and
yet in one form or another it is prevalent today, perhaps more widespread
than ever. An outsider might think of this as a relatively minor matter:
surely assessment is just a means of checking that the students know
what they have to know and that the teachers are teaching them
appropriately. Insiders can tell a different story, knowing that the realities
of teaching in a classroom are such that the occasions for deviation from
plans and programmes present themselves at every turn. Many will take
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the view that these are occasions that should not necessarily be rejected
because they can present the possibility of critical thought and spark
moments of spontaneity and originality.
In what follows I shall have much more to say about such occasions,

but it would be wrong to pass too quickly over the question of
assessment, our starting point for this discussion. In many ways
assessment is a prime determinant of what actually happens in schools—
and, for that matter, in other educational contexts. The nature of the
assessment inevitably affects conceptions of the good teacher and shapes
the way that teachers are trained. The target of my opening remarks, let
me be clear then, is not assessment itself but those forms of it that
encourage ‘teaching-to-the-test’.
This expression should not be left without further explanation because

it compresses a number of thoughts or expectations. It implies that the
test will be structured on the basis of fairly explicit behavioural
performance, such that the good teacher will rehearse the students in
such performance and the good examiner will apply the criteria for
success in a more or less rigid way, without, that is, the need for the
exercise of too much in the way of judgement. The latter is made possible
because of the reductively specified nature of the criteria. These, it is
assumed, will ensure that the assessment is ‘objective; where teachers
exercise judgement, this will be ‘subjective’.
But there is reason here to ponder what exactly is meant by ‘criteria’.

Of course, in a sense teachers may become excessively focused on
preparing students for summative tests, whatever form these take. While
in the past this may have been a matter of second-guessing the questions
that would come up in the exam, now it is more likely to involve
unwavering attention to the checklist of criteria against which the
students will be judged. It is important that, in teachers’ parlance, as in
that of those they teach, the word ‘criteria’ has come to be understood in
a technical way—precisely in terms of items on a check-list that
enumerates the requisite behavioural performances, defined in more or
less reductive terms. This usage is technical because it parts company
with the more ordinary, more original use of that term. The technical
sense hides the fact that, even though the word is not exactly an everyday
one, criteria are inherent in all human practices, from sitting on a chair
to the very act of speaking, about which I shall have much more to say
below. A consequence of hiding this fact is that teaching itself is
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understood differently: the thought is encouraged that teaching must
involve a quasi-technical form of communication, insulated in part from
the ordinary demands and dynamics of human interaction and speech. A
vocabulary of performance and delivery, of skills, competences, and the
setting of objectives, gives this an apparent air of professional legitimacy,
yet in fact this suppresses the inherently human richness in teaching and
learning, the richness found in what has sometimes been called the sacred
triangle of teacher, learner, and content. This is a richness that cannot be
realised where assessment is reductively conceived.
Yet one of the appeals of such a reductive conception of curriculum is

surely the way that it can prevent mishaps. It plays into the discourse of
risk management and into the culture of auditing. Paradoxically, it both
provides a source of security for teachers anxious for reassurance about
what they are doing and surreptitiously fosters the sources of that
anxiety— perhaps through constructed competitiveness between
institutions or through punitive, ‘naming and shaming’ forms of
inspection. And, paradoxically again, it exposes them to the sometimes
artificial yet humiliating pressures of performance-monitoring, while at
the same time disabling them for the exposure inherent in teaching and
learning when this is most alive. None of this is to argue against
assessment. We need better forms of assessment and, perhaps on the
strength of this, a better understanding of what teaching and learning
might be. It is to draw attention to the errors that abound when criteria
are understood in this reductive way and when confused ideas of
objectivity hold sway.
But why highlight this word ‘exposure’ here? What is at issue in the

adoption of this word? Perhaps a way into this is to be found through
reflection on the common experience of learning to teach. Of course this
is very contextual: the challenges for the teacher in an elite university are
different from those facing the high-school teacher in a deprived urban
school, which are different again from those that meet the elementary
school teacher in a rural environment. If we allow ourselves to stress for
the moment the positive side, these challenges can appear exhilarating,
prompting the desire to inspire the learners, even when perhaps what is
most needed is a more low-key and patient taking stock of what one is
doing. On a more negative note, they include embarrassing, sometimes
painful moments—from losing one’s thread or covering over an awkward
pause to more obviously stressful kinds of confrontation. It is not
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uncommon, especially perhaps amongst younger teachers, to experience
fear, embarrassment, even humiliation. Sometimes this has to do with
apparently trivial matters, but sometimes this is not so. In any case
negative experience of this kind is characteristically thought of as
something to be avoided or overcome, through better management of the
situation. I want to suggest that this response is understandable but too
quick: that such experience is an indicator of what is at stake in teaching.
I refer to this as a kind of exposure partly because this is consistent with
the way that many new teachers describe what they feel when they are
faced with a class, where they know that things can and do go wrong.
Think also how, even where no embarrassment is involved, teaching

can, so to speak, get to you. Film-makers certainly seem to have
appreciated this: one thinks of the roles given to such bankable stars as
Sidney Poitier in To Sir with Love, Robin Williams in Dead Poets’ Society,
and, more recently, Hilary Swank in Freedom Writers. All three films
depict the classroom with a kind of short-hand, relying to a large extent
on clichés and stock images—of the classroom, of rebellious students, of
teachers as tedious traditionalists, but then also of the heroic teacher, the
teacher who redeems. None is a good guide for anyone seeking to enter
teaching. But their box-office success relates to the way they evoke the
kinds of aspiration and emotional conflict that teachers do indeed face.
However much they sentimentalise or glamorise or distort, they are
touching on nerves of reaction that the audience’s common experience
of classrooms will at some time have laid bare. And if these accounts are
more than tinged with Hollywood values, one can also turn to a highly
successful, yet more eccentric film, Alan Bennett’s The History Boys, or to
lesser-known films such as the Dardenne brothers’ Le Fils where the
depiction is to be taken more seriously. Think how as a trainee—and
perhaps as an experienced teacher—you can feel deeply,
comprehensively called into question by what you are doing, not simply
tested in relation to your professional expertise, understood in more or
less technical terms, but challenged as a person.
Hollywood, then, somehow has recognised that this is so, but Plato

was on to it too. Everyone knows that Plato depicts Socrates the teacher,
but the prevalent image that has come down to us is of Socrates the
master reasoner, Socrates the ace of Q&A technique. In dialogue after
dialogue, we see Socrates in conversation with a younger man, pondering
the nature of justice or goodness, and leading the discussion towards the
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truth, not through the sheer force of his own argument but through the
posing of questions in such a way that the learner, through his responses,
comes to see the truth for himself. This is the “Socratic technique” that
has now been adopted as a self-conscious pedagogical practice in some
quarters. Another high-profile film, The Paper Chase, about a charismatic
professor at the Harvard Law School, is partly about this technique. But
the glamorising and marketing of these practices—in the guides to good
pedagogical practice as well, no doubt, as in some of the films—rely on
potted images of Socrates and gross simplifications of what Plato was
about. What is lost in the process is a depiction of scenes of teaching and
learning in which Socrates emerges as an altogether more complex figure
and in which education is seen as more pervasively present in human
interaction. It is not the case that the dialogues always lead inexorably to
a logical conclusion, and we should not think, as the conventional
reception of Plato’s writings in philosophy has tended to do, that where
they do deviate from the argument this is a failing on Plato’s part. It is a
mistake to suppose, as students of philosophy have sometimes been
encouraged to do, that we can do justice to them if we pare down the
dramas to get rid of the scene-setting—no less than the humour, the
flirtatiousness, the embarrassment, and the occasional drunkenness—so
that the nub of the argument is laid bare.
Moreover, and notwithstanding Socrates’ extraordinary pedagogical

powers, it is a mistake also to suppose that he always leads the learner
to a successful resolution to the argument. Sometimes Socrates loses his
way. The philosophical power of the dialogues depends in part upon the
human vulnerability of the participants, and the personal magnetism that
is relevant here cannot be understood without a sense of this. Contrast
his relation to his students with that of the sophists, the experts in
argument, the masters of debate, who will use and sell on their skills for
whatever purpose they may be needed. And remember how the dialogues
often turn our attention away from the apparent “nub of the argument”
towards the interests and affections and rivalries of the protagonists,
towards the ways in which they are intellectually and personally
challenged and exposed.
But let me make an aside here. Part of the potency of the image of

Socrates and of the Hollywood heroes alluded to above is charisma. I
would like to dispel the idea that this is where my concerns lie. One
example I like to recall is Israel Scheffler’s recollection of the man who
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taught him algebra, who would appear not to show much interest in what
he was doing and whose relatively impassive approach provided little in
the way of encouragement or reinforcement, but who succeeded
somehow in enthusing them all. Each week he would set them problems
and then more or less ignore the class while they set to work. The
students returned their answers, whereupon another set of problems was
set. No feedback or reinforcement, just precision in the setting of tasks,
attunement to what would catch the interest, an acute sense of what led
on to what and of how to lead the learner through these stages. This is
not charisma but it is brilliant teaching of a kind, and we tend to forget
that good teaching comes in different kinds. Moreover, in depictions of
the transformational, charismatic teacher, we typically see the conflicts
and crises of turn-around moments, not the humdrum and routine of
every day, every week. Hence, the patience and quiet tenaciousness that
most teachers will need do not often figure in the scene.
What teachers do we admire? We do not usually hear teachers being

remembered for their excellent schemes of work or meticulously detailed
lesson-plans. Once again, from the learner’s point of view, it seems that
something more is at stake, something closer to the heart of the person.
Think here of the apprentice car mechanic’s relationship to her instructor,
of the musician to his teacher, or the athlete to her coach. These can turn
on things other than charisma.
Much that we do in educational policy and practice (including practice

in teacher education) is designed to master or manage the risks of the
exposure we have been considering. This has the effect of presenting
such factors in a more negative light than they might otherwise appear,
and it encourages a kind of denial of this aspect of the experience of
teaching. To my mind, this blocks realism in thinking about teaching. Let
me try to say why.
Exposure has a physical aspect. It is not for nothing that the teacher

can feel herself to be on display in front of the class. Perhaps, say, before
entering the classroom, one checks one’s dress. Is a strap loose, a collar
askew, a zip undone...? One becomes conscious of one’s mannerisms,
sometimes quirks that one did not know one had—and if one did not
know the students will soon ensure that one finds out. These are
occasions the class will be looking to exploit. A telling and mildly comic
scene in Freedom Writers depicts Erin Grewell’s first day of teaching.
Anxiously preparing for the arrival of her class, she writes her name on
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the blackboard, smudges it, and clumsily rubs it out with her hand. Then
she cleans the chalk from her hands by rubbing them on her backside—
which of course becomes apparent to all when later she turns to write
on the board. The whole thing is pretty much implausible when one
watches the immaculately dressed Hilary
Swank, but it is evidently what the real Erin Grewell did. This was a

class of problem fourteen-year-olds, but let me match it with an anecdote
from a seminar group at university. I was very struck by a remark, made
in response to a paper I gave on themes similar to today’s, by a colleague
in Philosophy at the University of Dundee. He was a somewhat portly,
balding man, perhaps at the time in his mid-fifties. He described how in
one of his classes a student had said to him out of the blue: “You look
like the kind of person who wouldn’t go to a party.” The remark’s
complete incongruousness and finely judged offensiveness suggest so
much; they show something about the exposure of teaching. In the
classroom the teacher’s body is there, on display in a sense and exposed.
When my colleague recounted this to me, the point he was reaching for
was that this ugly remark was made in that same space of exposure that
was necessary for much that he saw as important in his teaching. He was
stoical in the face of it rather than bruised.
But exposure, as this example already shows, has to do with more

than the body: it relates to the nature of speech itself. And, with the
exception of marginal cases, speech, always temporal, is central to
teaching. To use the word “speech” as opposed to “language”, and to think
of sentences as opposed to propositions, is, as we shall see later, of no
little significance. It is in the temporality of speech that there are
embarrassing moments, where I am put on the spot, where I dread facing
the class today, after what happened yesterday, and where at times my
words fail me, I stumble and falter, I am at a loss... The tendency in
contemporary conceptions of teaching is to see its temporality in terms
of the lesson-plan and the scheme of work. I want to invite thoughts that
extend in a different direction. We need to accept the inherent risks within
teaching, risks of the kind that are faced by the actor and the stand-up
comedian (and perhaps by the counsellor and the priest); it is not that
we should not plan, of course, but we need to acknowledge the tension
between planning and spontaneity; and we need to give teachers more
confidence in living with this tension.
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It goes without saying that speech in pedagogical contexts takes
different forms—from the uninterrupted reading of a complete text to ad
libbing, from clearly target-oriented Q&A to a more exploratory opening
of conversation.
And we can distinguish a kind of purity of language, say, exchange

for clear technical purposes from more open forms of utterance, in which
the play of language is not suppressed—the former found perhaps in the
acquisition of routine or technical skills, the latter in more discursive
kinds of learning.
Both have their place. It is important, however, to note the attractions

of purity of this kind, especially from the point of view of those most
concerned with the monitoring and management of performance. While
such language is indeed appropriate enough in its place, the danger is
that it comes to be imposed on other, broader aspects of learning. The
suppression of language can then quickly become a kind of repression,
distorting the activity in question and fostering a misleading conception
of speech and communication. And the repressed, I am inclined to think,
will eventually return.
This narrowing conception of language is even legitimated in some

communications courses and textbooks, where the idea of speech is
promoted as a skill, perhaps integrated with other interpersonal skills.
Consider the following formulation. A has an idea that she wishes to

communicate to B. She codes it into words and says those words. (Writing
would involve a further step in the coding.) B decodes and then, ideally,
has the same idea as A. Now whatever the common sense plausibility of
this, of which Aristotle was persuaded too, it is surely wrong. It misses the
extent to which the thoughts we have originate in the public circulation of
signs. The thoughts you have in your head right now are thoughts already
in language—in fact, not just in “language” but in a language (in English
or German or Greek or Chinese). Hence, to think like this is wildly to
underestimate the significance of language and speech.
It is helpful to connect this error also with the now classic, nihilistic

move of surreptitiously diminishing the significance of content. Speech
is never about nothing; even phatic communion (“How are you? Nice day,
isn’t it?”, etc.) has its content. The parallel to this in education is to think
of teaching in terms of sets of skills (classroom management, etc.) that
are devoid of content, thus removing one point of the sacred triangle of
teacher-learner-content.
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At the heart of speech is having something to say. At the heart of
teaching is having something to teach. We can think of impoverished
forms of this: pouring facts into empty vessels, exchanging information...
Non-impoverished forms are to be found where the content is something
worthy of attention. In such circumstances, to speak is to lay something
before someone for their attention. To lay something before someone, for
their attention, starts from the assumption that they are capable of giving
their attention—which is to say that they are capable of having a
response. And the thing that is so laid before them is not a matter of facts
that speak for themselves but rather something that requires response for
its significance.
Of course in many cases it will not seem quite like this, because so

often the responses that are expected seem to be established in advance.
But this offering of words and response is surely what characterises the
traditions of learning that have come down to us (as suggested by Michael
Oakeshott’s phrase “the conversation of mankind”); and, further, it is
closely connected to what it is to be a human being, and to what it is to
treat someone as a human being.
To the extent that this is right, it suggests that teaching-to-the-test

involves a frustration of the possibilities of the human, even a denial of
the human. Laying something before someone, by contrast, speaking with
them about this thing, addressing them and listening to them, would
acknowledge both that what is taught admits a space for response and
that the learner is someone capable of response. It is important, as we
have seen, that this is a space in which things can and will go wrong.
Such strategies for closing off this risk extend to a kind of suppression
or denial of the responsiveness of the other person, the learner, and this
both enacts and models the denial of the human.
Why, let’s ask again, should we speak of this as exposure? The

embarrassment felt by the (novice) teacher is an embarrassment at feeling
out of position. At first sight, it looks as though this must be wrong (i.e.,
I ought to be back home, I say to myself, on secure ground and in
position).
But to see it is as wrong involves a kind of complacency in my being

fully at home with myself where I am, in not being challenged, with no
need to risk my words, no need to make myself vulnerable. The impetus
to allowing oneself to be out of position in this way comes, if we can but
see it, from two sources: from what is being said (which requires being
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opened through speech) and from the learner (as a human being capable
of response). But wait—perhaps I should add a third: it comes also from
the very possibility of my own becoming, without which I am less than I
can be.
If this is right, teaching is relatively unlike such other professions as

medicine or the law, where the speech involved is typically more clearly
contractually defined, more transactional, and more technical. One way
to articulate this specialness is to say that it has something closer to a
priestly nature—which is partly why D.H. Lawrence, raging against the
nihilism of the times, including the debasement of religion, speaks of the
triangle of teacher-learner-content as “the holy ground”. Lawrence’s own
practice and success as a teacher is surely to be understood in relation to
his willingness to see the ugliness of the battle of wills in human
relationships, and his powerful descriptions of these aspects of
experience, outside school and within, add greatly to the credibility of
this image, rescuing it from idealism and sentimentality. In the complex
historical intertwining of education and religion, the idea of the holy
ground is not without its problems. Perhaps some headway can be made
if we turn away from the question of teaching’s credentials relative to
other professions but look inwards, as it were, and etymologically at what
“profession” might mean.
In what sense does the teacher, the professor, profess? It is said that

one professes a faith, so where does the teacher’s faith lie? Much of what
students learn depends upon the testimony of their teachers. But
“testimony” is a weighty word, and this can surely seem overblown: often
the teacher just leads the students through the pages of the textbook,
they follow the curriculum as prescribed, they tell the students what they
need to know for the exam... How can this be called their testimony? Yet
there is a level at which what the students’ learn is underwritten by the
teacher’s presence and actions—this is even a presupposition of the role.
And surely, to paint a brighter picture, this is how good teachers
understand what they are doing. I recall attending a parents’ evening at
a school in Houston in the 1990s and listening to the physical education
teacher speak evangelistically of his subject—of how it had changed, of
how it was no longer so much about basketball, competition, and results,
but about health, happiness, and wellbeing. He was a keeper of the faith,
as were others whom I heard that evening. And one can easily extend
and generalise this: the teacher who loves her subject is testifying to the
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value of the knowledge she passes on and to ways of thinking and acting
appropriate to this. Normally this goes on at a level below that of the
evangelism of the physical education teacher at the parents’ evening: it is
implicit in what the teacher does every day. She is present in her words.
She stands behind her words. To say this is emphatically not to identify
any particular pedagogical skill she employs, nor to define any particular
behaviour, for these qualities could be manifested in multiple ways; it is
to acknowledge something about her relation to what she knows and her
commitment in speaking about it—her seriousness about what she is
doing, if you like, though this is not to imply that she cannot laugh. To
have pedagogical skill and to pass on knowledge in the absence of this
relation and commitment would then be tantamount to a kind of
fraudulence. Perhaps this is not so uncommon, and perhaps, I concede,
it is inevitable in some degree. Teachers will usually be required to cover
some topics that they have little taste for. Furthermore, there are surely
some things that are taught (say, keyboarding skills) that scarcely warrant
the faith we are considering here, but these will be marginal to this
broader educational endeavour.
The religious connotations of testimony can, then, be amplified a little

further if we see this teacher, this professor of the faith, as bearing witness
to what it is that she teaches—that is, to the value, interest, and
importance of the topic that is her concern, to the value of the activity,
and to the practices of enquiry through which these goods come to light.
Her own enthusiasm and commitment will here serve as a kind of
exemplar. This comes about not in a theoretical way but in the dynamic
circumstances of her speaking to others. This involves a kind of exposure,
and to deny this is a denial of education.
In a sense this is the crux of what I wanted to say today, and I could

in a sense leave it there. But before finishing I am going to try to place
my views by drawing into the picture three further considerations. This,
I believe, will refine and give further substance to what I have tried to
say.
First, I want to acknowledge some work that, I think, rises above other

attempts in the philosophy of education to draw attention to the place
and importance of speech. Here I refer specifically to a paper by Nancy
Vansieleghem and Jan Masschelein entitled “Education as Invitation to

Speak: on the teacher who does not speak” (Vansieleghem and
Masschelein, 2012). The paper is part of a larger project that in part
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responds to the film by the Dardenne brothers that I mentioned earlier—
Le Fils. Its approach to its topic involves an exposition of the I-Thou
relation in Martin Buber, especially with reference to his sense of the
centrality of speech in teaching, within educational institutions and
beyond. The central character in the film is a teacher of carpentry who
works in a rehabilitation centre for young offenders, and the film
concerns this teacher’s encounter with a sixteen year old boy who has
just arrived in his class. It is important that the man and the boy are
taciturn by nature, and dialogue in the film is quite limited. This is not a
scene of efficient instruction or communication. When words are spoken,
they seem to interrupt the silence, sometimes awkwardly and to no effect,
but then sometimes, and perhaps awkwardly still, they confront an
impasse, open a space, and break through to something new.
I shall not burden the present account with further description of the

film or of Vansieleghem and Masschelein’s sometimes moving exposition,
but rather shall draw attention to what it is they want to oppose and
where they seek to take the reader instead.
Of course they are aware of the extensive work that has been

produced emphasising the importance of dialogue in teaching, and they
survey the diverse connotations this has—from the literature of conflict
management and management of the emotions, through more specifically
pedagogical literature, to the emancipatory theories of Habermas, Dewey,
and Freire. What they advocate, by contrast, has nothing to do with a
mastery of situations, with the negotiation of positions, or with reaching
collective agreement. Speech in Le Fils is seen to be something else—to
open the possibility of a new relation to oneself; and this is achieved
through a readiness to “ex-pose” oneself—that is, to put oneself out of
position. Such speech is necessary, in Buber’s words, in order to teach

not what is and must be, but how life is lived in the spirit, face to face with
the Thou. That is, it is ready on every occasion to become Thou for them, and
open up the world of Thou—no; it is not ready: it continually approaches and
touches them (Buber, 1984, p. 42).

Buber seems to falter in his own expression here, and this is entirely
to the point. In their elaboration of how such commitments might be
interpreted, Vansieleghem and Masschelein endeavour to show the
proximity of this account of speech to the idea of inspiration. The
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grammar here helps to show something important. To be inspiring is,
strangely perhaps, also to be inspired, which insight eases at a stroke any
sclerotic conception of an irreducible active/passive divide. To take in
something, of spirit, from outside (that is, to be in-spired) is itself a kind
of ex-position. Such thoughts dismantle or displace any complacent
conception of the subject as the sovereign ego, the autonomous bearer
of rights and responsibilities, in active, transactional communication with
others. To be inspired is further understood as a reception of words, and
this requires of the individual a distinctive kind of openness, an openness
that our schooling often teaches us to deny.
In my view some of the familiar ways of receiving philosophical

thinking of this kind—from Buber, Levinas, and Derrida, for example—
have made the mistake of grafting it onto accounts of interpersonal
relations and the politics of recognition. If I am right, something else is
at stake here. It is as if the accounts I criticise dwell too much on one
side of the triangle, the relation between teacher and student, to the
neglect of the importance of content. In Vansieleghem and Masschelein’s
account, this is plainly avoided as the interaction between the teacher
and the boy occurs in their common working with wood—in the
particular rhythm of actions, of

fetching the wood, looking at it, touching it, checking diagrams, making
comparisons and thinking... These repetitive actions focus the gaze: attention
is concentrated on the wood itself, its grain, its textures, its resistances...
Technique and discipline exhaust the energy of any generalised inscription
of meaning and open the possibility of becoming present in the present, in
which one exposes oneself to things and to words (Vansieleghem and
Masschelein, 2012, p. 96).

This generates the ethos that makes it possible to inspire and to be
inspired.
Such a notion of inspiration, as should by now be clear, is something

other than that exemplified by, say, the Robin Williams or Hilary Swank
characters alluded to above, and the possibility of education that is
opened is again different from the salvation stories such films depict.
Nevertheless, I find myself uneasy in part with what is said here. It is

as if language is being enlisted to reach beyond itself, with the repetition
of hallowed terms in sometimes memorable cadences, all of which
contribute to a powerful suggestiveness but which leaves the need still
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for greater clarity. I have similar reservations about the part played in my
own text by the insistent repetition of “exposure”. But how else does one
proceed? We can make some progress here, I think, by a kind of via
negativa, and this will involve considering what stands in the way of the
lines of thought here described.
In mainstream philosophy is it not said that there has been a linguistic

turn? Surely this should answer to our needs. But the early tendency
within this, which continues to have enormous influence, was to consider
language in terms of propositions in the light of a Fregean problematic
of sense and reference. Ground-breaking departures from this include J.L.
Austin’s work in the 1950s on the contrast between constative and
performative utterances, which showed how we do things with words.
This coincided with the enormous influence at the time of Wittgenstein’s
later work, which had insisted on the variety of things we do with
language—that is, the variety of language games—understood not in any
trivialising sense but in the light of the diversity of human practice. The
Jewish sources of influence referred to above, with their emphasis on
speech as the encounter with the other human being, turned attention
also to language not as something abstract (once again, the proposition)
but as the stuff and substance of the always temporal relations between
human beings, which in part constitute the world. There are precedents
here in American thought too, in Emerson and Thoreau, whose insights
antedate these 20th century developments in thought in so many respects.
It is in what we do with words that we account for ourselves, and our
convictions are what we are convicted by; or, as Thoreau will have it, we
are sentenced by our words. For all these lines of thought, the emphasis
on personal engagement in speech steers attention away from the
preoccupation with the proposition; these are insights against which that
preoccupation has shielded so much from many philosophers. So the via
negativa here involves registering and being disturbed by this blindness
in the tradition to what language is. In education especially we should
be troubled by this, and it is not surprising if attempts such as this essay
by Vansieleghem and
Masschelein are realised in an idiom that strains the philosophical

sensibilities of some.
As a second point, and in spite of the acknowledgement here of

Wittgenstein, I want to consider some remarks of Rush Rhees, Wittgenstein’s
student and friend. Although deeply in tune with his teacher’s thought,
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Rhees believed that there was something missing. Wittgenstein had drawn
attention with great subtlety not only to the variety of language games
but also to the significance of rule-following and to the nature of the
child’s initiation into this. But all this still failed, Rhees thought, to do
justice to something fundamental about what we do with words. In
thinking of the learner of language and what it is to learn to speak, he
writes:

When he can speak, we may be delighted because “He can say things himself
now—not just repeat”. But what is important is that he can say things: not
just that he can construct new sentences—as it were in an exercise. You can
set him exercises if you want to test his vocabulary. But this is not how you
find out whether he can speak.

You might test his knowledge of a foreign language by setting him exercises.
And it would be something the same if you wanted to see whether he had
mastered a particular notation; or again, if you wondered whether he could
do arithmetic. Wittgenstein used to speak of teaching a child to multiply by
going through examples of multiplication for him, then getting him to go
through these and through other exercises while you corrected his mistakes,
and then saying “Go on by yourself now”. But if you said anything like this
about teaching a child to speak, you would have left out the most important
thing. (It would be like training a very intelligent parrot.) The point, roughly,
is that if he can speak he has got something to tell you or to ask you. In
arithmetic it is different. “Telling you things” is not part of his achievement
when he learns to multiply, whereas it is his principal achievement in learning
to speak (Rhees 2006, p. 159).

Having something to say, realising that one has something to say, and
realising that this is something that we human beings do together are
signal moments in the development of the child. That we can speak about
things, representing the world, if you like, is a condition of what the world
is (as opposed to its being a mere environment or habitat): it partly
constitutes the world. Speaking in this way is then a part of the dynamic
interaction between people into which the child comes.
Third and finally, I want to take issue with a common way in which

Wittgenstein’s thought is sometimes interpreted. He emphasises the way
that so much more is taught than is learned. In a way this is obviously
true, but it should not be taken to imply any priority of learning to
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teaching. It can in no way be used to give credence to the fiction of the
education of
Emile. Although I am sure that Rousseau’s concerns are elsewhere, the

bowdlerised version of Rousseau’s thought that has been familiar in
teacher education supports the idea that the learner learns not from the
teacher but from experience, as if nature were all that was needed. But
this is at odds with Wittgenstein’s sense of a language game—that is, of
a practice into which newcomers must be initiated. For there must be
“elders” who know how to go on, and it is through being guided by them
that children will learn. It will be objected, no doubt, that this is simply
not true of first-language learning: children learn regardless of whether
anyone teaches them; they learn simply through exposure to the
language. But what exactly is this exposure? Children do not simply look
on. Left simply to “look on”, children would not even survive. They
inevitably interact from the start. Their elders respond to them in some
way, feeding them, picking them up, dressing them, and all this occurs
inevitably within shared practices. It is not that the elders need
deliberately teach: it is rather, I want to say, that teaching is already there,
internal to the relation between people and inherent in all practices. How,
in fact, could it be otherwise? Levinas’ phrase “the other teaches me” need
not then be seen as a hyperbole. And repressed though this may be, it is
what is realised especially in the ex-position of speech. Teaching comes
then to be seen as inherent in the human. The other draws me out of
position (out of security, away from a role, and away from any mere
positing.) We spend much of our lives, including some of our schooling,
learning how not to acknowledge this. And that is the easier route.
Any expectation prompted by my title that this lecture would be a tale

of scandal—of the iniquities of teachers, of cover-ups by boards of
education, of corruption on the campus—will by now have been sadly
disappointed. Yet I do want to sound a note of scandal here. We can speak
of being scandalised by, for example, the growing inequalities of wealth
in the world or by failures in government responses to the spread of the
ebola virus, where there may be good reason for such reactions. But the
sense of scandal is more typically characterised by the feeling that there
has been an offense to propriety, to correct forms of behaviour and
received ideas. Some thirty years ago I was trying to write about humility,
touching on themes that are not so far from what I have said today, and
I was impressed by some comments by R.K. Elliott, at the time Editor of
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the Journal of Philosophy of Education. He suggested to me that it was
important to bring out the stifled sense of scandal that my thoughts
provoked in some of my audience—in other words, that this related to a
certain philosophical propriety in the thoughts of my critics. Questions
of propriety are close to matters of property, and this perhaps further
explains the defended response of those who are scandalised in this way.
The sense of discomfort occasioned by some of the thoughts we have
considered today—perhaps especially by those expressed by
Vansieleghem and Masschelein—can lead to the sense that a kind of
boundary is being crossed in a way that threatens prevailing ways of
thought and is unacceptable. The evocation of speech in which they are
engaged goes off the scale of any measure of effective communication,
and the alleged lack of definition in what they say offends our still
Cartesian philosophical propensity towards “clear and distinct ideas”. I
am not immune to this unease myself, but I am sure that we should be
wary of ways in which our sense of philosophical propriety may conceal
repression and denial, which ultimately must be a failure to refusal to see
the way the world is. It is exposure of a kind that is needed, and this is
inherent in good teaching and learning.
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SANCHO GARGALLO, Miguel Ángel. (2015) La autonomía de la escuela
pública. Madrid: Iustel. pp.358

We introduce this magnificent book, which is something between a
reflection on education and a study of the legislation, and will serve with
no doubt, to focus a deep debate on some substantial elements of our
education system. What exactly is public? How should the public
education environment be configured? How should this system satisfy the
different demands from the public that it is intended for? What type of
autonomy can the public school have and which judicial changes would
be desirable in order for this autonomy not to become a simple
“desideratum”? How could that autonomy relate with the parents’
principle of freedom to choose and keep at the same time the principle
of equality? These are not some superficial questions but are questions
that hit the core of our education system and are, without a doubt,
relevant.
The subject of autonomy is in fashion now, not only because PISA has

made very popular the relation that exists between such principle and
the improvement in results, but also because innovation is in fashion, and
innovation cannot exist without experimentation, without the capacity to
propose alternative school models, and no alternative models can exist
without some type of autonomy.
We have been able to read recently in our country, although the

principle goes beyond our borders, different news that shows in some
way, how relevant is the text that we are presenting today. I will show
only two examples. I got the first through Twitter, from Professor
Alejandro Tiana, and it was about the Jesuit schools in Cataluña. The news
said that in the schools owned by this religious congregation in Cataluña,
it was decided to end three aspects that we consider fundamental in
education: the assignments, exams and schedules. A few days later, there
was an article in El Pais written by another Professor, Luis Garicano,
defending the need to try almost ground-breaking models because now
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we need other things, and the old schools are not what we need anymore.
The first evident question is: Can this be done? Is it legal? Nowadays the
law allows doing a lot of things, although doing them requires a strong
direction, which the Jesuits have, but, as it is shown in the book, current
public schools cannot do because of the reasons explained in that same
book.
It is also true that some people is suspicious of all this avalanche of

innovations that haven’t been proved efficient, asking themselves,
wouldn’t it be better if it could not be done?
Education is a very sensitive matter, and to be conservative, at least in

the way Oakeshott explains it, seemed almost a necessity for those in
charge of the laws in education. I remember what Oakeshott refers to
with the word “conservative”: “To be conservative, then, is to prefer
the familiar to the unknown, to prefer the tried to the untried, fact
to mystery, the actual to the possible, the limited to the unbounded,
the near to the distant, the sufficient to the superabundant, the
convenient to the perfect, present laughter to utopian bliss.”2 Within
this concept, a book about the autonomy of public schools is more than
relevant, whether it is to allow it, to limit it or define it. In my opinion,
this is because of two opposite reasons that we need to analyse carefully
from the educational point of view. The first one is the required good
judgement when facing the fascination for the new and the rejection for
the old. It happens in every field, everything new seems good, even
though it is still unknown and only a promise. However, our old schools
have taken millions of people out from illiteracy and destroying them is
a matter that we should dedicate more than 140 characters, which seems
the appropriate measure for a lot of reforms nowadays. 
The second idea involves the danger of immobilization. It is possible

that the society has changed more in the last 50 years than in the previous
200. This change demands to re-think the education in some way, even
though the human nature continues to be the same.
Within this context it seems that we have discovered that the autonomy

of the schools is a good to combine both requirements, to stay and be
faithful to a basic frame of functionality, and the required capacity to
adapt to the context and to the own pluralism of a complex society like
ours.
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Miguel Angel Sancho’s book is very good detecting seven problems
within the particular relation that our education legislation has with
autonomy. 1º There is a risk to confuse decentralization and autonomy.
Decentralization does not mean autonomy and the terms should not be
mistaken. 2º Autonomy, as we have configured the education service, is
in fact very limited in our country. 3º The General Education Regulations
and the Spanish Constitution itself, allows a certain level of autonomy
that the legislation in the autonomous regions have not allowed to be
transferred to the schools. 4º The reached or developed autonomy has
been mostly linked to the pedagogic aspects rather than to the
organizational ones. This difficulty faced by schools in regards to
autonomy, is aggravated by the laws that regulate the public sector and
civil servants, which condition the capacity of decision of each school in
one of the aspects where autonomy would be more significant, the hiring
of staff. 5º In practice, in our country the trend has been to weaken, at
least until recently, the leadership of public schools’ direction and
professionalization, a dimension that is closely linked to, and affects, the
autonomy of the schools. 6º We should not understand the autonomy of
schools as an opposite of participation, but consider them as elements
that are closely related according to the characteristics of the education
service. 7º It is necessary to explore new administrative figures that can
help us overcome the difficulties that current schools face to achieve
higher levels of autonomy, figures where the concepts of public and
private are blurred in the interest of quality.
Finally, it is extremely interesting the analysis of alternatives within

our legislative framework that would allow to explore ways to enhance
the autonomy within public schools and the study of some models used
by neighbouring countries, especially the study of the British case, of
which surely we could learn something.

David Reyero



TOPPING, K., DURAN, D. y VAN KEER, H. (2016). Using Peer Tutoring
to improve Reading Skills. A practical guide for teachers. New York.
Routledge. ISBN: 978-1-138-84328-8

Learning to cooperate and becoming a skilful reader is essential for
actively participate in today’s information society.
«Using Peer Tutoring to Improve Reading Skills» is a practical guide

written by Keith Topping, David Duran and Hilde Van Keer, three
renowned European researchers in the field of cooperative learning. The
book offers useful strategies for all teachers who want to improve the
reading skills of their students through the practice of peer tutoring, a
cooperative learning method to manage the diversity of levels in a way
that all the students can teach and learn from each other.
The book is divided into three parts. In the first part, we can find an

introduction to locate and acquire basic knowledge regarding reading
literacy (definition, stages of development and learning) and peer tutoring
(origin, definition, types, theoretical and empirical justification) and both
aspects (practical and empirical evidence of a peer tutoring to improve
reading skills).
In the second part of the book, the authors present three interesting

programs to improve reading skills with concrete guides for its
implementation using different types of peer tutoring. The programs
«Paired Reading» and «One book for two» propose an organisation using
a fixed role of tutoring between students of different ages; «Reading in
Pairs» instead, proposes the use of both types of tutoring, fixed and
reciprocal, including students of equal or different ages, and introduces
also the family involvement in the program. All of them offer concrete
and clear tools to effectively structure the interaction between tutor and
tutee promoting the cooperation and learning in both roles. In addition,
the book is complemented by a website where we can find the specific
materials and resources described in each program. Some of the common
points of the three peer tutoring programs are for example: the
importance of teacher’s program planning, the initial students training
in the roles of tutor and tutee, the teaching of reading strategies;
explicitly or from the program activities, the importance of tutors in
motivating and giving time to their tutee to correct errors, among many
other aspects. At the end of each chapter, authors detailed the scientific
empirical evidences of each program. Overall, these programs stand out
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for their positive results. They have shown evidence on improving
students reading fluency, increasing reading comprehension strategies
and reader self-concept in both roles tutor and student. It is important
to remember that all of these results are highly relevant for becoming a
skilful reader.
Finally, in the third part of the book, there is a useful reflection about

practical and relevant aspects for implementing an effective peer tutoring
strategy. It highlights some important aspects such as: the need to adapt
materials into the characteristics of each context; the relevance of the
teacher’s role in peer tutoring which differs considerably from a
traditional teacher’s role; the evaluation in peer tutoring and finally,
strategies to incorporate and maintain over time the peer tutoring
program. 
In short, a very interesting and practical book which is written in clear

language and well-structured that offers many guidelines and resources
on how to effectively implement peer tutoring to improve reading skills. 

Mariona Corcelles Seuba

Mariona Corcelles Seuba. C/ Císter, 34. 08022 Barcelona. Doctora en Psicología de la
Educación. Profesora en la FPCEE Blanquerna. Universitat Ramon Llull. Investigadora
del equipo SINTE-LEST. Telf. 932533000. Marionacs@blanquerna.url.edu

126 Revista de Educación, 373. July-September 2016, pp. 121-126



Bibliographical Index



Bibliographical Index of Revista de Educación. Year 2015
(Issues 367-368-369 and 370)

Issue 367

NATALIA KRÜGER, MARÍA MARTA FORMICHELLA Y AGURTZANE LEKUONA.
Más allá de los logros cognitivos: la actitud hacia la escuela y sus
determinantes en España según PISA 2009. En: Revista de Educación,
Ministerio de Educación, 367, 2015, PP.10-35.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/367/367_1.html] [ISSN: 0034-8082]

MIGUEL ÁNGEL MONTES NAVARRO, LUIS CARLOS CONTRERAS GONZÁLEZ,
Mª MAR LIÑÁN GARCÍA, MARÍA CINTA MUÑOZ CATALÁN, NURIA CLIMENT
RODRÍGUEZ Y JOSÉ CARRILLO YÁÑEZ. 
Conocimiento de aritmética de futuros maestros. Debilidades y
fortalezas. En: Revista de Educación, Ministerio de Educación, 367,
2015, PP.36-62. 
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/367/367_2.html] [ISSN: 0034-8082]

TERESA TORRES-CORONAS Y MARÍA-ARÁNTZAZU VIDAL-BLASCO. 
Percepción de estudiantes y empleadores sobre el desarrollo de
competencias digitales en la educación superior. En: Revista de
Educación, Ministerio de Educación, 367, 2015, PP.63-90.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/367/367_3.html] [ISSN: 0034-8082]

YOLANDA FERNÁNDEZ-SANTOS Y ALMUDENA MARTÍNEZ-CAMPILLO.
¿Ha mejorado la productividad docente e investigadora de las
universidades públicas españolas desde la aprobación de la LOU?:
Evidencia a partir del bootstrap. En: Revista de Educación, Ministerio de

Revista de Educación, 373. July-September 2016, pp. 127-137128



Educación, 367, 2015, PP.91-116. [http://www.mecd.gob.es/revista-de-
educacion/numeros-revista-educacion/numeros-anteriores/2015/367/36
7_6.html] [ISSN: 0034-8082]

NATALIA GONZÁLEZ FERNÁNDEZ, VICENT GOZÁLVEZ PÉREZ Y ANTONIA
RAMÍREZ GARCÍA. 
La competencia mediática en el profesorado no universitario.
Diagnóstico y propuestas formativas. En: Revista de Educación,
Ministerio de Educación, 367, 2015, PP.117-146.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/367/367_4.html] [ISSN: 0034-8082]

CARMEN POZO MUÑOZ Y BLANCA BRETONES NIETO.
Dificultades y retos en la implantación de los títulos de grado en las
universidades españolas. En: Revista de Educación, Ministerio de
Educación, 367, 2015, PP.147-172. [http://www.mecd.gob.es/revista-de-
educacion/numeros-revista-educacion/numeros-anteriores/2015/367/36
7_6.html] [ISSN: 0034-8082]

Issue 368

FRANÇOYS GAGNÉ. 
De los genes al talento: la perspectiva DMGT/CMTD. En: Revista de
Educación, Ministerio de Educación, 368, 2015, PP.12-39.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/368/368_1.html] [ISSN: 0034-8082]

PAULA OLSZEWSKI-KUBILIUS, RENA F. SUBOTNIK Y FRANK C. WORRELL.

Re-pensando las altas capacidades: una aproximación evolutiva.
En: Revista de Educación, Ministerio de Educación, 368, 2015, PP.40-65.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/368/368_2.html] [ISSN: 0034-8082]

STEVEN I. PFEIFFER.
El Modelo Tripartito sobre la alta capacidad y las mejores prácticas en
la evaluación de los más capaces. En: Revista de Educación, Ministerio
de Educación, 368, 2015, PP.66-95. [http://www.mecd.gob.es/revista-de-

Revista de Educación, 373. July-September 2016, pp. 127-137 129



educacion/numeros-revista-educacion/numeros-
anteriores/2015/368/368_3.html] [ISSN: 0034-8082]

JOSEPH S. RENZULLI Y AMY H. GAESSER.
Sistema multi-criterio para la identificación de las altas capacidades
Creativas/Productivas y de Alto Logro. En: Revista de Educación,
Ministerio de Educación, 368, 2015, PP.96-131.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/368/368_4.html] [ISSN: 0034-8082]

DOLORES PRIETO, CARMEN FERRÁNDIZ, MERCEDES FERRANDO Y
MARIA ROSA BERMEJO. 
La Batería Aurora: una nueva evaluación de la inteligencia exitosa. En:
Revista de Educación, Ministerio de Educación, 368, 2015, PP.132-157.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/368/368_5.html] [ISSN: 0034-8082]

DAVID HENRY FELDMAN. 
Por qué los niños prodigio son importantes. En: Revista de Educación,
Ministerio de Educación, 368, 2015, PP.158-173.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/368/368_6.html] [ISSN: 0034-8082]

LINDA E. BRODY. 
El studio de Julian C. Stanley sobre talento excepcional: Una
aproximación personalizada para dar respuesta a las necesidades de los
estudiantes con altas capacidades. En: Revista de Educación, Ministerio
de Educación, 368, 2015, PP.174-195. [http://www.mecd.gob.es/revista-
de-educacion/numeros-revista-educacion/numeros-anteriores/2015/368/
368_7.html] [ISSN: 0034-8082]

JAVIER TOURÓN Y RAÚL SANTIAGO. 
El modelo Flipped Learning y el desarrollo del talento en la escuela. En:
Revista de Educación, Ministerio de Educación, 368, 2015, PP.196-231.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/368/368_8.html] [ISSN: 0034-8082]

Revista de Educación, 373. July-September 2016, pp. 127-137130



JOYCE VANTASSEL-BASKA. 
Diferenciación en Acción: el Integrated Curriculum Model. En: Revista
de Educación, Ministerio de Educación, 368, 2015, PP.232-254.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/368/368_9.html] [ISSN: 0034-8082]

PROF. DR. JOAN FREEMAN.
Por qué algunos niños con altas capacidades son notablemente más
exitosos en la vida que otros con iguales oportunidades y habilidad. En:
Revista de Educación, Ministerio de Educación, 368, 2015, PP.255278.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/368/368_10.html]
[ISSN: 0034-8082]

ELINA KUUSISTO Y KIRSI TIRRI. 
Desacuerdos al trabajar en equipo: Un estudio de caso con estudiantes
de ciencias con altas capacidades. En: Revista de Educación, Ministerio
de Educación, 368, 2015, PP.279-303. [http://www.mecd.gob.es/revista-
de-educacion/numeros-revista-educacion/numeros-anteriores/2015/368/
368_11.html] [ISSN: 0034-8082]

Issue 369

ALBERT JULIÀ CANO, SANDRA ESCAPA SOLANAS Y MARGA MARÍ-KLOSE. Nuevos
riesgos sociales y vulnerabilidad educativa de chicos y chicas en
España. En: Revista de Educación, Ministerio de Educación, 369, 2015,
PP.9-30. [http://www.mecd.gob.es/revista-de-educacion/numeros-
revista-educacion/numeros-anteriores/2015/369/369_1.html]
[ISSN: 0034-8082]

JORGE MAÑANA RODRÍGUEZ Y ELEA GIMÉNEZ TOLEDO. 
Revistas de educación e investigación educativa. Modelos de negocio y
desempeño bibliométrico. En: Revista de Educación, Ministerio de
Educación, 369, 2015, PP.31-58. [http://www.mecd.gob.es/revista-de-
educacion/numeros-revista-educacion/numeros-anteriores/2015/369/36
9_2.html] [ISSN: 0034-8082]

Revista de Educación, 373. July-September 2016, pp. 127-137 131



MANUEL DE LA TORRE-CRUZ, ALBERTO RUIZ-ARIZA, MARÍA DOLORES LÓPEZ-
GARCÍA Y EMILIO J MARTINEZ LÓPEZ.
Efecto Diferencial del Estilo Educativo Materno y Paterno sobre el
Autoconcepto Físico del Adolescente. En: Revista de Educación,
Ministerio de Educación, 369, 2015, PP.59-84.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/369/369_3.html] [ISSN: 0034-8082]

JOSÉ ANTONIO MOLINA MARFIL, ÓSCAR DAVID MARCENARO GUTIÉRREZ Y ANA
MARTÍN . Educación financiera y sistemas educativos en la OCDE: un
análisis comparativo con datos PISA 2012. En: Revista de Educación,
Ministerio de Educación, 369, 2015, PP.85-108.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/369/369_4.html] [ISSN: 0034-8082]

JESÚS GARCÍA LABORDA, GLORIA LUQUE AGULLÓ, ANA ISABEL MUÑOZ Y

MARGARITA BAKIEVA. 
Rendimiento de los estudiantes de primer curso de universidad en las
tareas orales en la simulación de un examen de acceso a la
Universidad. En: Revista de Educación, Ministerio de Educación, 369,
2015, PP.109-134. [http://www.mecd.gob.es/revista-de-
educacion/numeros-revista-educacion/numeros-anteriores/2015/369/36
9_5.html] [ISSN: 0034-8082]

ALFONS MEDINA CAMBRÓN Y SONIA BALLANO MACÍAS. 

Retos y problemáticas de la introducción de la educación mediática en
los centros de secundaria. En: Revista de Educación, Ministerio de
Educación, 369, 2015, PP.135-158. [http://www.mecd.gob.es/revista-de-
educacion/numeros-revista-educacion/numeros-anteriores/2015/369/36
9_6.html] [ISSN: 0034-8082]

SARA M. GONZÁLEZ-BETANCOR Y ALEXIS J. LÓPEZ-PUIG.
Escolarización temprana, trimestre de nacimiento y rendimiento
educativo en primaria. En: Revista de Educación, Ministerio de
Educación, 369, 2015, PP.159-183. [http://www.mecd.gob.es/revista-de-
educacion/numeros-revista-educacion/numeros-anteriores/2015/369/36
9_7.html] [ISSN: 0034-8082]

132 Revista de Educación, 373. July-September 2016, pp. 127-137



Issue 370

RICARDO ESPINOZA Y SERGIO URZÚA. 
Las Consecuencias Económicas de un Sistema de Educación Superior
Gratuito en Chile. En: Revista de Educación, Ministerio de Educación,
370, 2015, PP.10-43. [http://www.mecd.gob.es/revista-de-
educacion/numeros-revista-educacion/numeros-anteriores/2015/370/37
0_1.html] [ISSN: 0034-8082]

FERNANDO MARTÍNEZ-ABAD, SUSANA OLMOS-MIGUELÁÑEZ Y MARÍA JOSÉ
RODRÍGUEZ-CONDE.
Evaluación de un programa de formación en competencias
informacionales para el futuro profesorado de E.S.O. En: Revista de
Educación, Ministerio de Educación, 370, 2015, PP.44-70.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/370/370_2.html] [ISSN: 0034-8082]

MARÍA JOSÉ GONZÁLEZ LÓPEZ, PEDRO GÓMEZ Y ÁNGELA MARÍA RESTREPO. 
Usos del error en la enseñanza de las matemáticas. En: Revista de
Educación, Ministerio de Educación, 370, 2015, PP.71-95.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/370/370_3.html] [ISSN: 0034-8082]

ROSA BELÉN CASTRO NÚÑEZ, PASCUAL FERNÁNDEZ MARTÍNEZ Y VÍCTOR
MARTÍN BARROSO. Análisis de la tasa de rendimiento de la educación
superior en España. En: Revista de Educación, Ministerio de Educación,
370, 2015, PP.96-120. [http://www.mecd.gob.es/revista-de-
educacion/numeros-revista-educacion/numeros-anteriores/2015/370/37
0_4.html] [ISSN: 0034-8082]

CALIXTO GUTIÉRREZ-BRAOJOS, ANA MARTÍN-ROMERA, ANTONI CASASEMPERE
SATORRES Y ANTONIO FERNÁNDEZ-CANO. 
Análisis Cientimétrico de la Grounded Theory en Educación. En: Revista
de Educación, Ministerio de Educación, 370, 2015, PP.121-148.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/370/370_5.html] [ISSN: 0034-8082

Revista de Educación, 373. July-September 2016, pp. 127-137 133



MARÍA-ANGELES DE LA CABA-COLLADO Y RAFAEL LÓPEZ-ATXURRA.
Autonomía: las voces de madres y padres. En: Revista de Educación,
Ministerio de Educación, 370, 2015, PP.149-171.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/370/370_6.html] [ISSN: 0034-8082]

JOSÉ MANUEL CORDERO FERRERA, FRANCISCO PEDRAJA CHAPARRO Y ROSA
SIMANCAS RODRÍGUEZ. 
Factores del éxito escolar en condiciones socioeconómicas
desfavorables. En: Revista de Educación, Ministerio de Educación, 370,
2015, PP.172-198. [http://www.mecd.gob.es/revista-de-
educacion/numeros-revista-educacion/numeros-anteriores/2015/370/37
0_7.html] [ISSN: 0034-8082]

JUAN D. GODINO, MIGUEL R. WILHELMI, TERESA NETO, TERESA F. BLANCO,
ÁNGEL CONTRERAS, CARMEN DÍAZ-BATANERO, ANTONIO ESTEPA Y AITZOL
LASA. 
Evaluación de conocimientos didáctico - matemáticos sobre
razonamiento algebraico elemental de futuros maestros. En: Revista de
Educación, Ministerio de Educación, 370, 2015, PP.199-228.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/370/370_8.html] [ISSN: 0034-8082]

BERNARDO GARGALLO LÓPEZ, PEDRO RAMÓN GARFELLA ESTEBAN, PIEDAD M.
SAHUQUILLO MATEO, IRENE VERDE PELEATO Y MIGUEL ÁNGEL JIMÉNEZ
RODRÍGUEZ. 
Métodos centrados en el aprendizaje, estrategias y enfoques de
aprendizaje en estudiantes universitarios. En: Revista de Educación,
Ministerio de Educación, 370, 2015, PP.229-254.
[http://www.mecd.gob.es/revista-de-educacion/numeros-revista-
educacion/numeros-anteriores/2015/370/370_9.html] [ISSN: 0034-8082]

Revista de Educación, 373. July-September 2016, pp. 127-137134



Author index

ANTONIO MOLINA MARFIL, JOSÉ
BAKIEVA, MARGARITA

BALLANO MACÍAS, SONIA
BERMEJO, MARIA

BRETONES NIETO, BLANCA
BRODY, LINDA E.
C. WORRELL, FRANK
CARRILLO YÁÑEZ, JOSÉ
CASASEMPERE SATORRES, ANTONI
CASTRO NÚÑEZ, ROSA BELÉN
CLIMENT RODRÍGUEZ, NURIA

CONTRERAS GONZÁLEZ, LUIS CARLOS
CONTRERAS, ÁNGEL
CORDERO FERRERA, JOSÉ MANUEL

DE LA CABA-COLLADO, MARÍA-ANGELES
DE LA TORRE-CRUZ, MANUEL

DÍAZ-BATANERO, CARMEN
ESCAPA SOLANAS, SANDRA
ESPINOZA, RICARDO
ESTEPA, ANTONIO
FERNÁNDEZ MARTÍNEZ, PASCUAL
FERNÁNDEZ-CANO, ANTONIO
FERNÁNDEZ-SANTOS, YOLANDA
FERRÁNDIZ, CARMEN
FERRANDO, MERCEDES

FORMICHELLA, MARÍA ROSA MARTA

FREEMAN, JOAN
GAESSER, AMY H.
GAGNÉ, FRANÇOYS
GARCÍA LABORDA, JESÚS
GARGALLO LÓPEZ, BERNARDO
GIMÉNEZ TOLEDO, ELEA
GODINO, JUAN D.
GÓMEZ, PEDRO
GONZÁLEZ FERNÁNDEZ, NATALIA

GONZÁLEZ LÓPEZ, MARÍA JOSÉ

Revista de Educación, 373. July-September 2016, pp. 127-137 135



GONZÁLEZ-BETANCOR, SARA M.
GOZÁLVEZ PÉREZ, VICENT
GUTIÉRREZ-BRAOJOS, CALIXTO
HENRY FELDMAN, DAVID

JULIÀ CANO, ALBERT
KRÜGER, NATALIA

KUUSISTO, ELINA
LASA, AITZOL
LEKUONA, AGURTZANE
LIÑÁN GARCÍA, Mª MAR

LÓPEZ-ATXURRA, RAFAEL
LÓPEZ-GARCÍA, MARÍA DOLORES

LÓPEZ-PUIG, ALEXIS J.
LUQUE AGULLÓ, GLORIA

MAÑANA RODRÍGUEZ, JORGE
MARCENARO GUTIÉRREZ, ÓSCAR DAVID

MARÍ-KLOSE, MARGA

MARTÍN BARROSO, VÍCTOR
MARTÍN, ANA
MARTINEZ LÓPEZ, EMILIO J.
MARTÍNEZ-ABAD, FERNANDO
MARTÍNEZ-CAMPILLO, ALMUDENA
MARTÍN-ROMERA, ANA
MEDINA CAMBRÓN, ALFONS
MONTES NAVARRO, MIGUEL ÁNGEL
MUÑOZ CATALÁN, MARÍA CINTA
MUÑOZ, ANA ISABEL
NETO, TERESA
OLMOS-MIGUELÁÑEZ, SUSANA
OLSZEWSKI-KUBILIUS, PAULA
PEDRAJA CHAPARRO, FRANCISCO
PFEIFFER, STEVEN I.
POZO MUÑOZ, CARMEN
PRIETO, DOLORES

RAMÍREZ GARCÍA, ANTONIA
RAMÓN GARFELLA ESTEBAN, PEDRO
RENZULLI, JOSEPH S.
RESTREPO, ÁNGELA MARÍA

Revista de Educación, 373. July-September 2016, pp. 127-137136



RODRÍGUEZ-CONDE, MARÍA JOSÉ
RUIZ-ARIZA, ALBERTO
SAHUQUILLO MATEO, PIEDAD M.
SANTIAGO, RAÚL
SIMANCAS RODRÍGUEZ, ROSA
SUBOTNIK, RENA F.
TIRRI, KIRSI
TORRES-CORONAS, TERESA
TOURÓN, JAVIER
URZÚA, SERGIO
VANTASSEL-BASKA, JOYCE
VIDAL-BLASCO, MARÍA-ARÁNTZAZU
WILHELMI, MIGUEL R.

Revista de Educación, 373. July-September 2016, pp. 127-137 137




	Revista de Educación
	Créditos
	Presentation
	Index
	Research
	Bullying, a moral issue: Representations of self and moral disconnects
	From messing about to getting wound up: metaphor and coherence in the stories of five young people returning to CFGM
	Presence and potentialities of social education in the field of health
	Variables associated to the self-efficacy perceived by Spanish Secondary School Science Teachers
	Teaching Exposed: Education in Denial

	Reviews
	Bibliographical Index
	Cubierta final



