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Imagen de cubierta

Fotografiade Manuel Ortega Caballero.

CINE PERELLO

Detalle del Edificio, Situado en la Calle General Polavieja, donde tiene su entrada
principal y en Alvaro de Bazan.

El proyecto de garaje para Manuel Perellé Pérez, fue del ingeniero de minas Luis
Garcia Alix, el 15 de noviembre de 1926. El 3 de junio de 1927, el mismo ingeniero
eleva a mayor altura la cubierta. El disefio decorativo de todos los exteriores
corresponden al mismo proyecto, pero el edificio fue destinado finalmente a cine
y teatro. Hoy es el tnico cine que existe en Melilla, tras el cierre del Multicines del
Realy del Cine Avenida.
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Nota editorial

Oswaldo Lorenzo Quiles
Director de la revista Publicaciones

Fatima El Mahraoui El Ghazzaz
Técnico de la revista Publicaciones

El volumen 52(1) de la revista Publicaciones, revista oficial de la Facultad de Ciencias de
la Educacion y del Deporte de Melilla (Universidad de Granada), es el primer nimero
ordinario correspondiente al afio 2022.

Este volumen coincide con la renovacién reciente (julio de 2022) del sello de calidad
editorial y cientifica de la FECYT (Fundacién Espafiola para la Ciencia y Tecnologia), a lo
que hay que sumar que la revista se mantiene también en la prestigiosa base de datos
JCR (Journal Citation Report) de la Web of Science.

Todo esto es posible gracias al gran trabajo que realiza un amplio equipo de personas
vinculado a Publicaciones, al apoyo institucional y econédmico de las instituciones que
patrocinan su publicacién (Consejeria de Educacion, Cultura, Festejos e Igualdad de
la Ciudad Auténoma de Melilla, Vicerrectorado de Investigacién y Transferencia de la
Universidad de Granada y Facultad de Ciencias de la Educacién y del Deporte de Meli-
lla) y a la confianza de los autores para publicar en esta revista.

Este nimero recoge 9 trabajos de distinto tipo, comenzando con el de Colomo, Gabar-
da, Palmero y Guillén, quienes, desde una perspectiva bibliométrica, analizan la pro-
duccién cientifica sobre el uso de la tecnologia como herramienta para el aprendizaje
de las matemadticas en la escolarizacién obligatoria, en la base de datos Scopus. La
muestra esta conformada por 132 articulos publicados entre 2015y 2021, a los que se
aplican diferentes técnicas de analisis, como el acoplamiento bibliografico, co-citacién
y co-ocurrencia.

Utilizando los criterios del Orbis Pictus Award Committee, Sanjuan-Alvarez y Crist6-
bal-Hornillos analizan un libro ilustrado de no-ficcion sobre el antiguo Egipto y lo con-
trastan con una unidad didactica de un libro de 1.° de Educacién Secundaria Obligato-
ria (ESO) sobre el mismo tema. Los resultados muestran que la organizacion, disefio y
estilo de la obra de no-ficcién hacen atractiva la informacién, estimulan la actitud de
indagacion, la creatividad y el juego. Ademas, refuerzan la construccién del sentido
mediante la lectura recursiva y fusionan los componentes cognitivos y emocionales de
la lectura y del aprendizaje, lejos de la mera asimilacién de contenidos informativos.

La lectura es un proceso que se ha culturalizado con el tiempo, a fin de mostrarse
como reflejo de la situacién de la mujer y de los condicionantes a los que se enfrenta.
Hernandez, Alvarez y Sdnchez-Romero analizan enm este articulo las variables rela-
cionadas con el habito lector en universitarios, desde una perspectiva de género. Los
resultados mostraron la lectura como una actividad de ocio mas practicada por las mu-
jeres, especialmente en vacaciones, y se observo una preferencia diferenciada estadis-
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ticamente en los tipos de lectura (libros y revistas en mujeres y cémics y periédicos en
hombres). Para las mujeres, el grupo de amigos influyd positiva y significativamente
en el fomento de la lectura, y respecto a la competencia lectora, el fomento de la ima-
ginacion fue la categoria mas valorada también por mujeres.

A fin de de conocer las opiniones y sugerencias de los estudiantes del espafiol sobre
la implementacién de la asignatura de Lexicologia y proporcionar ideas sobre la en-
sefianza del Iéxico y la planificacién curricular, Hui Wen y Qiuyue Xiao llevan a cabo
un estudio de encuestas en linea a estudiantes del Departamento de Espafiol de la
Universidad de Estudios Internacionales de Sichuan (SISU).

Por su parte, la investigacion de Srivoranart, Duangkong y Kunyamoon tiene como
objetivo explorar como la instruccion de lenguas basada en temas, un enfoque in-
novador para la ensefianza de lenguas extranjeras en estos Ultimos afios, afecta a la
actitud y la motivacion de los aprendices y comprueba su efectividad para desarrollar
su competencia de espafiol. El curso de “Espafiol y Certamen de Belleza” ha sido el
objeto de estudio, para averiguar cémo se ejecuta la motivacion intrinseca, puesto
que los concursos de belleza cuentan con una base sélida de seguidores en Tailandia.
Segun los datos recogidos, la ensefianza de espafiol basada en el tema de certamen
de belleza produjo un alto impacto en la actitud y la motivacién de los estudiantes.

Mena-Rodriguez, Fernandez-Jiménez, Gémez-Carrillo y Gémez-Carrillo indagan en las
actitudes y opiniones del profesorado de Educacién Superior hacia el uso de un len-
guaje no sexista durante el desarrollo del proceso de ensefianza y aprendizaje. Partici-
po en este estudio profesorado de diferentes Facultades de la Universidad de Malaga.
De los resultados obtenidos se concluye que existe cierta predisposicidn hacia la uti-
lizacién de un lenguaje igualitario, aunque la gran mayoria del profesorado utiliza el
masculino genérico de manera sistematica.

Ambery Sudrez, mediante revisién documental, identifican las tendencias actuales en
la formacién de pedagogos en los planes de estudio de las universidades espafiolas,
durante el curso 2020/2021. Las conclusiones sefialan una diversidad de enfoques en
la formacién de pedagogos que puede ser analizada como una ventaja, debido a las
posibilidades de eleccién de universidades que ofrecen, pero también una desventaja
considerando la necesidad de homogeneizar la formacién y el desempefio profesional
de los pedagogos a lo largo del territorio espafiol.

El objetivo del trabajo de Tito-Huamani, Geraldo y Soria fue evaluar las propiedades
psicométricas de la escala estresores académicos (ECEA) en el contexto de la CO-
VID-19. La muestra estuvo conformada en el primer estudio de 300 participantes. En
un segundo estudio se evalud a 566 estudiantes de universidades publicas y privadas
con edades entre los 18 y 30 afios. Se concluye que el ECEA es un instrumento que
cuenta con adecuadas propiedades psicométricas, siendo apto para fines de inves-
tigacion y descripcién de grupos universitarios peruanos bajo el contexto producido
por la COVID-19.

Barrios, Maldonado y Nava plantean como objetivo analizar la metacapacidad comu-
nicativa asertiva de los docentes de las carreras de Enfermeria de la Universidad Na-
cional Experimental de la Fuerza Armada Bolivariana (UNEFAB), nicleo Maracay. Se
concluye que los docentes de las carreras de enfermeria de la UNEFAB presentan un
alto nivel de metacapacidad comunicativa asertiva, desde la perspectiva de los es-
tudiantes. Los docentes fueron capaces de comunicar abiertamente sus ideas, con
respeto y buscando el beneficio estudiantil.

Publicaciones 52(1), 3-5. https://doi.org/10.30827/publicaciones.v52i1.26219
Lorenzo, O., & El Mahraoui, F. (2022). Nota editorial


http://doi.org/10.30827/publicaciones.v48i2.8331

Este nimero concluye con el trabajo de Frieiro, Gonzélez y Dominguez, que llevan
a cabo un estudio en el que analizan las propiedades psicométricas del Rosenberg
Self-Esteem Scale (RSES). Este estudio pretende alcanzar evidencias de validez (corro-
borar la estructura factorial original y su validez convergente) y fiabilidad (consistencia
interna), al mismo tiempo que comprobar la existencia de diferencias significativas en
la autoestima, seguin el género, la edad, el curso académico y el tipo de centro.
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Fatima El Mahraoui El Ghazzaz
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Issue 52(1) of Publicaciones, the official journal of the Faculty of Education and Sports
Sciences of Melilla (University of Granada), is the first regular issue corresponding to
the year 2022.

Its publication coincides with the recent renewal in July 2022 of the Seal of Editorial
and Scientific Quality of the FECYT (Spanish Foundation for Science and Technology).
The journal has also maintained its place in the Web of Science’s prestigious JCR (Jour-
nal Citation Report) database.

All of this has been possible thanks to the hard work of the large team of people work-
ing behind the scenes at Publicaciones, the institutional and financial support of its
sponsors (the Department of Education, Culture, Festivities and Equality of the Auton-
omous City of Melilla, the Vice-Rectorate for Research and Transfer of the University
of Granada and the Faculty of Education and Sports Sciences of Melilla) and the confi-
dence placed in this journal by the authors who publish their papers.

This issue features nine papers of a diverse nature, starting with the study by Colo-
mo, Gabarda, Palmero and Guillén which adopts a bibliometric perspective to analyse
scientific production in the Scopus database on the use of technology as a tool for
learning mathematics in compulsory schooling. The sample consists of 132 articles
published between 2015 and 2021, to which different analysis techniques are applied
such as bibliographic coupling, co-citation and co-occurrence.

Applying the criteria of the Orbis Pictus Award Committee, Sanjuan-Alvarez and Cris-
tébal-Hornillos analyse a non-fiction picture book on Ancient Egypt and compare it
with a teaching unit from a textbook on the same subject for the first year of Com-
pulsory Secondary Education (ESO). The results show that the layout, design and style
of the non-fiction work make the information attractive and stimulate an attitude of
enquiry, creativity and play. They also stress the construction of meaning through re-
cursive reading and merge the cognitive and emotional components of reading and
learning, far from the mere assimilation of information.

Reading is a process that has been culturalised over time to reflect the situation of
women and the constraints they face. In their article, Herndndez, Alvarez and Sén-
chez-Romero analyse the variables associated with reading habits among university
students from a gender perspective. The results show that reading as a leisure activity
is more common among women, especially on holidays, and there was a statistical-
ly significant preference in terms of the types of reading (books and magazines for
women and comics and newspapers for men). For women, their group of friends had
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a positive and significant influence on encouraging reading, while in terms of read-
ing competence the category most highly valued, again by women, was encouraging
imagination.

Hui Wen and Qiuyue Xiao conducted an online survey of students in the Spanish De-
partment at Sichuan International Studies University (SISU) to determine their opin-
ions and suggestions regarding the implementation of the subject of Lexicology and
provide ideas on lexical teaching and curriculum planning.

Meanwhile, the research by Srivoranart, Duangkong and Kunyamoon explores theme-
based language instruction, an innovative approach to foreign language teaching ad-
opted in recent years, analysing how it affects learners’ attitudes and motivation and
testing its effectiveness at developing their proficiency in Spanish. The object of this
study which seeks to determine how intrinsic motivation arises was the ‘Spanish and
Beauty Pageant’ course, given that beauty pageants have a strong fan base in Thai-
land. According to the results, teaching Spanish based on the beauty pageant theme
had a high impact on students’ attitudes and motivation.

Mena-Rodriguez, Fernandez-Jiménez, Gdmez-Carrillo and Gémez-Carrillo explore the
attitudes and opinions of Higher Education teachers regarding the use of non-sexist
language during the teaching and learning process. The results of their study involv-
ing teachers from different faculties of the University of Malaga show that there is
a certain predisposition towards the use of non-sexist language, although the vast
majority of teachers use the generic masculine systematically.

Amber and Suarez offer a documentary review that identifies current trends in teach-
er training in the curricula of Spanish universities for the 2020/2021 academic year.
The conclusions point to a diversity of approaches to teacher training which may be
seen as an advantage due to the different choices offered by universities, but also as
a disadvantage in light of the need to standardise teacher training and professional
practice across Spain.

The aim of the study by Tito-Huamani, Geraldo and Soria was to evaluate the psycho-
metric properties of the Academic Stress Scale (ECEA) in the context of the COVID-19
pandemic. The sample consisted of 300 participants in the first study, while a second
study assessed 566 students from public and private universities aged between 18
and 30. It concludes that the ECEA has adequate psychometric properties suitable for
research purposes and description of groups of Peruvian university students in the
context of the COVID-19 pandemic.

Barrios, Maldonado and Nava set out to analyse the assertive communicative metaca-
pacity of Nursing teachers at the National Experimental University of the Armed Forc-
es (UNEFAB) in Maracay, Venezuela. They reach the conclusion that from the students’
perspective the Nursing teachers at UNEFAB have a high level of assertive communi-
cation metacapacity. The teachers were capable of communicating their ideas openly,
respectfully and to the benefit of the students.

Finally, the last paper in this issue is by Frieiro, Gonzalez and Dominguez, who an-
alysed the psychometric properties of the Rosenberg Self-Esteem Scale (RSES). This
study seeks to demonstrate its validity (to corroborate the original factor structure
and its convergent validity) and reliability (internal consistency), and also to verify the
existence of significant differences in self-esteem according to gender, age, academic
year and type of school.
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Resumen

Introduccién: La integracion de la tecnologia en los procesos formativos se ha ido conso-
lidando como una realidad en cualquier contexto, etapa y materia. Esta integracién, mas
alld de vincularse a la inclusién de contenidos especificos y al reconocimiento de la com-
petencia digital como una destreza basica, se vincula con la consideracién de la tecnologia
como una herramienta al servicio del aprendizaje, asociada a su potencial como recurso
metodologico.

Método: Bajo esta consideracidn, este trabajo analiza, desde una perspectiva bibliométrica,
la produccidn cientifica sobre el uso de la tecnologia como herramienta para el aprendizaje
de las matematicas en la escolarizacién obligatoria en la base de datos Scopus. La muestra
estd conformada por 132 articulos publicados entre 2015 y 2021, a los que se aplican di-
ferentes técnicas bibliométricas (acoplamiento bibliografico, co-citacién y co-ocurrencia).

Resultados: Los resultados muestran una tendencia al alza de la produccién cientifica so-
bre el fenémeno de estudio, con mayor indexacién en las areas de ciencias sociales y cien-
cias de la computacién. Aunque las publicaciones se encuentran de manera mayoritaria en
revistas angléfonas, la mayor parte de las investigaciones estan contextualizadas en Espa-
fia, sequidas de las realizadas en Estados Unidos. La co-ocurrencia identifica la Educacién
Secundaria como contexto mayoritario, aunque hay una presencia notable también de la
Educacién Primaria, habiendo presencia de diferentes propuestas metodoldgicas. Destaca,
por Ultimo, una repercusion notable (en nimero de citas) de las publicaciones vinculadas
al tema de estudio.

Conclusiones: Se concluye, de este modo, la relevancia del aprendizaje de las matematicas
mediado por tecnologia en la escolaridad obligatoria, dibujando una linea de accién prio-
ritaria en los proximos afios.

Palabras clave: analisis bibliométrico, matemadticas, tecnologia educativa, escolaridad obli-
gatoria.

Abstract

Introduction: The integration of technology in educational processes has been consolidat-
ed as areality in any context, at any stage and in any subject. This integration, beyond being
linked to the inclusion of specific content and the recognition of digital competence as a
basic skill, is linked to the consideration of technology as a tool at the service of learning,
associated with its potential as a methodological resource.

Method: Under this consideration, this paper analyses, from a bibliometric perspective, the
scientific production on the use of technology as a tool for learning mathematics in com-
pulsory schooling in the Scopus database. The sample is made up of 132 articles published
between 2015 and 2021, to which different bibliometric techniques (bibliographic coupling,
co-citation and co-occurrence) are applied.

Results: The results show an upward trend in scientific production on the phenomenon
under study, with higher indexation in the areas of social sciences and computer science.
Although most of the publications are in English-language journals, most of the research
is contextualised in Spain, followed by the United States. The co-occurrence identifies Sec-
ondary Education as the main context, although there is also a notable presence of Primary
Education, with the presence of different methodological proposals. Finally, there is a nota-
ble impact (in terms of number of citations) of the publications linked to the topic of study.

Conclusions: Thus, we conclude the relevance of technology-mediated mathematics learning
in compulsory schooling, outlining an area of study of priority projection in the coming years.

Keywords: bibliometric study, mathematics, educational technology, compulsory education.
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Pe3tome

BBegeHwe: NHTerpauus TexHonoruii B 06pasoBate/ibHble NPoLecChl CTAHOBUTCS peanbHO-
CTb0 B 0OOM KOHTEKCTe, Ha Nt06oM 3Tane 1 B 10O6OM npeameTe. 3Ta UHTerpauus, no-
MUMO BK/TOYEHWS KOHKPETHOrO COAePXaHWs U NPU3HaHWS LMGPOBO/ KOMMETEHTHOCTN B
KauyecTBe 6a30BOro HaBblKa, CBSI3aHa C PaCCMOTPEHMEM TEXHOMOMMIN KakK MHCTPYMEHTa Ha
cnyx6e 06yyeHus, CBA3aHHOTO C ee MOTEHLMANOM B KauecTBe MeTOA00rMYeckoro pecyp-
ca.

MeToz: B COOTBETCTBMM C 3TUM COOBPaxeHNeM B JaHHON CTaTbe MPOBOAUTCS 61banome-
TPUYECKUIl aHaNN3 HayYHO NPOAYKLMM MO NCMONb30BAHMIO TEXHONOTM Kak UHCTPYMeH-
Ta AN U3yYeHNs MaTemMaTuKn B 0693aTeNlbHOM LUKOIbHOM 06pa30BaHuM B 6a3e AaHHbIX
Scopus. Bbibopka coctonT 13 132 cTaTeid, ony6amMKoBaHHbIX B nepuog ¢ 2015 no 2021 rog, K
KOTOPbIM 6blIM NPUMeEHEHbI Pa3NnyHble bubanomeTpuyeckne MeToabl (brbanorpaduye-
CKasi CBSi3b, COBMECTHOE LIMTMPOBaHKE U COBMaAeHue).

Pe3ynbTatbl: Pe3ynbTaTthl MOKa3biBAKOT TEHAEHLMIO K POCTY HayYHOM NPOAYKLUK NO 13y-
yaemMoMy iBNIeHUIO, C 6o/ee BbICOKON MHAeKCaLMel B 061aCTaX COLMabHbIX HAayK U NH-
dopmaTnKm. XOTS BOMBbLUMHCTBO NYBAMKALMIA MYBAVKYETCS B aHII0A3bIYHbIX XypHanax,
60NbLUVHCTBO UCCIeA0BaHUIA NOCBALLEHO VicnaHnw, 3aTemM ciefytoT nccnesoBaHuns, npo-
BeAeHHble B CLLA. CoBMecTHOe 1Mcnonb3oBaHWe onpejenseT cpejHee 06pa3oBaHMe Kak
OCHOBHOI KOHTEKCT, XOTS Takxe 3aMeTHO MPUCYTCTBME HayalbHOr0 06pa3oBaHus, C Ha-
NNYNEM Pa3NYHbIX METOAONOMMYECKMX MPeAnoXeHni. HakoHel, BblfenseTcs 3ameTHoe
BIVSIHME (MO KONNYECTBY LIUTUPOBAHWIA) Ny6ANKaLMIA, CBA3AHHbIX C TEMOI NCCIeA0BaHNS.

BblBOAbI: TakMM 06pa3oM, AeNaeTcst BbiBOA 06 akTyaabHOCTU TEXHOMOTMYECKI OMOCPEA0-
BaHHOrO 06YyUeHNst MaTeMaTuke B 06513aTe/IbHOM LUKO/IbHOM 06pa3oBaHuni.

Knroueseie cnoea: 6UbAMOMETPUYECKNIA aHaNN3, MaTemMaTka, 06pasoBaTenbHble TeXHOIO-
riu, obs3aTenbHOe LKObHOe 06pa3oBaHye.
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Introduccion

Durante las Ultimas décadas, la tecnologia ha ido ganando un peso especifico en el
desarrollo de nuestra vida diaria. Tanto es asi, que muchas de nuestras actividades
cotidianas en los diferentes dmbitos de nuestra vida (académico, profesional, social
o personal) estdn mediadas por ella, convirtiéndola en un eje para el desarrollo de
funciones diversas en el ambito laboral, formativo e, incluso, para la comunicacion, la
socializacién y la construccion de relaciones interpersonales.

En el ambito educativo, la digitalizacion se ha ido materializando de diferentes modos.
Por un lado, a nivel fisico, los centros escolares han transformando, progresivamen-
te, sus espacios para albergar dispositivos y software al servicio de la ensefianza y
el aprendizaje. De este modo, ordenadores de sobremesa o portdtiles, proyectores,
pizarras digitales o tablets son una realidad visible en la mayor parte de los centros
educativos a nivel internacional. Por otro lado, la tecnologia se ha integrado curricu-
larmente, bien como é&rea de conocimiento independiente o bien como una cuestién
transversal que se aborda en el desarrollo de otras areas. Esta realidad pone de mani-
fiesto el interés politico e institucional en que los estudiantes, de las diferentes etapas
educativas, desarrollen unas capacidades especificas. Por Ultimo, y ligado a esta cues-
tién, hay un reconocimiento explicito a nivel supranacional de la competencia digital
como una destreza que todo ciudadano ha de desarrollar a lo largo de su vida. De
esta manera, y mas alla del dmbito educativo de caracter formal, se considera que los
ciudadanos han de contar con una serie de habilidades que les permitan desarrollarse
de un modo adecuado en la sociedad hiperconectada en que vivimos.

Estas tres cuestiones han influido de un modo diverso en el fenémeno de estudio que
se analiza en esta propuesta: el aprendizaje de las matematicas mediado por tecno-
logia en la escolaridad obligatoria. En primer lugar, y atendiendo de los aspectos mas
globales a los mas especificos, cabe partir de las directrices comunitarias que han
identificado las competencias clave para la ciudadania. Tomamos como referencia,
en este sentido, las directrices comunitarias propuestas por la Comisién y el Conse-
jo Europeo en 2006, y revisadas en 2018, donde los dos principales ejes de nuestra
propuesta aparecian de manera explicita. Por un lado, las matematicas han consti-
tuido tradicionalmente un &rea de conocimiento del curriculum académico, teniendo
una presencia histérica en diferentes contextos y etapas educativas. Esta relevancia
se recoge en los documentos comunitarios, identificando la competencia matematica
en sinergia con las destrezas en ciencia, tecnologia e ingenieria. Concretamente, la
habilidad matematica se describe como la habilidad para desplegar y emplear el razo-
namiento matematico para la resolucién de problemas en la vida cotidiana, tomando
forma especificamente en el calculo, el pensamiento I6gico y espacial y la represen-
taciéon (férmulas, graficos, etc.). Por otro lado, las competencias relacionadas con la
tecnologia y la ingenieria se orientarian a la aplicacién de los conocimientos de estas
areas a la vida diaria, como individuo y como ciudadano. Asimismo, y mas alla de
estas propuestas, la competencia digital se identifica como otra de las destrezas para
el aprendizaje permanente, considerandose una habilidad con entidad propia. Esta
se relaciona con cuestiones de tipo instrumental y de alfabetizacién (comunicacion,
creacion de contenidos, participacién, resolucién de problemas, etc.), pero también
con otras de indole actitudinal, siendo claves el uso seguro y critico de las tecnologias,
el bienestar digital y la ciberseguridad.

Esta realidad ofrece un marco general que reconoce no solo la relevancia de la tec-
nologia en el desarrollo individual y social, sino la necesidad de que todo ciudadano
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se muestre competente, tanto en el drea matematica como en el &rea tecnoldgica.
Ademads, este marco ha servido como referencia para que los sistemas educativos de
diferentes paises conformen sus curriculos en las diferentes etapas. De este modo,
las matematicas constituyen una asignatura de caracter obligatorio en la escolaridad
obligatoria (Educacién Primaria y Educacién Secundaria), mientras que la tecnologia
se trabaja habitualmente de un modo transversal en la educacién primaria, mientras
que en la Educacién Secundaria adquiere una doble funcién: por un lado, sigue man-
teniéndose como una cuestién de cardcter transversal, integrandose en el resto de
materias; mientras que, por otro, se articula como una asignatura de entidad propia.

Ademads, mas alld de lo estrictamente curricular, el vinculo de las dos areas que se
analizan en este trabajo (matematicas y tecnologia) se materializa en una metodo-
logia en auge, STEAM (Science, Technology, Engineering, Arts & Mathematics), que
se focaliza en el aprendizaje de las disciplinas cientificas a través de metodologias
activas, con una finalidad practica y potenciando el desarrollo de las competencias
desde una perspectiva transversal, dirigiéndose asi a la satisfaccién de las demandas
sociales (Arabit & Prendes, 2020; Lindin et al., 2021). Las matematicas juegan un papel
fundamental en esta metodologia, puesto que se consideran el fundamento para el
desenvolvimiento del resto de areas (Maass et al., 2019).

Partiendo del hecho de que tenemos el espacio curricular para la integracién de la tec-
nologia en las matematicas, hay otra cuestién que condiciona de un modo inequivoco
la posibilidad de llevar a cabo estrategias para ello: |a disponibilidad de equipamiento
y recursos digitales (dispositivo, software y cualquier otro tipo de herramienta tecno-
I6gica). Cabe resefiar, en relacién con esta cuestion, que la tecnologia puede imple-
mentarse mediante diferentes formatos, aportando posibilidades diversas a la puesta
en marcha de los procesos formativos mediados. De este modo, existe tecnologia de
caracter general (cuya finalidad no es de manera directa el aprendizaje de las mate-
maticas) que se utiliza para este fin, pero también existen herramientas de caracter
especifico que se han disefiado ad hoc para ello. En el primer caso, hay estudios que
apuestan por la utilizacién de la realidad aumentada (Jesionkowska et al., 2020; Petrov
& Atanasova, 2020), que ha demostrado un potencial destacable, por ejemplo, para
la comprension de las cuestiones de caracter conceptual, la motivacién, el aprendiza-
je auténomo, las habilidades investigadoras o la socializacién, aspectos que también
son potenciados por el uso de la robética (Aris & Orcos, 2019). Asimismo, el uso de la
realidad virtual (Buentello-Montoya et al., 2021), asi como la realidad virtual inmersiva
(Menjivar et al., 2021; Silva-Diaz et al., 2021), contribuye a la mejora de las actitudes
hacia el drea matematica, mientras que se constata que el uso de herramientas de
caracter genérico como Youtube, buscadores, blogs, foros o mensajeria instantanea
en las acciones formativas relacionadas con las matematicas (Garcia-Martin & Can-
tén-Mayo, 2019; Gil-Quintana et al., 2021; Judrez et al., 2020) inciden en la mejora del
rendimiento académico, asi como en la interacciony el nivel de aprendizaje desarrolla-
do para la expresion del pensamiento matematico. No pueden obviarse, dado el auge
de su integracién en los procesos educativos de cualquier drea y nivel, los videojuegos
y la gamificacién como recursos metodolégicos. En esta linea, hay estudios como el
de Curto et al. (2019) o Umboh et al. (2021) que evaltan el uso de Kahoot, concluyen-
do que favorece el desarrollo de competencias como la autorregulacién del trabajo
individual y auténomo, y la consecucién de los objetivos académicos del area. Otros
evidencian la utilidad de simuladores (Diaz, 2018) para la mejora del rendimiento aca-
démico en matemaéticas. Asimismo, propuestas como la de Kim y Fe (2017), Molina
et al. (2020) o Pellas et al. (2021) concluyen que, de manera genérica, estos recursos
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lddicos contribuyen a que el aprendizaje sea mas significativo y tienen una incidencia
directa en la mejora de la resolucion de problemas aritméticos.

Por otro lado, si ponemos el foco sobre tecnologias disefiadas ad hoc para el aprendi-
zaje de las matematicas, hay propuestas genéricas que avalan su potencial también
para la mejora del rendimiento académico (Martinez-Garrido, 2018) y para el apren-
dizaje significativo (Zeynivandnezhad et al., 2020). Haciendo hincapié sobre recursos
especificos, destaca, por encima del resto, la utilizacién de Geogebra (Del Cerro & Mo-
rales, 2021; Weinhandl et al., 2021), herramienta sobre la que versa gran parte de la
literatura cientifica de nuestro fenémeno de estudio. Autores como Alabdulaziz et al.
(2021), Birgin y Acar (2020) y Zulniadi et al. (2019) constatan que su uso mejora las
habilidades matematicas en las diferentes etapas educativas, asi como el rendimien-
to académico. Ademas, propuestas como la de Garcia et al. (2020) apuntan que sus
beneficios contribuyen, de igual modo, a la mejora de las relaciones interpersonales
entre los agentes.

Asimismo, y mas alla de Geogebra, otros estudios como el de Rodriguez-Cubillo et al.
(2021) o Kristianti et al. (2017) ponen de relieve la existencia de otros recursos, como
las aplicaciones moviles disefiadas especificamente para las matematicas, que contri-
buyen a la mejora de la actitud hacia esta drea académica, fomentando la motivacién
y el desarrollo del pensamiento critico.

Este andlisis permite concluir que, independientemente de cémo se materialice la tec-
nologia, lo que si parece constatar la literatura cientifica es que hay un uso extendido
de ella en el aprendizaje de las matematicas (Gémez-Garcia et al., 2020), especial-
mente tras la situacion de pandemia derivada de la COVID-19 (Hossein-Mohand et al.,
2021; Iglesias et al., 2020), que ha puesto de manifiesto algunas necesidades bésicas
en la implementacién de estrategias mediadas por tecnologia (Rodriguez-Sabiote et
al., 2020).

Por todo ello, el objetivo de este estudio es analizar bibliométricamente la produccién
cientifica sobre el aprendizaje de las matematicas, mediado por tecnologia y en la
educacién obligatoria, alojada en la base de datos internacional Scopus.

Partiendo de ello, se dara respuesta a las siguientes preguntas de investigacion:

1. Considerando las variables afio de publicacién, area de indexacién, publicacio-
nes periddicas, pais y publicaciones mas citadas, ¢cudles son las caracteristicas
de la produccion cientifica del objeto de estudio?

2. ¢Cudles son las principales lineas de investigacion relacionadas con el tema de
estudio?

3. ¢Quiénes son los autores con las publicaciones mas influyentes en el ambito aca-
démico?

Métodos

El presente estudio, que se orienta a conocer las investigaciones sobre el aprendizaje
de las matematicas en la escolaridad obligatoria mediante la tecnologia, se desarrolla
a partir de un estudio bibliométrico. Esta técnica se fundamenta en la realizacién de
un metaanalisis de la produccién cientifica (Gonzélez et al., 2020) y su evolucién, a par-
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tir de una serie de criterios preestablecidos. Estos criterios, de naturaleza cuantitativa
y descriptiva, ponen de relevancia cuestiones como el drea de conocimiento donde se
indexan las publicaciones, el afio en que se publican o la autoria. Esta técnica ha sido
validada por investigaciones previas que avalan su utilidad y eficacia (Colomo et al.,
2020; Ros-Garrido & Chisvert-Tarazona, 2018).

Partiendo de que cada base de datos no cubre igual los campos cientificos y las revis-
tas de la misma manera (Aria & Cuccurullo, 2017), y que, por lo tanto, la eleccién no
es neutral (Waltman, 2016), la bisqueda de publicaciones se ha contextualizado en la
base de datos internacional Scopus. Para el objeto de estudio, la especificidad del uso
de tecnologias en el proceso educativo con la asignatura de matematicas en las eta-
pas de escolarizacion obligatoria, junto con los parametros y filtros que se quisieron
aplicar a la busqueda, redujeron la cantidad de articulos que conformaron la potencial
muestra. En este sentido, se opté por utilizar exclusivamente la base de datos Scopus
atendiendo a su reconocimiento como herramienta de calidad académica por su glo-
balidad y criterios académicos (Caviggioli & Ughetto, 2019). Y es que Scopus posee una
produccion cientifica sometida a rigurosos criterios de calidad, siendo un factor rele-
vante para considerarla de forma exclusiva (Khanra et al., 2020), junto con su mayor
amplitud, en comparacion con Web of Science, respecto al hallazgo de descriptores de
campos cientificos mas concretos (Rodriguez-Sabiote et al., 2020), como el caso que
nos ocupa. Junto a ello, se decliné utilizar otras bases de datos de forma simultanea
ya que la mayoria de los articulos estaban duplicados o incorporaban investigaciones
publicadas en revistas que no cumplian los requisitosy criterios de calidad de las bases
de datos internacionales mas prestigiosas.

Los descriptores y booleanos utilizados para el comando de blsqueda, fueron “Ma-
thematics” OR “Maths” AND “Learning” AND “Primary education” OR “Secondary edu-
cation” OR “Compulsory education” OR “Obligatory education” AND “Technology” OR
“ICT". La busqueda fue realizada dentro del titulo, palabras claves y resimenes, ofre-
ciendo un total de 317 documentos hasta el 27 de agosto de 2021, encontrandose
entre las publicaciones multitud de articulos, ponencias o capitulos de libros o, entre
otros.

Entre los 317 documentos que aparecieron, se aplicaron diferentes criterios de cri-
bado en funcién del objeto de estudio, siguiendo la declaracién PRISMA (Figura 1).
Inicialmente, el tipo de publicaciones se restringié solo a articulos, obviando los do-
cumentos referentes a libros, capitulos de libros, revisiones o ponencias. Esto redujo
la muestra a 181 documentos. Junto a ello, se incluyeron solo los articulos publicados
desde 2015 hasta el momento actual (rango de 7 afios), declinando los que fueron
publicados anteriores a dicho afio. La muestra final, tras la aplicacién de los diferentes
filtros y restricciones, quedé conformada por 132 articulos (120 en inglés, 9 en espa-
fiol; 1 en portugués, 1 en chinoy 1 en turco) la cual fue exportada desde Scopus, en
valores separados por comas (.csv), para el posterior analisis bibliométrico.

Se aplicaron diferentes técnicas bibliométricas: por un lado, el anélisis de la produc-
cién cientifica, que nos permite conocer la tendencia de publicaciones en funcién de
variables como el afio de publicacién, el drea de indexacidn, la periodicidad, el pais o
el nimero de citas. Tras ello se han aplicado andlisis bibliométricos manteniendo la
estructura conceptual, intelectual y social (Aria & Cuccurullo, 2017). La estructura con-
ceptual se trabajé mediante el analisis de co-ocurrencia, donde el hecho de examinar
el conjunto de palabras contribuye a identificar los descriptores o keywords clave que
comprenden los contenidos de las propuestas analizadas. En cuanto a la estructura
intelectual se examiné mediante el andlisis de co-citacion, lo que permite conocer la
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frecuencia con la que diferentes articulos se citan conjuntamente. Para terminar, la
estructura social se obtuvo mediante la aplicacion de la técnica de acoplamiento bi-
bliogréfico, la cual permite conocer el impacto de una publicacién en el ambito cien-
tifico en funcién de su similaridad (referencias compartidas) con otros estudios de la
misma tematica.

Figura 1
Fases del proceso de seleccién de publicaciones en funcién de la declaracién PRISMA.
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Para indagar en las relaciones que se producen entre los articulos que conforman la
muestra, se usé el software VOSviewer, el cual permite representar visualmente los
nodos relacionales que existen en funcion del factor examinado, siendo especialmen-
te atil para mostrar grandes mapas bibliométricos (Aria & Cuccurullo, 2017).

Respecto al analisis de la produccién cientifica, se incluyeron como variables las si-
guientes: afio de publicacién, para valorar la evolucién de la produccién cientifica en
el tiempo; dreas de indexacién, para conocer a qué campos tematicos pertenecen los
articulos; publicaciones periddicas, para sefialar cudles son las revistas que mas arti-
culos publicaron sobre el ambito de estudio; pais, para saber en qué lugares se le ha
concedido mas relevancia a la investigacion sobre el aprendizaje de las matematicas
en la educacion obligatoria; publicaciones mas citadas, para identificar las publicacio-
nes con mas impacto en el campo de estudio. Para ello, se exponen los criterios de
inclusién/exclusién para cada una de las variables comentadas de cara a la realizacién
del andlisis de la produccién cientifica (Tabla 1).
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Tabla 1
Variables de andlisis y criterios de inclusion/exclusion.

Variables Criterios de inclusién/exclusidn

Afo de publicacién Todas las publicaciones entre el 2015y el 2021
Area de indexacién Todas las areas con 12 0 mas publicaciones
Publicaciones peri6dicas Todas las revistas con 4 o mas publicaciones
Pais Todos los paises con 6 0 mas publicaciones
Publicaciones mas citadas Todas las publicaciones con 38 o mas citas
Resultados

A fin de atender de manera especifica a los objetivos del articulo, los resultados que
se presentan a continuacién se estructuran en funcién de las técnicas bibliométricas
utilizadas para dar respuesta a las preguntas de investigacion. De este modo, se analiza,
en primer lugar, la produccién cientifica, atendiendo posteriormente a los resultados
que arrojan el acoplamiento bibliograficoy, finalmente, la co-citacién y la co-ocurrencia

Andlisis de la produccidn cientifica

Tomando como punto de partida los 132 articulos que componen la muestra, se ex-
pone a continuacién el andlisis de las diferentes variables de estudio propuestas an-
teriormente.

Figura 2
Articulos por afio de publicacion.
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En relacion al afio de publicacion, el rango temporal de este estudio abarca desde el
afio 2015 hasta el afio 2021. En este tiempo, la produccién cientifica ha seguido una
tendencia al alza, considerando que en el primer afio analizado habia 11 articulos y,
en el Ultimo, 20. Durante este periodo, a excepcion de una caida de publicaciones en
2016 (donde hubo 6), ha habido un crecimiento progresivo de articulos, encontrando
11en 2017,20 en 2018, 24 en 2019 y 40 en 2020, donde alcanza su cuota maxima. En
el Ultimo afio analizado (2021) se han encontrado 20 articulos, algo comprensible si se
tiene en cuenta que no se ha analizado el afio completo.

Respecto al drea de indexacion, el criterio de inclusion para esta variable, tal y como
se apuntaba anteriormente, se establece en un minimo de 12 publicaciones. Ha de
tenerse en cuenta, ademas, que una propuesta puede estar adscrita a mas de un drea
de conocimiento (criterio de multiclasificacion) e incluida en varias de ellas. Es por este
motivo por el cual la suma de los articulos en las diferentes areas es superior a las 132
propuestas analizadas (Tabla 2).

Tabla 2
Area de indexacién

Area Ndmero de publicaciones
Social Sciences 108
Computer Science 46
Engineering 18
Psychology 18
Mathematics 12

El drea donde se adscribié un mayor nimero de propuestas es en Ciencias Sociales
(108), representando la mayor parte de la distribucion. En segundo lugar, los articulos
estan adscritos al drea de Ciencias de la Computacién (46), sequido por Ingenieria
(18) y Psicologia (18) y, por tltimo, en Matematicas (12). Esta distribucién responde a
dos cuestiones fundamentales: por un lado, gran parte de los articulos se centran en
el planteamiento de propuestas didacticas que analizan el impacto de diversas meto-
dologias en el aprendizaje de las matematicas, respondiendo al rea de conocimiento
mas pedagdgico y, por tanto, de conocimiento social y, en parte, psicoldgico. Por otro
lado, la adscripcion a las &reas tecnoldgicas (computacién e ingenieria) responde a
que se pone especial hincapié en el uso de tecnologia para el aprendizaje y, por tanto,
la utilizacién de equipamiento, software y otros recursos digitales. Resulta curioso, no
obstante, que la adscripcion al drea matematica resulte residual, considerando que
todas las propuestas se vinculan con esta drea de conocimiento.

Por otro lado, atendiendo a las publicaciones periddicas y tomando como punto de
partida el criterio de exclusién de un minimo de 4 articulos sobre el fenémeno de
estudio (Tabla 3), hay cinco revistas que cumplen con él, todas ellas en lengua inglesa.
Destaca, de manera resefiable, la revista Computers and Education del Grupo Elsevier
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(Reino Unido) con 15 publicaciones, sequida por dos revistas del grupo suizo MDPI
(Education Sciences y Sustainability), con 8 y 7 publicaciones respectivamente. Cierran
el grupo la revista International Journal of Technology and Design Education (del Gru-
po Springer) y Mathematics (nuevamente del MDPI) con 4 publicaciones

Tabla 3
Revistas indexadas en Scopus mds prolificas sobre el tema de estudio

Nombre de la revista Numero de publicaciones
Computers and Education 15

Education Sciences 8

Sustainability 7

International Journal of Technology and 4

Design Education

Mathematics 4

En relacién al pais, hay un total de seis paises que cumplen con el criterio de inclusién
relativo a esta cuestion, teniendo 6 0 mas publicaciones sobre el tema objeto de estu-
dio (Tabla 4). Tal y como puede observarse, hay un predominio de los articulos cuyos
autores estan afiliados a instituciones sitas en Espafia, con un total de 43, sequido por
Estados Unidos con 21 propuestas.

Tabla 4
Paises con mayor produccion cientifica en Scopus

Pais Ndmero de publicaciones
Espafia 43
Estados Unidos 21
Australia 8
Turquia 8
Reino Unido 7
Grecia 6

Por ultimo, respecto a las publicaciones mas citadas, El analisis del impacto y relevan-
cia de las publicaciones segun el nimero de citas se rige por el criterio de inclusion de
un minimo de 38 citas totales o mas (Tabla 5).
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Tabla 5
Articulos mds citados en Scopus

Autores Afio Titulo Revista Citas  Namero
medio
de citas
por afio
Lo, CK., Lie, CW., 2018  Applying “First Principles Computers 56 14
Hew, K.F. of Instruction” as a design  and Education
theory of the flipped 118, 150-165
classroom: Findings from
a collective study of four
secondary school subjects
Bray, A., Tangney, 2017 Technology usage in Computers 50 10
B. mathematics education and Education
research - A systematic 114, 255-273
review of recent trends
Dorouka, P., 2020 Tablets and apps for International 44 22
Papadakis, S., promoting robotics, Journal
Kalogiannakis, M. mathematics, STEM of Mobile
education and literacy in Learning and
early childhood education ~ Organisation
14(2), 255-274
Sinclair, N., 2016 Recent research on ZDM - 40 6.7
Bartolini Bussi, geometry education: an Mathematics
M.G., de Villiers, ICME-13 survey team report Education
M., (...), Leung, A, 48(5), 691-719
Owens, K.
Nadelson, L.S., 2017  Am1Ia STEM professional? Studies 38 7.6
McGuire, S.P., Documenting STEM student in Higher
Davis, K.A,, (...), professional identity Education
Nagarajan, R., development 42(4),701-720
Wang, S.
Cascales- 2017  Using an augmented reality Eurasia 38 7.6
Martinez, A., enhanced tabletop system Journal of
Martinez- to promote learning of Mathematics,
Segura, M.+, mathematics: A case study  Science and
Pérez-L6pez, D., with students with special Technology
Contero, M. educational needs Education

13(2), 355-380

Cabe destacar, en primer lugar, que, entre los articulos que cumplen con este crite-
rio, podemos encontrar propuestas desde 2016 hasta 2020, no constituyendo la an-
tigiedad una variable de respuesta inequivoca para una mayor citacién. Asimismo,
destaca la autoria de caracter internacional en este criterio, habiendo solamente un
articulo de autoria espafiola entre los mas citados. Asimismo, todas las propuestas

con mayor impacto estan publicadas en revistas de ambito internacional, siendo la

revista Computers and Education la que destaca por haber publicado los dos articu-

los con mayor impacto (106 citas entre los dos).
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El articulo con un mayor nimero de citas (56 en total y 14 de promedio por afio) esta
firmado por Lo et al. (2018), sequido por la propuesta de Bray y Tangney (2017), con
un total de 50 citas y un promedio de 10 citas por afio. La propuesta que ocupa el
tercer lugar Dorouka et al. (2020), pero alcanza ya las 44 citas totales y un promedio
por afio de 22, dibujando una proyeccién destacada. Cierran los resultados las pro-
puestas de Sinclair et al. (2016), con 40 citas totales y 6.7 de promedio por afio, y las
publicaciones de Nadelson et al. (2017) y Cascales-Martinez et al. (2017), ambas con
38 citas totales y 7.6 citas de promedio anual.

Estructura conceptual: analisis de co-ocurrencia

La estructura conceptual permite examinar las principales lineas de investigacion so-
bre un tema objeto de estudio, siendo la técnica bibliométrica utilizada el analisis de
co-ocurrencia de palabras clave. Este analisis ayuda a conocer cuéles son los descrip-
tores centrales de las publicaciones. De esta manera, la frecuencia con que se confor-
man los conjuntos de palabras arroja informacién sobre su vinculacién conceptual.
Este analisis permite conocer cudles son las lineas de investigacién que se vinculan
con el aprendizaje de las matematicas mediado por tecnologia en la escolaridad obli-
gatoria.

Analizando la co-ocurrencia de los descriptores, de los 132 articulos que conforman la
muestra, 456 palabras clave fueron sugeridas por los autores, mientras que los arti-
culos fueron indexados con 436 palabras clave, dando un total de 802. Respecto a las
mismas, 35 palabras claves aparecieron conjuntamente mas de 5 veces en los articu-
los examinados (Figura 3). Se generaron 4 cllsters de co-ocurrencia, determinados
por las relaciones entre los descriptores utilizados como palabras clave.

Figura 3
Concurrencia de palabras claves en la produccién cientifica
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Los términos con mayor concurrencia han sido Secondary education (47) y Mathe-
matics (27), concordando con los descriptores de la busqueda, junto a Students (27),
que es la palabra clave con mayor intensidad de concurrencia (total link strenght 133).
Cabe también destacar la presencia de la palabra clave STEM (31 concurrencias se
agrupamos las siglas, junto con el descriptor en que aparecen los términos que la
conforman), como enfoque pedagégico para el aprendizaje global y holistico de las
ciencias. Otros descriptores, como e-learning (7), robdtica (7) y realidad aumentada
(5), reflejan distintas estrategias y propuestas metodoldgicas para abordar el aprendi-
zaje de las matematicas mediante la tecnologia.

Estructura intelectual: analisis de co-citacion

Por su parte, la estructura intelectual favorece identificar la base de conocimiento de
un tema, aplicando para ello el andlisis de co-citacion. Este permite permitiendo iden-
tificar los topicos vinculados en la literatura existente sobre un fenémeno en concreto.
Este analisis complementa al de co-ocurrencia, de forma que los articulos citados con-
juntamente nos arrojan informacion sobre ejes tematicos de investigacion.

Atendiendo a la co-citacidn, se fijé como criterio para el andlisis tener 10 citas o mas,
el cual fue satisfecho por 52 items (Figura 4). Fruto de ello, se generaron 6 cllsters
de co-citaciones a partir de los articulos que aparecen citados conjuntamente. Cabe
recalcar la intensidad de co-citacién en los articulos de Csapo (total link strenght 871),
Molnar (total link strenght 876) (Csap6 & Molnar, 2019), y Hoyles (total link strenght
440) (Hoyles, 2018), siendo los autores que ocupan el segundo, tercer y cuarto lugar
respecto a citas (33, 26 y 23, respectivamente). El autor con mas citas es Fraser (Koul et
al., 2018), siendo su intensidad de co-citacién inferior (total link strenght 180).

Figura 4
Co-citacion, unidad de andlisis “autores”
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Estructura social: andlisis de acoplamiento bibliogréfico

La estructura social favorece el hecho de conocer a los principales autores y sus
relaciones dentro de una comunidad tematica, usando para ello la técnica del aco-
plamiento bibliografico. Este analisis permite identificar la influencia de un articulo
en el conjunto de la produccién cientifica analizada. Concretamente, se considera

la relaciény la similitud con el resto de publicaciones, atendiendo a la cantidad de
referencias en comun entre las publicaciones objeto de estudio, fijando un encade-
namiento de citas hacia atras. Esta técnica permite, de este modo, reconocer autores
que puedan ser considerados referentes en el fenémeno de estudio. De esta manera,
se utiliz6 a los autores como unidad de analisis para el acoplamiento bibliografico,
fijando como criterio de inclusién al menos 2 documentos y 8 citas por autor, el cual
fue satisfecho por 10 items. La Figura 5 refleja los nodos relacionales que se produ-
jeron.

Se generaron 2 conjuntos de autorias a partir de la relacién de acoplamiento.
Subrayar la intensidad de acoplamiento (total link strenght 532) generado entre los
documentos cuya autoria pertenecen al cltster de color rojo (Vossen et al., 2018,
2020a, 2020b), pese a que no son los documentos con mas citas compartidas. Por el
contrario, el cluster verde (Bray & Tangney, 2016, 2017), presenta menor intensidad
(acoplamiento) aunque son los que mas citas comparten (79).

Figura 3
Acoplamiento bibliogrdfico, unidad de andlisis “autores”
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Discusion y conclusiones

El analisis bibliométrico de la literatura cientifica sobre aprendizaje de matematicas
mediante tecnologia en la escolaridad obligatoria nos ha permitido constatar que se
trata de un fendmeno al alza a nivel internacional. Es relevante resefiar, en vista a los
resultados, la hegemonia de las revistas con politica de publicacién en lengua anglo-
sajona, independientemente del contexto geografico de los autores y de los paises
donde se contextualizan las investigaciones.

De este modo, a nivel general la produccion cientifica ha crecido de forma progresiva
en los dltimos cinco afios (a expensas de conocer los datos completos del afio 2021),
asociandose mayoritariamente a las ciencias sociales y las ciencias de la computacién
como dareas predominantes de indexacién. Es precisamente la revista mas prolifica
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en publicaciones y en citas (Computers and Education) el ejemplo de sinergia entre
estas dreas de conocimiento, convirtiéndose en un referente sobre la utilizacién de la
tecnologia como herramienta para el aprendizaje de las matemaéticas en Educacién
Primaria y Secundaria. Precisamente los articulos con mayor impacto en nimero de
citas analizan esta cuestién, poniendo de relieve el potencial de posibilidades como
el flipped classroom (Lo et al., 2018), la robdtica (Dorouka et al., 2020), la realidad
aumentada (Cascales-Martinez et al., 2017) u otras tendencias (Bray & Tangney, 2017)
en los procesos formativos en esta area, asi como en el desarrollo de la identidad pro-
fesional (Nadelson et al., 2017).

Si atendemos a cudles son las principales lineas de investigacion vinculadas al campo
de estudio, predominan los trabajos en los que las tecnologias se convierten en un
medio para la mejora del aprendizaje de las matematicas (Benton et al., 2018; Bray &
Tangney, 2017; Hoyles, 2018; Larkin & Calder, 2016; Papadakis et al., 2016), siendo cla-
ve las investigaciones respecto al profesorado y los factores que afecten a esta praxis
(McCulloch et al., 2018). Junto a ellos, es preciso atender a los que sitlan a las matema-
ticas como el centro de la investigacién (Benton et al., 2017; Leroy & Bresoux, 2016),
de forma que las propuestas de mejora con tecnologias sean resultado de conocer la
magnitud y realidad del problema con esta materia. Vinculado a ello, son multiples las
referencias a investigaciones sobre STEM como forma de abordar el &mbito de conoci-
miento matematico, integrando a las matematicas y la tecnologia, las ciencias y la in-
genieria (Dasgupta et al., 2019; Dorouka et al., 2020; Nadelson et al., 2017; Psycharis,
2018). Por dltimo, destacar investigaciones en la que se apuesta por herramientas o
metodologias concretas para el aprendizaje de las mateméticas mediadas por tecno-
logia, como el uso del Flipped Classroom (Adams & Dove, 2016; Bhagat et al., 2016;
Clark, 2015; Kirvan et al., 2015); la realidad aumentada (Cascales-Martinez et al., 2017;
Demitriadou et al., 2020); o el impacto de la utilizacién de iPads (Harrison & Lee, 2018)
o tablets (Schacter & Jo, 2017) en el proceso formativo matematico.

En cuanto a la autoria de los articulos mas influyentes entre los que conforman la
muestra, cabe resaltar los trabajos de Bray y Tangney (2016, 2017), centrados en el
uso de las tecnologias como medio para el aprendizaje de las matematicas, siendo
el de 2017 uno de los mas citados (ocupa el 2° lugar). También son relevantes los de
Vossen et al (2018, 2020a, 2020b), cuyo foco de estudio gira principalmente sobre el
método STEM, abordando el desarrollo del conocimiento, las actitudes y percepciones
que tienen del mismo tanto el alumnado como el profesorado

Una de las limitaciones, y a su vez lineas de trabajo futuro, es la consideracion de
una Unica base de datos para el estudio bibliométrico (Scopus), considerando relevan-
te ampliar el estudio con otros recursos como ERIC o Web of Science, Esto permitira
tener una visién mas global del tépico analizado, aunque como comentamos en el
apartado de métodos, la caracteristica de esta busqueda nos llevaron a decantarnos
por utilizar solo Scopus. Otra opcién también a contemplar es utilizar como software
Biblioshiny para los analisis bibliométricos, debido a la posibilidad de incluir pruebas
estadisticas con R.

Por otro lado, seria relevante poder analizar la literatura previa a 2015, asi como ana-
lizar en su totalidad el afio 2021, pudiendo poner de relieve tanto la proyeccién de la
literatura cientifica, como la evolucién de la tecnologia como herramienta al servicio
del aprendizaje de las matematicas.

Al hilo de esta Ultima cuestién, una revisién sistemética de la literatura centrada en
los articulos objeto del presente estudio podria contribuir a dotar profundizar y ma-
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terializar las herramientas especificas que se estdn implementando para las acciones
educativas vinculados a la ensefianza y el aprendizaje de las matemaéticas, asi como el
impacto especifico que tienen sobre los procesos formativos.
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Abstract

Introduction: The integration of technology in educational processes has been consolidat-
ed as areality in any context, at any stage and in any subject. This integration, beyond being
linked to the inclusion of specific content and the recognition of digital competence as a
basic skill, is linked to the consideration of technology as a tool at the service of learning,
associated with its potential as a methodological resource.

Method: Under this consideration, this paper analyses, from a bibliometric perspective, the
scientific production on the use of technology as a tool for learning mathematics in com-
pulsory schooling in the Scopus database. The sample is made up of 132 articles published
between 2015 and 2021, to which different bibliometric techniques (bibliographic coupling,
co-citation and co-occurrence) are applied.

Results: The results show an upward trend in scientific production on the phenomenon
under study, with higher indexation in the areas of social sciences and computer science.
Although most of the publications are in English-language journals, most of the research
is contextualised in Spain, followed by the United States. The co-occurrence identifies Sec-
ondary Education as the main context, although there is also a notable presence of Primary
Education, with the presence of different methodological proposals. Finally, there is a nota-
ble impact (in terms of number of citations) of the publications linked to the topic of study.

Conclusions: Thus, we conclude the relevance of technology-mediated mathematics learn-
ing in compulsory schooling, outlining an area of study of priority projection in the coming
years.

Keywords: bibliometric study, mathematics, educational technology, compulsory education.

Resumen

Introduccioén: La integracion de la tecnologia en los procesos formativos se ha ido conso-
lidando como una realidad en cualquier contexto, etapa y materia. Esta integracién, mas
alld de vincularse a la inclusién de contenidos especificos y al reconocimiento de la com-
petencia digital como una destreza basica, se vincula con la consideracién de la tecnologia
como una herramienta al servicio del aprendizaje, asociada a su potencial como recurso
metodoldgico.

Método: Bajo esta consideracién, este trabajo analiza, desde una perspectiva bibliométrica,
la produccidn cientifica sobre el uso de la tecnologia como herramienta para el aprendizaje
de las matemadticas en la escolarizacion obligatoria en la base de datos Scopus. La muestra
estd conformada por 132 articulos publicados entre 2015 y 2021, a los que se aplican di-
ferentes técnicas bibliométricas (acoplamiento bibliografico, co-citacién y co-ocurrencia).

Resultados: Los resultados muestran una tendencia al alza de la produccién cientifica so-
bre el fenémeno de estudio, con mayor indexacién en las areas de ciencias sociales y cien-
cias de la computacién. Aunque las publicaciones se encuentran de manera mayoritaria en
revistas angléfonas, la mayor parte de las investigaciones estan contextualizadas en Espa-
fia, sequidas de las realizadas en Estados Unidos. La co-ocurrencia identifica la Educacion
Secundaria como contexto mayoritario, aunque hay una presencia notable también de la
Educacién Primaria, habiendo presencia de diferentes propuestas metodoldgicas. Destaca,
por Ultimo, una repercusion notable (en nimero de citas) de las publicaciones vinculadas
al tema de estudio.

Conclusiones: Se concluye, de este modo, la relevancia del aprendizaje de las matematicas
mediado por tecnologia en la escolaridad obligatoria, dibujando una linea de accién prio-
ritaria en los préximos afios.

Palabras clave: analisis bibliométrico, matemadticas, tecnologia educativa, escolaridad obli-
gatoria.
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Pe3tome

BBegeHwe: NHTerpauus TexHonoruii B 06pasoBate/ibHble NPoLecChl CTAHOBUTCS peanbHO-
CTb0 B 0OOM KOHTEKCTe, Ha Nt06oM 3Tane 1 B 10O6OM npeameTe. 3Ta UHTerpauus, no-
MUMO BK/TOYEHWS KOHKPETHOrO COAePXaHWs U NPU3HaHWS LMGPOBO/ KOMMETEHTHOCTN B
KauyecTBe 6a30BOro HaBblKa, CBSI3aHa C PaCCMOTPEHMEM TEXHOMOMMIN KakK MHCTPYMEHTa Ha
cnyx6e 06yyeHus, CBA3aHHOTO C ee MOTEHLMANOM B KauecTBe MeTOA00rMYeckoro pecyp-
ca.

MeToz: B COOTBETCTBMM C 3TUM COOBPaxeHNeM B JaHHON CTaTbe MPOBOAUTCS 61banome-
TPUYECKUIl aHaNN3 HayYHO NPOAYKLMM MO NCMONb30BAHMIO TEXHONOTM Kak UHCTPYMeH-
Ta AN U3yYeHNs MaTemMaTuKn B 0693aTeNlbHOM LUKOIbHOM 06pa30BaHuM B 6a3e AaHHbIX
Scopus. Bbibopka coctonT 13 132 cTaTeid, ony6amMKoBaHHbIX B nepuog ¢ 2015 no 2021 rog, K
KOTOPbIM 6blIM NPUMeEHEHbI Pa3NnyHble bubanomeTpuyeckne MeToabl (brbanorpaduye-
CKasi CBSi3b, COBMECTHOE LIMTMPOBaHKE U COBMaAeHue).

Pe3ynbTatbl: Pe3ynbTaTthl MOKa3biBAKOT TEHAEHLMIO K POCTY HayYHOM NPOAYKLUK NO 13y-
yaemMoMy iBNIeHUIO, C 6o/ee BbICOKON MHAeKCaLMel B 061aCTaX COLMabHbIX HAayK U NH-
dopmaTnKm. XOTS BOMBbLUMHCTBO NYBAMKALMIA MYBAVKYETCS B aHII0A3bIYHbIX XypHanax,
60NbLUVHCTBO UCCIeA0BaHUIA NOCBALLEHO VicnaHnw, 3aTemM ciefytoT nccnesoBaHuns, npo-
BeAeHHble B CLLA. CoBMecTHOe 1Mcnonb3oBaHWe onpejenseT cpejHee 06pa3oBaHMe Kak
OCHOBHOI KOHTEKCT, XOTS Takxe 3aMeTHO MPUCYTCTBME HayalbHOr0 06pa3oBaHus, C Ha-
NNYNEM Pa3NYHbIX METOAONOMMYECKMX MPeAnoXeHni. HakoHel, BblfenseTcs 3ameTHoe
BIVSIHME (MO KONNYECTBY LIUTUPOBAHWIA) Ny6ANKaLMIA, CBA3AHHbIX C TEMOI NCCIeA0BaHNS.

BblBOAbI: TakMM 06pa3oM, AeNaeTcst BbiBOA 06 akTyaabHOCTU TEXHOMOTMYECKI OMOCPEA0-
BaHHOrO 06YyUeHNst MaTeMaTuke B 06513aTe/IbHOM LUKO/IbHOM 06pa3oBaHuni.

Knroueseie cnoea: 6UbAMOMETPUYECKNIA aHaNN3, MaTemMaTka, 06pasoBaTenbHble TeXHOIO-
riu, obs3aTenbHOe LKObHOe 06pa3oBaHye.
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Introduction

During the past two decades, technology has gained more and more importance in
the development of our daily life. Indeed, technology has an influence on many of our
day-to-day activities in the different areas of our life (academic, professional, social,
and personal), and has become a key element when performing different tasks both
at work and in the educational environment, including communication, socialisation,
and the creation of interpersonal relationships.

In the educational sphere, digitisation has been taking different shapes. At a physi-
cal level, schools have progressively transformed their rooms to house devices and
software which are used in teaching and learning. Thus, desktop and laptop comput-
ers, projectors, digital whiteboards, and tablets are a tangible reality in most schools
around the world. Furthermore, technology has been integrated into the curriculum,
either as a separate subject area or as a cross-cutting topic to be addressed within
other subject areas. This reality explains the political and institutional interest in en-
suring that students, at different educational stages, develop specific skills. Also linked
to this issue, on a supranational level, digital competence is recognised as a skill that
citizens need to develop throughout their life. Therefore, beyond the formal educa-
tional sphere, the idea is that people ought to have a series of skills that enable them
to develop in an appropriate way in the hyper-connected society in which we live.

These three issues have influenced in different ways the phenomenon analysed in this
study proposal: technology-mediated mathematics learning in compulsory education.
First of all, focusing on the more global to the more specific aspects, it is worth start-
ing from the EU guidelines which have identified the key competences that people
should have. The point of reference is here the Community guidelines proposed by the
Commission and the European Council in 2006, and revised in 2018, which explicitly
showed the two main key points of our proposal. On the one hand, mathematics has
traditionally been an area of knowledge in the academic curriculum, with a historical
presence in different educational contexts and stages. This relevance is reflected in EU
documents, which identify mathematical competence in synergy with science, tech-
nology, and engineering skills. Specifically, mathematical ability is described as the
skill to deploy and employ mathematical reasoning to solve problems in everyday life,
specifically in calculation, logical, and spatial thinking and representation (formulas,
graphs, etc.). Moreover, technology and engineering related skills are geared towards
the application of this knowledge to everyday life, as an individual and as a citizen. Fur-
thermore, and apart from these proposals, digital competence is seen as another of
the skills for lifelong learning and it is considered a skill in its own right. This is related
to instrumental and literacy issues (communication, content creation, participation,
problem solving, etc.), but also to other attitudinal matters, where the safe and critical
use of technologies, digital well-being, and cybersecurity are key.

This reality is framed within a general context that acknowledges not only the rele-
vance of technology for the development of the individual and of society, but also the
need for every citizen to be competent in both mathematical and technological areas.
Moreover, this framework has been used as a reference for education systems in dif-
ferent countries to shape their curricula at different educational stages. This is why
mathematics is a compulsory subject in compulsory schooling (primary and second-
ary education), while technology is usually taught in a cross-curricular way in primary
education, while in secondary education it has a dual function: it can either be still
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a cross-curricular subject integrated into the rest of the subjects; or it is taught as a
subject in its own right.

Furthermore, beyond the strictly curricular sphere, the two areas analysed in this pa-
per (mathematics and technology) are linked by a methodology that is on the rise:
STEM (Science, Technology, Engineering & Mathematics). This focuses on learning
scientific disciplines through active methodologies and with a practical purpose, and
thus fulfilling social demands (Arabit & Prendes, 2020). Mathematics plays a funda-
mental role in this methodology, as it is considered the foundation for the develop-
ment of the other areas (Maass et al., 2019).

Given that the integration of technology in mathematics is given consideration within
the curriculum, there is another issue that clearly affects its feasibility: the availability
of equipment and digital resources (devices, software, and any other type of techno-
logical tool). In this regard, it should be noted that technology can be implemented in
different formats, providing different possibilities for the implementation of mediated
learning processes. Thus, there is general technology (which is not directly aimed at
learning mathematics) that is used for this purpose, but there are also specific tools
that have been designed ad hoc for this purpose. In the first case, some studies sup-
port the use of augmented reality (Jesionkowska et al., 2020; Petrov & Atanasova,
2020), which has shown remarkable potential, for example, for the understanding of
conceptual issues, motivation, autonomous learning, research skills, and socialisation,
aspects that are also enhanced by the use of robotics (Aris & Orcos, 2019). Also, the
use of virtual reality (Buentello-Montoya et al., 2021), as well as immersive virtual re-
ality (Menjivar et al., 2021; Silva-Diaz et al., 2021), helps improve attitudes towards
mathematics, while the use of generic tools such as YouTube, search engines, blogs,
forums, and instant messaging in training activities related to mathematics (Garcia-
Martin & Cantén-Mayo, 2019; Gil-Quintana et al, 2021; Juarez et al., 2020) can improve
academic performance, as well as on the interaction and the level of learning devel-
oped in terms of mathematical thinking. Also not to be ignored are video games and
gamification as methodological resources, given their increased integration into ed-
ucational processes in any area and at any level. Studies such as Curto et al. (2019)
and Umboh et al. (2021) evaluate the use of Kahoot, concluding that it promotes the
development of skills such as self-regulation of individual and autonomous work as
well as the achievement of the academic objectives. Other authors show the useful-
ness of simulators (Diaz, 2018) for improving academic performance in mathematics.
Likewise, studies such as those by Kim and Fe (2017), Molina et al. (2020) and Pellas et
al. (2021) conclude that, generically, these recreational resources contribute to more
meaningful learning and have a direct impact on the improvement of arithmetic prob-
lem solving.

Besides, when focusing on technologies designed ad hoc for learning mathematics,
other generic proposals also support their potential for improving academic perfor-
mance (Martinez-Garrido, 2018) and for meaningful learning (Zeynivandnezhad et
al., 2020). In terms of specific resources, the use of Geogebra (Del Cerro, & Morales,
2021; Weinhandl et al., 2021), a tool on which much of the scientific literature on this
study phenomenon is based, stands out above the rest. Authors such as Alabdulaziz
et al. (2021), Birgin and Acar (2020) and Zulniadi et al., (2019) found its use improves
mathematical skills at different educational stages, as well as academic performance.
Moreover, Garcia et al. (2020), among others, stated that it is also beneficial for the
improvement of interpersonal relations.
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Furthermore, other studies such as Rodriguez-Cubillo et al. (2021) and Kristianti et al.
(2017) highlight the existence of other resources beside Geogebra, such as mobile
applications designed specifically for mathematics, which help improve attitudes to-
wards this academic area, foster motivation and the development of critical thinking.

This analysis leads to the conclusion that, regardless of how the technology is em-
ployed, scientific literature does seem to confirm that it is widely used in mathematics
learning (Gémez-Garcia et al., 2020), especially after the COVID-19 pandemic (Hos-
sein-Mohand et al., 2021; Iglesias et al., 2020).

Thus, the aim of this study is a bibliometric analysis of the scientific production of
technology-mediated mathematics learning in compulsory education, hosted in the
international database Scopus.

Based on these premises, the following research questions will be answered:

1. Considering the variables year of publication, area of indexation, journals, coun-
try, and most cited publications, what are the characteristics of the scientific pro-
duction under study?

2. What are the main lines of research related to field of study?

3. Who are the authors with the most influential publications in academia?

Methodology

This study is a bibliometric analysis aimed at identifying the research on the learning
of mathematics through technology in compulsory education. This technique is based
on a meta-analysis of scientific production (Gonzalez et al., 2020) and its evolution con-
sidering some pre-established criteria. These criteria, of a quantitative and descriptive
nature, highlight issues such as the area of knowledge in which the publications are
indexed, the year in which they are published and the authorship. This technique has
been validated by research that supports its usefulness and efficacy (Colomo et al.,
2020; Ros-Garrido & Chisvert-Tarazona, 2018).

Considering the fact that there are variations in the way each database covers scien-
tific fields and journals (Aria & Cuccurullo, 2017), and that the choice is therefore not
neutral (Waltman, 2016), the search for publications has been carried out using the
international database Scopus. For this study, the potential sample consisted of only a
small the number of papers due to the limited use of technologies within the subject
of mathematics in the various stages of compulsory education, together with the pa-
rameters and filters that needed to be applied to the search. Considering this, only the
Scopus database was used as it is recognised as a tool of academic quality because of
its comprehensiveness and academic criteria (Caviggioli & Ughetto 2019). Scopus’ sci-
entific production is also subject to rigorous quality criteria, which is a relevant reason
for its exclusive use (Khanra et al., 2020); it is also better, compared to Web of Science,
in terms of finding descriptors of more specific scientific fields (Rodriguez-Sabiote et
al., 2020), as in the case of this study. In addition, a decision was made not to use oth-
er databases simultaneously as most of the papers were duplicates or incorporated
research published in journals that did not meet the requirements and quality criteria
of the most prestigious international databases.
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The descriptors and Booleans used for the search command were “mathematics” OR
“maths” AND “learning” AND “primary education” OR “secondary education” OR “com-
pulsory education” OR “obligatory education” AND “technology” OR “ICT". This search
was carried out in the title, keywords, and abstracts, yielding a total of 317 documents
up to 27 September 2021; the publications included papers, book chapters, and con-
ferences, among others.

Different screening criteria were applied on the 317 resulting documents, according
to the object of study and following the PRISMA statement (Figure 1). Initially, the type
of publications was restricted to papers only, omitting documents referring to books,
book chapters, reviews or conferences. This narrowed the sample to 181 documents.
In addition, only papers published between 2015 to the present day (i.e., 7 years) were
included, omitting those published prior to that. The final product, after applying the
different filters and restrictions, was 132 papers (120 in English, 9 in Spanish, 1 in
Portuguese, 1 in Chinese, and 1 in Turkish). This was exported from Scopus in comma
separated values (.csv) for subsequent bibliometric analysis.

Figure 1
Phases of the publication selection process based on the PRISMA declaration
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Different bibliometric techniques were applied: firstly, the scientific production was
analysed in order to study the trend of the publications according to variables such
as the year of publication, the area of indexation, the periodicity, the country, and the
number of citations. Then, bibliometric analyses were applied while maintaining the
conceptual, intellectual, and social structure (Aria & Cuccurullo, 2017). The conceptual
structure was elaborated through a co-occurrence analysis, where, by examining the
set of words, it was possible to identify the key descriptors or keywords that make up
the contents of the proposals analysed. The intellectual structure was examined by
co-citation analysis, which reveals the frequency with which different papers are co-cit-
ed. Finally, the social structure was obtained by applying the technique of bibliograph-
ic coupling, which allows to determine the impact of a publication in the scientific field
according to its similarity (shared references) with other studies on the same subject.
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The VOSviewer software was used to investigate the relationships between the papers
of the sample. This software allows a visual representation of the existing relational
nodes according to the factor examined, and it is especially useful for displaying large
bibliometric maps (Aria & Cuccurullo, 2017).

In terms of the analysis of the scientific production, the following types of variables
were included: year of publication, to assess the evolution of scientific production
over time; indexing areas, to determine to which subject areas the papers belong;
periodicals, to identify the journals that published the most papers on the field of
study; country, to find out which countries have given more importance to research
on mathematics learning in compulsory education; most cited publications, to identify
the publications with the most impact in this field. To this end, the inclusion/exclusion
criteria are set out for each of the variables mentioned in order to carry out the analy-
sis of the scientific production (Table 1).

Table 1
Analysis variables and inclusion/exclusion criteria

Variables Inclusion/exclusion criteria

Year of publication All publications between 2015 and 2021
Indexation areas All areas with minimum 12 publications
Periodicals All journals with minimum 4 publications
Country All countries with minimum 6 publications
Most cited publications All publications with minimum 38 citations
Results

In order to specifically address the objectives of this paper, the results presented below
are structured according to the bibliometric techniques used to answer the research
questions. Thus, the analysis is firstly carried out on the scientific production, then the
results of bibliographic coupling and, finally, on co-citation and co-occurrence.

Analysis of the Scientific Production

Taking the 132 papers that make up the study sample as a starting point, the analysis
of the different study variables proposed above is presented below.

As for the year of publication, the time range of this study is from 2015 to 2021. During
this time, scientific production has followed an upward trend, with 11 papers in the
first year and 20 in the last. During this period, except for a drop in publications in
2016 (with only 6), there has been a steady increase in papers, with 11 in 2017, 20 in
2018, 24in 2019 and a peak of 40 in 2020. In the last year analysed (2021), 20 papers
were found, which is understandable considering that the analysis did not include the
entire year.
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Figure 2
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With regard to indexation, the inclusion criterion for this variable, as noted above, is
set at a minimum of 12 publications. It should also be pointed out that a publication
may be assigned to more than one area of knowledge (multi-classification criterion)
and included in several of them. It is for this reason that total amount of papers in the
different areas is higher than the 132 publications analysed (Table 2).

Table 2
Indexation areas

Area Number of publications
Social Sciences 108
Computer Science 46
Engineering 18
Psychology 18
Mathematics 12

The area with the highest number of proposals was social sciences (108), accounting
for most of the allocation. Secondly, the papers are in the area of computer science
(46), followed by engineering (18) and psychology (18), and finally in mathematics (12).
This distribution responds to two fundamental questions: on the one hand, many of
the papers focus on didactic proposals that analyse the impact of different methodol-
ogies on the learning of mathematics. This offers a response to the more pedagogical
area of knowledge and, therefore, of social and, in part, psychological knowledge. On
the other hand, the association to technological areas (computing and engineering)
means that emphasis is put on the use of technology for learning and, therefore, the
use of equipment, software, and other digital resources. It is curious, however, that
the affiliation to the mathematical area is residual, considering that all the proposals
are linked to this area of knowledge.
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In any case, looking at periodicals and considering the exclusion criterion of a mini-
mum of 4 papers related to the subject (Table 3), there are five journals that meet this
criterion, all of them in English. The journal Computers and Education of the Elsevier
Group (UK) stands out with 15 publications, followed by two journals of the Swiss MDPI
group (Education Sciences and Sustainability), with 8 and 7 publications respectively.
The International Journal of Technology and Design Education (by the Springer Group)
and Mathematics (again by MDPI) are at the bottom of the list with 4 publications.

Table 3
Most prolific journals indexed in Scopus on the subject under study

Name of the journal Number of publications
Computers and Education 15
Education Sciences 8
Sustainability 7
International Journal of Technology and 4

Design Education

Mathematics 4

In terms of the country, there are a total of six countries that meet the inclusion cri-
terion, with 6 or more publications on the subject under study (Table 4). As can be
observed, there is a predominance of papers whose authors are affiliated with institu-
tions located in Spain (43 in total), followed by the United States with 21 entries.

Table 4
Countries with the highest scientific production in Scopus

Country Number of publications
Spain 43
United States 21
Australia 8
Turkey 8
UK 7
Greece 6

Finally, with regard to the most cited publications, the analysis of the impact and the
relevance of the publications according to the number of citations is subject to the
criterion of a minimum of 38 total citations (Table 5).
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Table 5
Most cited papers in Scopus

Average
number
Authors Year Title Journal Citations of
citations
per year
Applying “First Principles
of Instruction” as a
. design theory of the Computers and
II:IOEIV\S.E'FLIE' CW. 2018 flipped classroom: Education 56 14
T Findings from a collective 118, 150-165
study of four secondary
school subjects
Technology usage in
Bray, A., mathematics education Computer; and
2017 ; Education 50 10
Tangney, B. research - A systematic
; 114, 255-273
review of recent trends
Tablets and apps for International
Dorouka, P., promoting robotics, Journal
Papadgkls, S:, 2020 mathgmatlcs, §TEM ofMobl/e a4 2
Kalogiannakis, education and literacy Learning and
M. in early childhood Organisation
education 14(2), 255-274
Slnclal.r, .N" . Recent research on ZDM -
Bartolini Bussi, eometry education: an  Mathematics
M.G., deVilliers, 2016 9S> oY : ot 40 6.7
M., (..), Leung, ICME-13 survey team Education
A. Owens, K. report 48(5), 691-719
Nadelson, L.S., AmIa STEM Studies
McGuire, S.P., professional? in Hiaher
Davis, K.A., (...), 2017 Documenting STEM gn 38 7.6
X ) Education
Nagarajan, R., student professional 42(4), 701-720
Wang, S. identity development !
Cascales- Using an augmented Eurasia
. reality enhanced tabletop Journal of
Martinez, A., ;
Martinez. system to promote Mathematics,
2017 learning of mathematics:  Science and 38 7.6
Segura, M.-J., .
i . A case study with Technology
Pérez-Lopez, D., ) . .
students with special Education
Contero, M.

educational needs

13(2), 355-380

First of all, it is worth noting that among the papers that meet this criterion, there are
publications from 2016 to 2020; however, the year of publication is not an unequivocal
response variable for higher citation. Likewise, international authorship stands out
under this criterion, with only one paper by a Spanish author among the most cited.
Furthermore, all the proposals with the highest impact are published in international
journals, with Computers and Education being the one that stands out for having pub-
lished the two papers with the highest impact (106 citations between the two).
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The most cited paper (56 in total and 14 per year on average) is by Lo et al. (2018)
followed by the one by Bray and Tangney (2017), with a total of 50 citations and an
average of 10 citations per year. The paper in the third place (Dorouka et al., 2020)
was published in 2020, but has already reached a total of 44 citations and an average
of 22 per year, which is an outstanding result. The results are rounded off by the
works by Sinclair et al. (2016) with 40 total citations and an average of 6.7 per year,
and the publications by Nadelson et al. (2017) and by Arregle et al. (2017) both with
38 total citations and an average of 7.6 per year.

Conceptual structure: co-occurrence analysis

The conceptual structure makes it possible to examine the main lines of research of
a subject by using keyword co-occurrence analysis as the bibliometric technique. This
analysis helps to identify the core descriptors of the publications. In this way, the fre-
quency of sets of words yields information about their conceptual linkage. This anal-
ysis makes it possible to identify the lines of research linked to technology-mediated
mathematics learning in compulsory education.

By analysing the co-occurrence of descriptors, out of the 132 papers in the study sam-
ple, the authors suggested 456 keywords and the papers were indexed with 436 key-
words, reaching a total of 802. Of these, 35 keywords appeared more than 5 times in
the papers under study (Figure 3). Four co-occurrence clusters were generated, deter-
mined by the relationships between the descriptors used as keywords.

Figure 3
Concurrence of keywords in scientific production
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The terms with the highest concurrence were secondary education (47) and mathemat-
ics (27), matching the search descriptors, together with students (27), which is the key-
word with the highest concurrence intensity (total link strength 133). The key word
STEM is also worth highlighting (31 concurrences when the acronyms are grouped
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together with the descriptor of the terms the word consists of), as a pedagogical ap-
proach to global and holistic learning of science. Other descriptors, such as e-learning
(7), robotics (7) and augmented reality (5), reflect different strategies and methodolo-
gies to approach mathematics learning through technology.

Intellectual Structure: Co-citation Analysis

The intellectual structure helps identify the knowledge base of a subject by applying
co-citation analysis. This makes it possible to identify the subjects linked to the existing
literature on a particular topic. This analysis complements the co-occurrence analysis,
so that the papers cited together provide information on thematic areas of research.

In terms of co-citation, the criterion for the analysis was to have 10 or more citations,
which was met by 52 items (Figure 4). As a result, 6 co-citation clusters were generated
from co-cited papers. It is worth mentioning the co-citation intensity in the papers
by Csapo (total link strength 871), Molnar (total link strength 876) (Csapdé & Molnar,
2019), and Hoyles (total link strength 440) (Hoyles, 2018), as these are the authors
ranking second, third and fourth in terms of citations (33, 26, and 23, respectively). The
most cited author is Fraser (Koul et al., 2018), with a lower co-citation intensity (total
link strength 180).

Figure 4
Co-citacién, unit of analysis “authors”

Social Structure: Analysis of Bibliographic Coupling

By using the bibliographic coupling technique, the social structure makes it possible to
know who the main authors are and their relationships within a thematic community.
This analysis allows to identify the influence of a paper on the overall scientific output
under study. Specifically, the relationship and similarity with the rest of the publica-
tions is analysed by looking at the number of references that the publications under
study have in common and establishing a backward citation chain. This technique al-
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lows to identify the authors who can be regarded as referents in the phenomenon
under study. Thus, the authors are used as the unit of analysis for the bibliographic
coupling, by setting as inclusion criterion at least 2 papers and 8 citations per author,
which was met by 10 items. Figure 5 reflects the resulting relational nodes.

Two sets of authorships were established based on their coupling relationship. It is
worth highlighting the intensity of the coupling (total link strength 532) generated be-
tween the papers by authors belonging to the red cluster (Vossen et al., 2018, 20203,
2020b), even though they are not the most cited papers. In contrast, the green cluster
(Bray & Tangney, 2016, 2017) has lower intensity (coupling) although they share the
most citations (79).

Figure 5
Bibliographic coupling, unit of analysis “authors”

.'i':\_ ,VOSviewer

Discussion and Conclusions

A bibliometric analysis of the scientific literature on technology-enhanced mathemat-
ics learning in compulsory education has shown that this is a growing phenomenon
at international level. Considering the results, it is relevant to point out that journals
written in English are the most important ones, regardless of the authors’ geographi-
cal context and the countries where the research is carried out.

Thus, at a general level, scientific production has grown progressively over the past
five years (pending complete data for 2021), with social sciences and computer sci-
ences as the predominant areas of indexation. It is precisely the most prolific journal
in terms of publications and citations (Computers and Education) which is an example
of synergy between these areas of knowledge, and it has become a point of reference
on the use of technology as a tool for learning mathematics in primary and secondary
education. It is precisely the papers with the highest number of citations that analyse
this issue, highlighting the potential of possibilities such as the flipped classroom (Lo
et al., 2018), robotics (Dorouka et al., 2020), augmented reality (Cascales-Martinez et
al., 2017) or other trends (Bray & Tangney, 2017) in training processes in this field, as
well as in the development of professional identity (Nadelson et al., 2017).

In terms of the main lines of research linked to the field of study, most research focus-
es on the use of technology as a means of improving mathematics learning (Benton et
al., 2018; Bray & Tangney, 2017; Hoyles, 2018; Larkin & Calder, 2016; Papadakis et al.,
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2016), with research on teachers and the factors that affect this praxis being key (Mc-
Culloch et al., 2018). Alongside these, attention must be paid to the works that focus
specifically on mathematics (Benton et al., 2017; Leroy & Bresoux, 2016), meaning that
proposals for improvement using technologies are the result of knowing the magni-
tude and reality of the problem with this subject. Linked to this, there are multiple
references to research on STEM as a way of addressing the mathematical knowledge
domain, integrating mathematics and technology, science and engineering (Dasgupta
et al., 2019; Dorouka et al., 2020; Nadelson et al., 2017; Psycharis, 2018). Finally, it is
worth highlighting the research that focuses on specific tools or methodologies for
learning mathematics through technology, such as the use of the Flipped Classroom
(Adams & Dove, 2016; Bhagat et al, 2016; Clark, 2015; Kirvan et al., 2015); augmented
reality (Cascales-Martinez et al., 2017; Demitriadou et al., 2020); and the impact of the
use of iPads (Harrison & Lee, 2018) and tablets (Schacter & Jo, 2017) when learning
mathematics.

In terms of the authorship of the most influential papers in the sample, the work of
Bray and Tangney (2016, 2017) should be pointed out, as they focus on the use of
technology as a means for learning mathematics. In this respect, the 2017 paper is
one of the most cited (in 2nd place). Also relevant are the works by Vossen et al. (2018,
2020a, 2020b), which focus mainly on the STEM method, addressing knowledge devel-
opment, attitudes, and perceptions of both students and teachers.

One of the limitations and also line of future work, is the inclusion of a single database
for the bibliometric study (Scopus), with the possibility to extend the study with other
resources such as ERIC or Web of Science. This will allow a more global vision of the
topic analysed, although as mentioned in the methods section, the characteristics of
this search meant that only Scopus was used in this case. Another option to be con-
sidered is to use Biblioshiny as a tool for bibliometric analyses, given that it allows the
inclusion of statistical tests with R.

In addition, it would be useful to analyse the literature prior to 2015, as well as the
whole year 2021, with the possibility to highlight both the projection of the scientific
literature and the evolution of technology as a tool at the service of learning mathe-
matics.

In line with this last point, a systematic review of the literature focusing on the papers
in this study could contribute to deepening and materialising the specific tools that
are being implemented in education that are linked to the teaching and learning of
mathematics, as well as the specific impact they have on training processes.
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Resumen

La consideracion de los procesos emocionales del aprendizaje constituye una linea didacti-
caen auge, al igual que la edicion de libros ilustrados de no-ficcién para lectores infantiles o
juveniles. La “nueva no-ficcién” muestra una hibridacién de géneros, estructuras textuales y
c6digos semanticos. Su cuidado formato, recursos interactivos y abundantes ilustraciones
afiaden componentes estéticos y ldicos a la lectura y al aprendizaje, sin dejar de ofrecer
contenidos rigurosos. Estas caracteristicas distinguen a los libros ilustrados de no-ficcion
de los libros informativos y, sobre todo, de los libros de texto. (En qué medida afiaden
también importantes componentes emocionales a los procesos cognitivos del aprendiza-
je, habitualmente priorizados? ;Cudles de sus caracteristicas crean “oportunidades para el
aprendizaje” y lo refuerzan?

Utilizando los criterios del Orbis Pictus Award Committee, analizamos un libro ilustrado de
no-ficcion sobre el antiguo Egipto y lo contrastamos con la unidad didactica de un libro de
1.° de Educacion Secundaria Obligatoria (ESO) sobre el mismo tema.

Los resultados muestran que la organizacién, disefio y estilo de la obra de no-ficcién ha-
cen atractiva la informacidn, estimulan la actitud de indagacion, la creatividad y el juego,
refuerzan la construccion del sentido mediante la lectura recursiva y fusionan los compo-
nentes cognitivos y emocionales de la lectura y del aprendizaje, lejos de la mera asimilacion
de contenidos informativos.

En conclusion, la obra de no-ficcion convierte el aprendizaje en una experiencia vivida, fren-
te al enfoque mas expositivo y frio del libro de texto.

Palabras clave: procesos emocionales del aprendizaje, procesos de lectura, libros ilustrados
de no-ficcion, libros de texto.

Abstract

The consideration of the emotional processes of learning is a growing didactic line, as well
as the edition of nonfiction illustrated books for children and young readers. The “new non-
fiction” shows a hybridisation of genres, textual structures and semantic codes. Its careful
format, interactive resources and abundant illustrations add aesthetic and playful compo-
nents to reading and learning, while still offering rigorous content. These characteristics
distinguish them from informative books and, above all, from textbooks. To what extent
do they also add important emotional components to the cognitive processes of learning,
usually prioritized? Which of its features create and reinforce “opportunities for learning”?

Using the criteria of the Orbis Pictus Award Committee, we analysed a nonfiction illustrated
book about ancient Egypt and contrasted it with the didactic unit of a 1st ESO book on the
same subject.

The results show that the organization, design and style of the nonfiction work make in-
formation attractive, stimulate the attitude of inquiry, creativity and play, reinforce the
construction of meaning through recursive reading and fuse the cognitive and emotional
components of reading and learning, far from the mere assimilation of informative content.

In conclusion, the nonfiction work turns learning into a vivid experience, as compared to
the more expository and cold approach of the textbook.

Keywords: emotional processes of learning, reading processes, nonfiction illustrated books,
textbooks.
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Pe3stome

PaccmoTpeHMe 3MOLMOHaNbHbIX MPOLECCOB 0byUYeHUs SBASETCH PacTyLMM AUAaKTUYe-
CKM HanpasfeHWneM, kak 1 NybanKauus UaaCTPYPOBAHHBIX HEXYA0XKECTBEHHbIX KHUT
ANs AeTeil 1 toHbIX ynTateneid. Hoebli non-fiction gemMoHCTpUpyeT rmbpransaumnio XaH-
POB, TEKCTOBbIX CTPYKTYP 1 CEMAHTMUYEeCKMX KOAOB. VX akKypaTHbIA popmaT, MHTepaKTuB-
Hble pecypcbl U 06MANe AMCTPALMIA 4O6ABASIOT 3CTETUYECKME U UTPOBbIE KOMMOHEHTI
K UTeHUIO 1 0ByYeHMI0, HO MpY 3TOM NpeA/aratoT CTPOroe cogepxaHue. T 0CobeHHOCTY
OTNNYAIOT HeXyA0XeCTBEHHbIE KHUIW C KaPTUHKaMM OT MHGOPMALMOHHBIX KHWT 1, Npexae
BCero, OT y4e6HUKOB. B kakoli cTeneHn oHy Takxe A06aBASIOT K KOTHUTUBHBIM MpoLeccam
06y4eHUs BaXKHbIe IMOLMOHANbHbIE KOMMOHEHTbI, KOTOPbIE 06bIYHO CTAaBATCA Ha NepBoe
MecTo? Kakme 13 nx ocobeHHoCTe Co34atoT “BO3MOXHOCTY ANt 06yUYeHUs” 1 yCUnmBaroT
0byyeHne?

Wcnonb3ys kputepumn komuTeTa npemun Orbis Pictus, Mbl NpoaHanv3npoBanyt Hexysoxe-
CTBEHHYHO KHUTY C MANKOCTPaLMAMY 0 [ipeBHeM ErvinTe 1 cpaBHWUAN ee C y4ebHbIM 6710KOM
y4yebHUKa 06513aTeNbHOV CpejHel LLIKONbI MO TOM Xe TeMe.

Pe3synbTaThl MOKa3bIBAKOT, YTO OpraHU3aLWs, Av3aiiH U CTUIb HEXYLOXECTBEHHOW NnTe-
paTypbl AenatoT NHGOPMALWMIO NPYBAEKATENbHONR, CTUMYNMPYIOT OTHOLLIEHUE K MOUCKY,
TBOPYECTBY U UTpe, YCUAUBAKOT NOCTPOEHME CMbIC/IA Yepe3 PeKypCrBHOE YTeHME U 06b-
€[VIHSIIOT KOTHUTVBHbIE 11 3MOLIMOHA/IbHbIE KOMIMOHEHTbI UTEHUS 1 06YYeHNs, Janekue oT
MPOCTOro YCBOEHUS COAEPXKaHUS UHGOpMaLH.

B 3akntoueHwve cnesyet 0TMETUTb, UTO HOH-QUKLLH NpeBpaLlaeT obyyeHne B SPKWIA ONbIT,
B OT/IMUVIE OT Hoee IKCMO3ULIMOHHOTO 1 XONIOAHOTO NOAX0AA YYebHNKa.

Kntoyessle cn108a: 3MOLMOHaNbHbIE MPOLIECChl 06YYeHUs, MPOLIECChl UTEHUS, HeXyzoxe-
CTBEHHbIE KHUMW C KapTUHKaMU, YUYEBHWKN.
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Introduccion

El andlisis de los procesos emocionales del aprendizaje constituye una linea de re-
flexion didactica en auge. Simultaneamente, se ha incrementado la edicién de libros
ilustrados de no-ficcién para lectores infantiles o juveniles, tanto traducidos como ori-
ginales en lengua espafiola (Garralén, 2013). Son libros que atraen la curiosidad del
lector sin dejar de ofrecer contenidos extraidos de sélidas bases cientificas, invitan a
laindagacién y unen elementos ficcionales al contenido informativo, frente al caracter
expositivo de los libros meramente informativos. Su cuidado formato, recursos inte-
ractivos y abundantes ilustraciones afiaden componentes estéticos y ltdicos a los pro-
cesos de aprendizaje, en la linea del “instruir deleitando” horaciano, que repercuten
en un procesamiento mas profundo de los contenidos (Butterfield, 2002; Kesler, 2012).
Esta “nueva no-ficcién” se caracteriza por una hibridacién de géneros, estructuras tex-
tuales y cédigos semanticos, que pretende facilitar el aprendizaje (Gill, 2009; Martins &
Belmiro, 2021). Frente al enfoque enciclopédico de los textos escolares, muchos libros
de no-ficcién examinan un tema Gnico. Estas caracteristicas los distinguen de los libros
puramente informativos y, sobre todo, de los libros de texto.

Sin embargo, los libros ilustrados de no-ficcidn tienen en nuestro pais un uso escolar
muy restringido, quiza por la dificultad de integrarlos en unos curriculos saturados,
que favorecen una ensefianza expositiva y enciclopédica. En algunos paises anglosa-
jones, por el contrario, parecen haber desplazado a los libros de texto como recurso
didactico principal en areas cientificas o sociales (Hartsfield, 2021), con resultados de
aprendizaje muy relevantes (Young et al., 2007; White, 2011; Hartsfield, 2021): contri-
buyen al desarrollo del vocabulario, al aprendizaje de contenidos, al interés por la lec-
turay al desarrollo de habilidades lectoras complejas, tanto de textos impresos como
digitales, lo que facilita unos procesos de aprendizaje avanzados; los temas, anclados
en el mundo real, favorecen la atribucién de sentido.

Dos preguntas guian el presente trabajo: ¢En qué medida los libros ilustrados de
no-ficcién afiaden importantes componentes emocionales a los procesos cognitivos
de la lectura y del aprendizaje, habitualmente priorizados? ;Cuales de sus caracteristi-
cas basicas crean “oportunidades para el aprendizaje” (Hartsfield, 2021) y lo refuerzan?

Delimitamos inicialmente algunos procesos emocionales de la lectura y del aprendiza-
je para plantearnos de qué manera estan presentes en los libros ilustrados de no-fic-
cién. A continuacion, analizamos un libro ilustrado de no-ficcién sobre el tema del
antiguo Egipto y contrastamos su enfoque del aprendizaje con el que ofrece la unidad
didactica sobre el mismo tema de un libro de texto de 1° de la ESO. El objetivo es va-
lorar qué presencia tienen en estos dos materiales, y en qué modo, los componentes
emocionales de la lectura y del aprendizaje, y qué beneficios se podrian derivar del
uso escolar de buenos libros ilustrados de no-ficcion.

La dimensién emocional del aprendizaje

El término afecto, sefiala Arnold (2006), cubre una amplia drea referida a los sentimien-
tos, emociones, creencias y actitudes que influyen en nuestro comportamiento. Las
emociones desempefian un variado conjunto de funciones en el desarrollo personal
y afectan a procesos mentales como la percepcidn, la atencién, el razonamiento, la
memoria y la creatividad. En general, un estado emocional favorable hace mas efi-
caz la organizacion cognitiva (Bisquerra, 2009). A pesar de ello, las variables afectivas
del aprendizaje han sido menos consideradas que las variables cognoscitivas, aunque
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esa desatencion puede producir unos efectos cognoscitivos contrarios a los deseados
(Krathwohl et al., 1973).

La investigacion desarrollada por psicédlogos como Goleman (1995), Gardner (1999)
o0 Bisquerra (2009) ha reforzado la idea de que los procesos emocionales son indis-
pensables para el aprendizaje, no solo por los beneficios para el desarrollo cognitivo
sino como parte del desarrollo integral de los individuos. De los multiples procesos
emocionales del aprendizaje destacamos los que, a nuestro juicio, mas potencian ese
desarrollo integral de los nifios y jévenes: la motivacién para aprender, la creatividad,
el juego y la imaginacion.

Segun Ausubel et al. (1983), la motivacién no es indispensable para un aprendizaje
breve, pero es absolutamente necesaria para el aprendizaje sostenido que interviene
en una disciplina. Sus efectos se refieren a variables como la atencién, la persistencia
y la tolerancia a la frustracion. La cuestiéon fundamental es como desarrollar y man-
tener el interés por la busqueda del conocimiento. Para Delval (1983), ha dominado
durante mucho tiempo la idea de que al nifio no le interesa aprender y entonces hay
que motivarlo de forma extrinseca. Desde una teoria intrinseca de la motivacién, esta
se vincula al desarrollo de intereses, actitudes y valores consustanciales a los indivi-
duos. Los nifios llegan a la escuela con numerosas preocupaciones y preguntan por la
explicacion de las cosas. Lo que sucede frecuentemente, sostiene Delval (1983), es que
esos intereses no se ven satisfechos en las aulas.

Las relaciones causales entre motivacion y aprendizaje son reciprocas: la motivacién y
los intereses pueden surgir cuando se ha iniciado un aprendizaje, si este se presenta
de manera atractiva. Para despertar la curiosidad intelectual, Ausubel et al. (1983) re-
comiendan emplear materiales que atraigan la atencién y aseguren el éxito del apren-
dizaje, enfoque al que responden muchos libros de no-ficcién.

En lo referente a la creatividad, la escuela debe contribuir a desarrollar los instrumen-
tos intelectuales que hagan posible la adaptacion a los problemas que plantee el ma-
fiana. La educacion tiene el doble objetivo de transmitir y renovar la cultura, por lo que
deberia formar individuos capaces de crear, inventar y descubrir, no solo de repetir lo
que han hecho otras generaciones. Las multiples acepciones del concepto de creativi-
dad (Esquivias, 2004) originan posiciones diversas sobre como potenciarla. Torrance
(1965, 1980), Guilford (1967), Guilford et al. (1983), de la Torre (1982) y Gardner (1999)
defienden que la creatividad puede darse en distintos grados y que es una necesidad
intrinseca del individuo. La escuela puede desarrollar las dotes creativas latentes y fo-
mentar ciertas habilidades de la inteligencia ligadas a ese desarrollo, como la bdsque-
da de causas y consecuencias, la asociaciéon de elementos inusuales, laimaginacion, la
formulacién de hipétesis y preguntas insélitas, las técnicas de indagacion, etc.

Poner el acento sobre la actividad y el juego es una tendencia educativa surgida de
la Escuela Activa, que se nutre del pensamiento de grandes pedagogos como Dewey,
Pestalozzi, Froebel, Decroly, Montessori y Claparéde. Todos ellos, con distintos mati-
ces, desplazan el centro de la educacién del maestro al alumno y consideran a este no
solo como sujeto de ensefianza, sino como “nifio”. De ahi la reivindicacién de la activi-
dady el juego como vias para el aprendizaje (Sanjuan-Najera, 1983). El nifio, jugando,
toma contacto con el mundo y desarrolla destrezas y conocimientos.

En cuanto a la imaginacion, algunos psicélogos han destacado el papel fundamen-
tal que desempefia en el desarrollo psiquico, especialmente en la infancia y la ado-
lescencia. Vygotsky (1930) diferencia dos tipos basicos de impulsos mentales: el “re-
productor”, vinculado con la memoria, reproduce normas de conducta ya creadas o
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rememora antiguas impresiones, mientras que el “creador” reelabora con elementos
de experiencias pasadas nuevas normas y planteamientos, y hace del ser humano un
ser proyectado hacia el futuro. El fomento de la capacidad creadora constituye, para
Viygotsky, una de las cuestiones mas importantes de la pedagogia.

Bruner (1986) toma de Vygotsky algunas ideas para analizar de qué manera el len-
guaje, creacion cultural, contribuye a que un ser humano individual elabore aquellas
realidades mentales y mundos posibles que le permiten construir interpretaciones co-
herentes de la realidad. Hay dos modalidades de pensamiento complementarias, la
I6gico-cientifica y la narrativa, con las que la mente humana ordena la experiencia y
construye mundos mentales a través del lenguaje y otros sistemas simbdlicos, que se
convierten asi en las principales herramientas educativas.

La concepcién de la imaginacién como via de acceso al conocimiento enlaza con la
obra de Rodari, ardiente defensor de la imaginacion, la creatividad infantil y el valor
liberador de la palabra como puntales del proceso educativo. Tanto su Grammatica de-
lla fantasia (1973) como los escritos recogidos en Scuola di fantasia (1983) plasman las
ideas medulares de su pensamiento pedagdgico, como la reivindicacion de la utopia,
que representa la capacidad de transformar la realidad mediante la imaginacion, una
facultad indispensable para el desarrollo moral e intelectual del nifio, sino del hombre
completo (Rodari, 1983).

Estas ideas nos permiten comprender el alcance que puede tener la hibridacién carac-
teristica en muchos libros ilustrados de no-ficcion entre determinados componentes
ficcionales que estimulan la imaginacion y los componentes informativos, presentes
unos y otros tanto en el texto como en las ilustraciones.

La dimension emocional de la lectura

La complejidad de los procesos de comprensién lectora implica que la lectura de un
texto puede producir diferentes representaciones en la mente del lector: si se limita a
extraer el significado alcanzara una comprensién superficial; si logra interpretarlo y ela-
borar un modelo mental, una comprensién profunda; si observa contradicciones entre
textos diferentes, o entre el texto y lo que él pensaba, o incluso analiza las propiedades
del texto, alcanzard una comprension critica o reflexiva. Cada tipo de comprension re-
quiere unas estrategias lectoras especificas (Sanchez-Miguel et al., 2010).

Sin restar importancia a estos procesos cognitivos, echamos en falta un reconocimien-
to de la relevancia de los procesos emocionales de la lectura, que indiscutiblemente
repercuten en la comprension e interpretacion. El andlisis del proceso lector desde
un punto de vista emocional abarca un doble foco de interés: cdmo afecta la lectura
al lector en sus multiples facetas vitales, afectivas, estéticas y éticas y, por otro lado,
de qué manera las caracteristicas emocionales y socioculturales del lector interactdan
con el texto para producir sentido (Sanjuén-AIvarez, 2013). El lector aporta no solo
habilidades cognitivas, sino experiencias, miedos, deseos, curiosidad, capacidad de
imaginar. Simultdneamente, debe estar dispuesto a emprender la transformacién que
el texto puede ejercer en su vision del mundo, sus valores y su percepcién de si mismo,
es decir, debe dejarse afectar por el texto. El componente emocional de la lectura,
entendido como la posibilidad de vivir experiencias significativas que transforman, es
clave para adquirir el gusto lector. La dimensiéon emocional del proceso lector supone
una busqueda activa de los significados que el texto le puede aportar a cada lector.
Para ello se debe potenciar la lectura subjetiva, es decir, la posibilidad de que en el
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aula se den interpretaciones multiples y complementarias. Torrance (1980) anima a
los docentes a educar lectores creativos, capaces de elaborar expectativas o hacer
algo con lo que han leido, como reproducirlo con la imaginacién, ampliarlo o transfor-
marlo mediante actividades de creacién verbal, plastica, dramatica, etc.

Destacar las facetas emocionales del proceso lector redunda en un mejor uso de la
lectura como instrumento de aprendizaje, puesto que vivir experiencias de lectura sig-
nificativas desde la primera infancia constituye una base emocional imprescindible
sobre la cual asentar la adquisicién de conocimientos y el desarrollo de habilidades de
recepcién cada vez mas complejas, que contribuyan a dar el salto cualitativo desde la
lectura impresionista a la capacidad de analisis y valoracién critica de los textos.

¢En qué medida este planteamiento metodoldgico basado en el concepto de experien-
cia de la lectura, que integra los componentes cognitivos y emocionales del proceso
lector, se podria extender al tipo de lectura que se realiza para aprender contenidos
curriculares, dirigida sobre todo a la lectura de textos informativos? Podria parecer que
dar margen a las interpretaciones multiples de los textos y a la creatividad del lector es
poco compatible con la lectura de textos que intentan transmitir contenidos incontro-
vertibles, poco abiertos a interpretaciones subjetivas. Sin embargo, los actuales libros
de no-ficcién han buscado intencionadamente la hibridacién entre arte y conocimien-
to, entre géneros informativos y géneros literarios. Como sefiala Gonzélez-Lartitegui
(2018), estos modos hibridos de presentar el saber responden a la ruptura con unos
modelos cientificos y escolares clasicos de aproximacién al conocimiento, y pretenden
atraer al lector infantil y juvenil de hoy, curioso, exploratorio, ludico.

Los procesos emocionales de la lectura y del aprendizaje en los libros
ilustrados de no-ficcion

El concepto de libro informativo se queda corto para abarcar la variedad y la compleja
intencionalidad de esta nueva no-ficcion, que pretende ir mucho mas alla de los pro-
positos informativos, como sefiala Russell Freedman (1992, citado por Kesler, 2012)
reconocido autor de libros de no-ficcion:

Certainly the basic purpose of nonfiction is to inform, to instruct, hopefully to enlighten.
But that's not enough. An effective nonfiction book must animate its subject, infuse it
with life. It must create a vivid and believable world that the reader will enter willingly
and leave only with reluctance. (p.340)

Kesler (2012) utiliza el concepto de poetic nonfiction picture books —que traducimos
como libros de no-ficcién “literarios”— para referirse a estos libros hibridos cuyo obje-
tivo es crear procesos de lectura dindmicos y recursivos, es decir, un tipo de procesa-
miento de la informacién que no se agota con la primera lectura, debido al uso de un
lenguaje figurado y a la riqueza de recursos estilisticos. Ademas del formato atractivo
y la abundancia de ilustraciones, que los equipara al libro album y aporta un fuerte
componente artistico, es frecuente la fusion entre estructuras discursivas de intencién
informativa y otros rasgos propios de la ficcion narrativa (pequefias tramas, personaje
protagonista, etc.) o de la poesia (musicalidad, aliteraciones, disposicién visual del
texto, etc.). Advierte en muchos de ellos los criterios de calidad literaria establecidos
por el comité del National Council of Teachers of English (NCTE) que otorga el Premio
Orbis Pictus a los libros mas destacados de no-ficcién para nifios (véase http://www.
ncte.org/awards).
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Para Kesler, el estilo literario no solo hace mas atractiva la informacién, sino que in-
tensifica el proceso de construccidn del sentido. La musicalidad o el lenguaje figurado
conectan con las emociones y la imaginacion de los lectores infantiles y contribuyen a
crear esos mundos vividos de los que habla Freedman, es decir, iluminan y refuerzan los
temas, crean el deseo de aprender sobre ellos y facilitan la interpretacién. Siguiendo
las ideas de Rosenblatt (1994), Kesler considera que estos libros literarios de no-ficcion
consiguen combinar la comprension de los contenidos informativos (lectura eferente,
atenta a los contenidos del texto) con la experiencia estética del lector. El uso artistico
del lenguaje aumenta la implicacién y contribuye a fusionar el componente cognitivo
y el emocional como facetas inseparables de una experiencia vivida de lectura; en
definitiva, asegura otra manera de aprender, lejos de la mera asimilacion cognitiva de
los contenidos, si bien para ello los profesores deben saber extraer todo su potencial,
atendiendo no solo al contenido sino al estilo y a los efectos emocionales que puedan
producir en los receptores.

Las ideas de Kesler sobre el estilo literario de muchos libros de no-ficcién se aproxi-
man al lenguaje cdlido que Bain (2007) observa en los mejores profesores universita-
rios, que intentan hacer asequible y atractivo el conocimiento cientifico o humanistico.
La informacién no la ofrecen de manera fria, sino que “leen” la mente de los alumnos
y van recorriendo los temas como respuesta a preguntas implicitas o explicitas. Este
estilo dialogado convierte el aprendizaje en un proceso intelectual de indagacién y
busqueda de respuestas. Ademds, combinan la exposicién de datos y conceptos cien-
tificos con ejemplos de la vida cotidiana, que facilitan la comprensién.

Los rasgos del estilo cientifico-divulgativo (Cassany, 2002) estan muy presentes en
los libros de no-ficcién, que suelen distribuir las ideas en oraciones no muy largas y
utilizan un léxico comun, sin rehuir el empleo de términos especificos, explicados en
el propio texto o mediante las ilustraciones. El recurso retérico mas frecuente es la
apelacién al lector mediante preguntas o con el uso de una voz informativa en primera
persona que a veces encarna en un personaje que guia la lectura. El estilo divulgati-
vo no supone una degradacién del conocimiento cientifico, sino un acercamiento a
otros publicos, defiende Cassany (2002). En la misma linea, Garralén (2013) apuesta
por el acercamiento de la ciencia al publico infantil y juvenil a través de este género:
“Los buenos libros informativos muestran cémo funciona el pensamiento cientifico: es
decir, ensefian a ver, a observar, a clasificar y a deducir. La manera de combinar estos
elementos dara como resultado un libro apasionante para los lectores” (p.50).

Otra caracteristica de estos libros, relevante para los procesos emocionales del apren-
dizaje, es su cuidada materialidad. Son frecuentes los formatos poco convencionalesy
la presencia de solapas, desplegables, transparencias, etc., que aportan elementos de
interactividad fisica. Para Bonnafé (2008), la manipulacién de los libros por los nifios
es fundamental, pues facilita la observacion detallada y la aprehension de los conteni-
dos. Tabernero (2019) explica este énfasis en la materialidad del libro como un deseo
de diferenciar la lectura en papel de la lectura virtual: el libro ofrece unos limites, crea
un espacio fisico y unas propuestas de manipulacién; los elementos desplegables, so-
lapas, pop-up, etc., convierten al lector en cdmplice necesario para la interpretacion
del discurso. Estos recursos refuerzan el juego y la actividad como procesos relevantes
del aprendizaje infantil. Podemos afirmar que muchos de estos libros han sido conce-
bidos como objetos artisticos. El componente artistico, presente también en los libros
album, puede extenderse en los libros de no-ficcién a todos los elementos constitu-
tivos del género: indice, glosarios, tablas, gréficos, tipografia, ademas, por supuesto,
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del formato y las ilustraciones. Junto al componente manipulativo, es frecuente que
el enfoque ludico y activo del aprendizaje se refuerce con la propuesta de actividades
que estimulan la creatividad y obligan a ampliar la informacién o a hacer algo nuevo
con ella.

Método

Para realizar el andlisis comparado de la obra de no-ficcién y la unidad del libro de
texto hemos seguido los criterios del Orbis Pictus Award, premio que otorga cada afio,
desde 1989, The National Council of Teachers of English para reconocer la excelencia
en los libros de no-ficcién para nifios publicados en Estados Unidos. El jurado utiliza
cuatro criterios: “exactitud” (accuracy), “organizacién” (organization), “disefio” (design) y
“estilo” (style). Hemos aplicado estos criterios tomando como referencia las apreciacio-
nes de algunos expertos de dicha organizacién (Zarnowski et al., 2001), en su analisis
comentado de las obras premiadas en la primera década. Ademds, hemos conectado
los criterios con los procesos emocionales de la lectura y el aprendizaje anteriormente
descritos.

El criterio de exactitud o precisién alude al rigor cientifico en el texto y en las ilustra-
ciones, el empleo de documentacién adecuada, la evitacién del antropomorfismo y
la distincion entre hechos e interpretaciones. El criterio de organizacién valora si la
estructura general de la obra (por ejemplo, de lo general a lo especifico, o a la inver-
sa) contribuye a la comprensibilidad de la informacién. El criterio de disefio valora el
formato, que el libro sea atractivo, legible, que las ilustraciones estén bien situadas y
complementen el texto. En cuanto al estilo, se valora si el lenguaje es rico, con termino-
logia adecuada, si revela entusiasmo y estimula la curiosidad y el asombro.

En las conclusiones del andlisis afiadimos un quinto criterio, la utilidad para la docencia
en el aula, con el que valoramos la adecuacion del libro a los grupos de edad a los
que va destinado, asi como su contribucién al curriculo, siguiendo las indicaciones del
Mock Orbis Pictus Award. Getting started guide (http://www.ncte.org/awards):

In addition, each nomination should be useful in classroom teaching for grades K-8,
should encourage thinking and more reading, model exemplary expository writing and
research skills, share interesting and timely subject matter, and appeal to a wide range
of ages.

Analisis de un libro de no-ficcion

El libro seleccionado es: Crow, N., & Burke, F. Tom viaja en el tiempo. Antiguo Egipto. Za-
ragoza: Edelvives, 2020. 48 paginas, formato: 221mm x 296mm, tapa dura. Traduccion
de Pepa Arbelo de la obra original Find Tom in Time: Ancient Egypt. Nosy Crow Limited,
2019.

La edicién espafiola pertenece a la coleccidn Ideaka de Edelvives, que agrupa libros de
conocimiento, creacidn artistica, observacion, juegoy actividades, con el propdsito de
animar a descubrir el mundo y profundizar en el conocimiento de una manera lidica
(https://www.edelvives.com/es/Catalogo/p/antiguo-egipto).
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Figura 1
Tom viaja en el tiempo. Antiguo Egipto
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Se trata de una obra hibrida que mezcla ficcién y no-ficcién, aunque de forma sepa-
rada, ya que enmarca la exposicion informativa en la narracién ficcional. Podemos
incluirlo, por tanto, en el género que Kesler (2012) denomina poetic nonfiction picture
book. Ademds, presenta una tercera linea, lidica, bajo el titulo “;Puedes encontrar...?”,
que apela al lector y propone buscar tanto personajes y elementos de ficcién como de
no-ficcién en las ilustraciones. Los distintos géneros textuales se diferencian de forma
clara, como aconsejan Gill (2009) o Bamford y Kristo (2000, como se cité en Gill, 2009),
que denominan a este subgénero informational picture storybook porque la no-ficcién
es conducida a través de una narracién con personajes inventados y tiene como obje-
tivo acercar el contenido informativo a los intereses del lector. Ambas partes, la ficcién
y la no-ficcién, se distinguen desde el punto de vista del formato y la tipografia para
evitar cualquier confusién. La ficcién narrativa no entra en conflicto con la informa-
cién, sino que actta como un simple tel6n que presenta a los protagonistas perdidos
en cada uno de los escenarios.
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Exactitud

Desde la cubierta se destaca la colaboracién del Museo Britanico, maxima autoridad
en la materia, lo que puede producir en los lectores una actitud inicial de admiracién
y motivacion para el aprendizaje.

Para facilitar la asimilacién de la informacién la obra ofrece diversos recursos de apo-
yo, sin entorpecer la lectura del texto principal. Asi, al final del libro un solucionario
resuelve las actividades de busqueda; para ello se reproducen en miniatura todas las
ilustraciones y se localizan los elementos ocultos. Un glosario del vocabulario especifi-
co destacado tipograficamente en el libro (nombres de objetos, lugares y costumbres
del antiguo Egipto, dioses y diosas) ofrece una pequefia explicacién de cada término.
Por Ultimo, antes de las guardas finales, un indice alfabético recoge 84 conceptos, con
la indicacion de las paginas en que aparecen.

La obra muestra un importante nivel de detalle en las explicaciones e ilustraciones,
I6gicamente limitado por los hallazgos cientificos y por la intencién divulgativa. Asi se
describe el embalsamado: “El cuerpo se limpiaba con especias y vino de palmay se
cubria con un tipo de sal especial llamado natrén durante 40 dias antes de lavarlo” (p.
23). Lo mismo sucede con las ricas ilustraciones que acompafian cada subtema. Asi,
el taller de embalsamado representa los objetos con los que se extraian los 6rganos
de los fallecidos y los vasos capones donde se guardaban. La autenticidad de estos
detalles queda avalada por la colaboracién del Museo Britanico.

Organizacion

Como se ha adelantado, los contenidos de no-ficcién estan enmarcados por una na-
rracién ficticia. Inicialmente encontramos unas guardas en color azul y dibujos que
simulan los pictogramas de un jeroglifico, sequidas de un pequefio prélogo titulado
“Acerca del antiguo Egipto”, en el que ademas de introducirse el tema se hace un
guifio a esa mezcla de ficcion y no-ficcién: “Puede que algunos de los lugares que Tom
visita en este libro no coexistieran en la misma época, pero todos ellos forman parte
de la culturay la historia del antiguo Egipto” (p. 1). A continuacion, en la parte superior
de la hoja de créditos, una ilustracién presenta a los protagonistas (Tom, la abuela Bea
y el gato Ulises) y un mensaje anima al lector a conocer a estos personajesy a localizar
el escarabajo oculto en cada escena. La pagina siguiente contiene un indice, enmarca-
do de nuevo entre motivos egipcios.

La narracién ficticia, a modo de encuadre, ocupa la primera doble paginay la dltima,
tituladas respectivamente Introduccion y En casa. El resto del libro esta formado por
trece dobles paginas, compuestas por una ilustracién que ocupa todo el espacio y
varios textos insertados. En cada doble pagina el primer texto incluye un titulo y un
parrafo narrativo que da continuidad al relato y sirve de hilo conductor. Los textos
informativos ocupan entre tres y cuatro parrafos en cada doble pagina y tienen una
tipografia de menor tamafio. Adoptan principalmente un modo expositivo y descri-
ben la forma de vida del antiguo Egipto en relacién con la escena representada. Por
Gltimo, encontramos siempre, escrita en un papiro, una actividad titulada “;Puedes
encontrar...?”
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Figura 2
Tom viaja en el tiempo. Antiguo Egipto

Cada doble pagina se centra en un subtema, siguiendo lo que Garral6n (2003) deno-
mina una estructura interna enumerativa. El recorrido de Tom detras de su gato Ulises
es el marco narrativo que facilita la conexion entre las distintas escenas temaéticas: las
piramides, el cortejo finebre, el enterramiento de una momia, el rio Nilo, los campos
de cultivo, el mercado, el templo, la escuela de escribas, el taller de embalsamado, la
vivienda, la residencia de un noble, el banquete y la fiesta en el rio. Esta estructura
enumerativa permite optar por la secuencia narrativa lineal de los protagonistas o
bien saltar de una escena a otra. La organizacién del libro es, por tanto, muy clara e
intuitiva, ademas de resultar flexible y acorde a los intereses de cada lector, una carac-
teristica cada vez mds habitual en este género:

Many of us on the Orbis Pictus Award Committee are quite comfortable with a linear
approach to experiencing and using nonfiction. For years the nature of the handheld
book has supported this approach. But in recent years, we have been encountering
books that do not appear to be this straightforward (Kerper, 2001, p. 31).

La navegacién dentro de cada doble pagina responde al recorrido légico de izquierda
aderechay de arriba abajo, si bien puede hacerse también de forma aleatoria, ya que
cada elemento verbal tiene cierta autonomia. El contenido informativo sigue patrones
que se repiten, por ejemplo, de lo general a lo concreto o anecdotico. Asi, en la escena
del templo, el primer parrafo sefiala sus caracteristicas generales y el Gltimo informa
de situaciones excepcionales como la de sacar al exterior las estatuas para venerarlas.

La tipologia de la obra responde a lo que Paladin y Pasinetti (1999, como se cit6 en
Garralén, 2013) denominan divulgacion visual documental: un cédigo visual rico y va-
riado y una maquetacion atractiva que favorecen la difusién de un tema de forma
accesible pero exhaustiva. Hay ademads una clara intencién de interrelacionar distintas
partes, tanto a través del glosario y el indice alfabético, que permiten al lector buscar
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lo que le interesa, como de la conexién de ideas, simbolos y personajes dentro de cada
escenay entre estas. La actividad ludica de busqueda acentuda la observacién y ayuda
a profundizar en algunas ideas y conceptos que aparecen en la ilustracién. Asi, en la
escena del cortejo finebre, ademas de buscar a los personajes ficticios (Tomy el gato
Ulises) se propone buscar a dos flautistas, una mascara de chacal, un halcén, etc.

La abundancia de detalles, verbales y visuales, y la actividad de busqueda visual inci-
tan a volver sobre lo ya leido y visto. Estas caracteristicas favorecen la implicacién del
lector y los procesos de indagacién en la informacion, que no se agota con una lectura
Unica.

Disefio

El disefio del libro resulta muy atractivo visualmente, con caracteristicas propias de los
libros-album, como es ya habitual en los libros de no-ficcién (Gill, 2009; Kesler, 2012;
Hartsfield, 2021; Martins & Belmiro, 2021). Tiene una encuadernacién cartoné y un
formato grande y algo mas cuadrado que el DINA4 que aporta un toque de distincién.
Destaca la cuidada seleccién cromética de las cubiertas, en un tono amarillo dorado
que evoca la arena del desierto. En la cubierta delantera, sobre este fondo, encon-
tramos la primera parte del titulo y el nombre de la ilustradora. En medio se inserta
la segunda parte del titulo, sobre un papiro azul. En la parte superior se destaca la
colaboracién del British Museum; y en la parte inferior el nombre de la coleccién y
la editorial. Todavia encontramos otro texto mas en un cartel que sujeta uno de los
personajes, aludiendo al caracter ludico del libro: “Soy Tom, biscame”. Un total de seis
mensajes, cada uno con una tipografia distinta, lo que ejemplifica el papel diferencia-
dor que juega la tipografia en el libro.

La contracubierta sigue este mismo disefio, con un primer mensaje que refuerza el
sentido lddico: “jTom y su gato se han perdido a través del tiempo!”; y una nueva ape-
lacién al lector que revela el caracter informativo que se esconde tras la apariencia
ludica y ficticia del libro: “jViaja al antiguo Egipto y descubre datos fascinantes sobre
este pueblo!”. En la parte inferior se alude de nuevo al apoyo del Museo Briténico, un
claro reclamo comercial.

Las guardas muestran unos jeroglificos sobre un fondo azul oscuro. Este disefio se ex-
tiende al reverso de la pagina interior, y da paso a un tono azul claro en las paginas del
prologo, créditos e indice. El resto de la obra es también de gran intensidad cromatica,
con predominio de azules y ocres, en consonancia con los colores de las cubiertas y
las guardas.

Los personajes y objetos dibujados en las ilustraciones tienen un estilo simbdlico,
como los dibujos del antiguo Egipto, con gran profusion de detalles y toques humo-
risticos. Como ejemplo, en la escena del mercado vemos a dos vecinos saludandose,
dos hombres discutiendo, un nifio robando una pieza de fruta, un gato llevandose un
pez, etc. (pp. 16-17). La propuesta ludica nos pide que reparemos en algunos de estos
detalles.

Cada doble pagina representa una escena del antiguo Egipto mediante un contenido
atractivo y al mismo tiempo legible. Las escenas se dividen internamente mediante la
distribucién de colores y lineas, ya sean rectas, como en la escena del mercado, o cur-
vas, como en la escena del Nilo, en la que delimitan las orillas del rio, el horizonte de
los campos, la vegetacién o la armadura de los barcos (pp. 13-14). La composicién de
cada ilustracién resulta dindmica, a pesar de representar una instantanea, y favorece
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la navegacién por las distintas subescenas de la imagen para pasar de lo general a lo
particular o viceversa.

Imagen y texto se complementan desde un punto de vista informativo, siendo mas
descriptiva y rica en detalles la ilustracién, que amplia asi el contenido del texto, aunque
este, a suvez, contextualiza y aclara aquello que no llega a explicar laimagen: “Durante
las fiestas, los anfitriones ocupaban una plataforma elevada, mientras que sus invitados
se sentaban en taburetes. Como no habia cuchillos ni tenedores, todos comian con las
manos” (p. 29). Esta complementariedad facilita los procesos de comprension y descar-
ga al texto de buena parte de la densidad informativa (Garralén, 2013).

Desde la perspectiva de los procesos emocionales de la lectura, apreciamos que el
componente artistico del libro en su conjunto, y de cada doble pagina en particular,
consiguen hacer atractivo el aprendizaje a través de la lectura y la observacién visual,
lo que responde, sin duda, al objetivo de instruir deleitando.

Estilo

La busqueda del gato Ulises por parte de Tom funciona como hilo narrativo que conec-
ta la sucesion de las dobles paginas, hasta que se encuentran al final. En la narracién
encontramos recursos propios de la literatura infantil, como la repeticién de estructu-
ras y palabras al describir a los dos protagonistas. Se utiliza un estilo cercano, simple
y directo, con diminutivos y expresiones coloquiales como “echar una cabezada”. La
intriga y el didlogo entre los protagonistas reclaman el interés y la curiosidad del lec-
tor. La verosimilitud narrativa se consigue con el recurso de un amuleto magico que
recibe Tom de su abuelay que lo transporta al antiguo Egipto con un “jZas!”, la misma
interjeccién que los devuelve a casa al final. Se observan rasgos literarios como las
exclamaciones y preguntas retéricas: “jSeguro que estaba durmiendo dentro! ;D6nde
se habria metido este gato travieso?” (p. 6), “;Seria Ulises?” (p. 10). Este recurso se
mezcla con otros, como las enumeraciones: “Dentro habia una sala llena de personas,
sacerdotes y... jcadaveres!” (p. 22). El narrador extradiegético nos presenta reflexiones
y sensaciones del protagonista desde un punto de vista omnisciente para acentuar la
intriga: “Era algo impresionante, aunque también daba un poco de miedo” (p. 10). La
perspectiva del protagonista acta también como conexion entre la ficcién y la no-fic-
cién: “Tom vio a unos agricultores trabajando en el campo. Estaban completamente
embarrados” (p. 14).

Los textos informativos presentan principalmente un discurso expositivo centrado en
describir partes o caracteristicas (“Las casas solian constar de 3 o 4 habitaciones”)
(p. 24), articulado a veces con estructuras comparativas, que pueden tomar como
referente la actualidad (“En lugar de mdaquinas y tractores, los agricultores usaban
bueyes”) (p. 15). También encontramos secuencias temporales para explicar algunas
costumbres o procesos (“Primero, se extraia el cerebro introduciendo un gancho en
la nariz. Después, se hacia un pequefio corte en el costado izquierdo del cuerpoy se
sacaban los érganos del cuerpo”) (p. 22) y estructuras causales (“El corazén se dejaba
dentro del cuerpo porque los antiguos egipcios lo consideraban el centro de la perso-
nalidad y la inteligencia de una persona”) (p. 22).

El estilo divulgativo intenta hacer asequible el conocimiento cientifico y humanistico
que encierra el tema. Huye de un lenguaje excesivamente técnico, pero también de un
lenguaje fiofio. Para ello se usa una sintaxis sencilla y agil, con estructuras gramatica-
les habituales que facilitan la comprensién. La seleccién Iéxica combina un vocabulario
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comun con algunos tecnicismos o palabras especificas, que aparecen destacadas con
mayusculasy explicadas en el propio texto o en el glosario final: “Los antiguos egipcios
no usaban dinero, sino que intercambiaban mercancias que tuvieran el mismo valor.
A veces también podian pagar con pequefias piezas de oro y plata que median en
DEBEN (una unidad de peso tradicional en el antiguo Egipto)” (p. 16).

La informacidn se centra en los hechos demostrados, si bien se deja espacio para las
interpretaciones multiples y para efectos emocionales como el asombro. Asi, cuando
se explica el enterramiento de una momia se alude a que “los antiguos egipcios creian
que para llegar al mas alla necesitarian conservar su cuerpo en forma humana” (p. 10)
y se sefiala que “el fallecido -segun las creencias de los antiguos egipcios-, seria lleva-
do en barca hasta un inframundo llamado Duat, lleno de peligros terribles y dificiles
pruebas” (p. 11). Para saciar la curiosidad infantil sobre estos temas se incluye en el
glosario una explicacién ampliada de conceptos como “Duat”.

Predomina, por tanto, un lenguaje calido, en el sentido que describe Bain (2007). El
autor transmite la informacién con el entusiasmo que provoca la novedad del hallaz-
go en lugar de referirla como si el lector ya debiera conocerla, y trata de mantener
la atencion de este en cada escena mediante el didlogo y preguntas que lo implican
intelectual y emocionalmente. En la parte de ficcién, los recursos literarios, aunque
sencillos, conectan el aprendizaje con las emociones, la imaginacion y la subjetividad
de los lectores, como destaca Kesler (2012). La parte informativa no supone una rup-
tura estética respecto al texto de ficcién: la misma voz narrativa se centra ahora en
exponer y mostrarnos a través de las ilustraciones informaciones y hechos sobre el
antiguo Egipto. Desde la perspectiva del aprendizaje, el tono calido del estilo acentta
la curiosidad y el asombro del lector hacia un tema ya de por si interesante.

Comparacion con el libro de texto

Hemos escogido 1° de ESO para llevar a cabo el analisis comparado porque en este
curso el Antiguo Egipto tiene un espacio suficiente en el curriculo y en los libros de
texto. El libro seleccionado es:

Garcia Sebastian, M. & Gatell Arimont, C. (2016). Geografia e Historia. 1.° ESO (vol. II:
Historia). Vicens Vives.

El capitulo 10 se dedica a “Las primeras civilizaciones: Mesopotamia y Egipto”, coincidien-
do con el bloque 3 del curriculo: “La Historia Antigua: las primeras civilizaciones. Culturas
urbanas. Mesopotamia y Egipto. Sociedad, economia y cultura”. (BOE, 2015, p. 300).

El analisis sigue los mismos criterios de exactitud, organizacién, disefio y estilo. La
exactitud, en este caso, viene garantizada por la especializacién de la editorial en libros
de texto educativos y de los autores en el drea de conocimiento. Ademas, el libro cuen-
ta con los recursos habituales en los libros de texto (indices, anexos, enlaces externos
y resimenes).

En cuanto a la organizacidn, la doble pagina inicial presenta una foto de unas pirami-
des, en la que destacan el color amarillo de la arena y la piramide y el azul del cielo,
de manera similar al libro de no-ficcién. Sobre esta imagen se superponen el nimero
del tema, el titulo y una pregunta para atraer la atencién: “;Cémo se organizaron los
primeros Estados de la Antigiiedad?”. Esta pregunta se dirige a un plano cognoscitivo,
frente a las del libro de no-ficcién, que apelaban a aspectos mas emocionales. Tam-
bién es evidente el uso de un lenguaje mas técnico. La introduccién que aparece en
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un recuadro se dirige a la localizacion temporal y espacial de las civilizaciones egipcia
y mesopotamica. A continuacion, se incluyen algunas preguntas que pretenden pro-
vocar el interés sobre la imagen y conectar con los conocimientos previos del lector,
dando por hecho que lo que no sepa serd respondido en el capitulo: “;A qué civili-
zacion pertenece la imagen? ;Cémo lo has conocido? ;Sabes qué representan estas
piramides?” (p. 177).

Otra pregunta encabeza la siguiente doble pagina: “;Por qué las primeras civilizacio-
nes surgieron a orillas de grandes rios?”. En el interior encontramos epigrafes que ex-
plican el control de las aguas, el crecimiento agricola y el surgimiento de las escrituras
cuneiforme y jeroglifica. En esta parte se representa, con estilo realista, a un hombre
egipcio escribiendo con un calamo sobre un papiro y un cartucho con escritura jero-
glifica. Los dibujos vienen acompafiados de un texto explicativo: “Los escribas eran los
Unicos que dominaban la compleja escritura jeroglifica” (p. 179). Esta ilustracién es
similar a la que aparece en la escena de la escuela de escribas del libro de no-ficciéon
(pp. 20-21), pero en este el estilo es mas simplificado y el texto utiliza expresiones
subjetivas que interacttan con la dimensién emocional del lector: “Los escribas goza-
ban de mucho respeto en el antiguo Egipto porque sabian leer y escribir jeroglificos”.
Ademas, la obra de no-ficcion se vale de la actividad ludica para proponer la busqueda
de “un escriba que ha roto su pincel de cafia” (p. 21) y del glosario para profundizar
en la explicacién de los jeroglificos, mientras que el libro de texto remite a una pagina
web de la misma editorial para ampliar las informaciones.

No analizamos la siguiente doble pagina, dedicada a Mesopotamia. A continuacién,
cinco dobles paginas abordan cinco subtemas del antiguo Egipto, siguiendo también
una estructura enumerativa: El Egipto de los faraones; Habib y Merit, dos hermanos
del valle del Nilo; La religion egipcia; ;Dénde se esconde el dios del templo?; Tumbas
para la inmortalidad.

En algunos casos, un subtema del libro de texto se corresponde con varias escenas
del libro de no-ficcién, como sucede con el de la religién egipcia (pp. 186-187), que
en el libro de no-ficcién abarca el cortejo funebre (pp. 8-9), el enterramiento de una
momia (pp. 10-11) y el taller de embalsamado (pp. 22- 23). Frente a la exposicién li-
neal y l6gica del libro de texto, la representacién mediante escenas hipotéticas del
antiguo Egipto en el libro de no-ficcién implica un enfoque mas flexible y abierto de la
informacién, que deja espacio a la interpretacion. El libro de no-ficcion utiliza distintas
estrategias para acercar los contenidos histéricos a los conocimientos, gustos e inte-
reses del receptor que, de esta forma, puede comprender de forma vivida las distintas
“caras” de la vida en esta época, indagar sobre estas, descubrir realidades ocultas -a
veces humoristicas-, e incluso contrastarlas con sus propias experiencias, es decir,
alcanzar experiencias significativas de lectura. Asi, la referencia del libro de texto a
que “la poblacién era muy supersticiosa y acostumbraba a protegerse de los malos es-
piritus con amuletos” (p. 186) se aborda en la obra de no-ficcién de una forma mucho
mas emocional, pues un amuleto es el detonante del viaje de Tom al antiguo Egipto.

Otro tema, la divisién social de la sociedad egipcia, aparece descrito en el libro de
texto en las dos paginas sobre el Egipto de los faraones (pp. 182-183). Después de un
parrafo dedicado a sus origenes y unificacion, hay un epigrafe sobre el poder abso-
luto del faradn y otro sobre los distintos grupos sociales. La ilustracién, casi a pagina
completa, muestra un personaje representativo de cada grupo, con su explicacion. En
el libro de no-ficcién esta division social se deduce de forma mas intuitiva observando
varias escenas interrelacionadas: la vivienda (pp. 24-25), la residencia de un noble (pp.
26-27) y el banquete (p. 28), que permiten al lector comprender los privilegios que
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tenian unos grupos sociales frente a otros. A ello contribuyen también las multiples
subescenas representadas, como la del esclavo abanicando a una mujer noble.

El libro de no-ficcion dedica dos escenas a la importancia del agua en la sociedad egip-
cia (El rio Nilo, pp. 12-13, y La fiesta en el rio Nilo, pp. 30-31), un elemento fundamental
del antiguo Egipto que el libro de texto aborda al comienzo del tema para explicar el
surgimiento de las civilizaciones antiguas, y que también esta presente en las dos pa-
ginas que contienen la narracion ficticia sobre Habib y Merit, dos hermanos del valle
del Nilo (pp. 184-185). Habib es un joven campesino egipcio que ha crecido en una
aldea a orillas del rio Nilo, mientras que Merit, su hermana mayor, se trasladé a una
ciudad de artesanos. Cada pagina representa, mediante sus historias y sendos dibujos
a media pagina, la forma de vida en una aldea agricola y en un barrio de artesanos,
que se corresponden, en la obra de no-ficcion, con las escenas de los campos de cul-
tivo (pp. 14-15) y el mercado (pp. 16-17), dos modos de vida, el rural y el urbano, que
estan en el origen de las antiguas civilizaciones y siguen hoy vigentes. Resulta intere-
sante comparar esta narracién ficticia incluida en el libro de texto con la que enmarca
y conduce el libro de no-ficcion. En ambos casos la ficcién sirve de reclamo para el
lector, pero mientras en el libro de texto ocupa un papel subordinado a la informacién,
lo que la hace menos atractiva para el lector, en el libro de no-ficcién se enfatiza desde
el titulo y sirve de hilo conductor de toda la informacién.

La unidad didactica concluye con tres paginas dedicadas a un taller de historia y una
pagina de sintesis del tema. En este apartado se proponen actividades tales como co-
mentarios sobre textos histéricos o analisis de mapas y dibujos para profundizar en al-
gunos temas tratados, si bien no aparecen vinculos con el texto principal para facilitar
una lectura en modo zapeo dentro del libro, como si veiamos en el libro de no-ficcién.

Respecto al disefio, este resulta menos innovador que el del libro de no-ficcién, dado
que la composicién de las dobles paginas es la habitual en los manuales. El titulo
de cada subtema encabeza la pagina izquierda. Aunque el subtema abarca las dos
paginas enfrentadas, la distribucion de los textos y las imagenes es de pagina sen-
cilla, con dos columnas leidas de izquierda a derecha y de arriba abajo. Los textos se
distribuyen en epigrafes y parrafos con el mismo tipo de letra que los titulos, aunque
de menor tamafio, y con algunas palabras destacadas en negrita. En algunas paginas
encontramos recuadros de texto que explican o desarrollan algunas ideas, como las
caracteristicas de la pintura y escultura egipcias (p. 189), o transcriben textos antiguos,
como el Himno al dios del Nilo (p. 186).

Las imagenes se encuadran también en una o en dos columnas, en pagina simple. En-
contramos mapas de Egipto (p. 182) e infografias sobre los dioses egipcios (p. 186), los
atributos del faradén (p. 182), el acceso a la vida de ultratumba (p. 187) o las tipologias
y partes de una pirdmide (p. 190). También hay dibujos realistas que incluyen cuadros
explicativos y leyendas sobre la sociedad egipcia (p. 187), una aldea agricola (p. 184),
un barrio de artesanos (p. 185) y un templo egipcio (p. 188). Por ultimo, algunos textos
se ilustran con fotografias de templos y de una estela funeraria (p. 186). Las ilustracio-
nes contienen, por tanto, una gran cantidad de informacion.

Alo largo de la unidad se formulan preguntas cerradas o de respuesta Gnica sobre los
contenidos tratados, aunque también encontramos ejercicios mas abiertos y creativos
que proponen contestar fuera de los limites de la informacion aportada.

Si nos fijamos en el estilo, son numerosos los aspectos que permiten apreciar los en-
foques tan distintos del aprendizaje en ambas obras. Asi, comparando el subtema del
libro de texto dedicado a las tumbas (pp. 190-191) con la escena de las pirdmides del
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libro de no-ficcién (pp. 7-8), comprobamos que ambos explican la funcién que tenian
las tumbas y la razén de su monumentalidad, pero el manual es mas profuso en infor-
macidén sobre tipologias, partes y datos histéricos, e incluye una infografia del interior
de la tumba de Tutankamon (p. 121), mientras que la obra de no-ficcién se centra en el
peculiar proceso de construccién de las pirdmides y se recrea en datos curiosos sobre
el transporte de los bloques de piedra, el nimero de obreros y el tiempo que requeria.
En general, el libro de texto tiene un estilo menos retérico y apenas cuenta con recur-
sos literarios. La informacion y los datos que incluye estan dirigidos a la comprensién
y la memorizacién, y las preguntas que se plantean esperan una respuesta en el plano
cognoscitivo, lo que da lugar a un lenguaje mas frio que el de las preguntas y las acti-
vidades del libro de no-ficcién.

La Tabla 1 sintetiza las principales diferencias observadas entre los dos libros, analiza-

das segun los criterios del Orbis Pictus Award:

Tabla 1

Tabla comparativa entre el libro de no-ficcién y el libro de texto analizados

Criterios Libro de no-ficcién: Tom viaja en el Libro de texto: Geografia e
tiempo. El antiguo Egipto Historia
Exactitud Colaboracién del Museo Britanicoy La exactitud se vincula al

Organizacién

recursos de apoyo como el solucionario
final, glosario del vocabulario
destacado e indice alfabético con 84
conceptos.

Enfoque hibrido narrativo-expositivo,
con contenidos informativos
enmarcados en una narracién ficticia, y
una organizacion flexible que favorece
una relacién abierta entre texto e
ilustraciones.

sello editorial, asi como a la
especializacion de sus autores.
Incluye indices, anexos, enlaces
externos y resimenes.

Enfoque expositivo (salvo una
narracion ficticia sobre dos
hermanos para ilustrar las
diferencias entre la aldea y la
ciudad), y una interrelacion rigida
entre texto e ilustraciones.

Disefio Apuesta estética y cromdtica Inclusién de mapas, infografias
muy cuidada como libro-objeto, y fotografias con un objetivo
apreciable en la cubierta, las guardas ~ mds informativo que estético,
y las paginas interiores, con una y una composicién de pagina
composicién de doble péagina ricay sencilla, aunque el tema abarca
atractiva visualmente. normalmente las dos paginas.

Estilo Profusion de recursos literarios Escasez de recursos literarios

(exclamaciones, preguntas retdricas,
enumeraciones...) y recursos de

la literatura infantil (repeticiones,
coloquialismos) para ofrecer el
conocimiento cientifico con un
lenguaje célido.

y profusién de informacion
sobre tipologias, partesy

datos histdricos con preguntas
que esperan una respuesta
conceptual, lo que da lugar a un
lenguaje mas frio.
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Conclusiones. Utilidad de los libros ilustrados de no-ficcion
para el aprendizaje escolar

Consideramos que el libro de no-ficcién analizado tiene una gran aplicabilidad didac-
tica. Esta dirigido a nifios y nifias de mas de ocho afios, aunque los distintos niveles de
lectura que contiene permiten su uso en distintas edades. Trata un tema relacionado
con el curriculo de Ciencias Sociales del ultimo ciclo de Primaria y con la asignatura de
Geografia e Historia de 1° de Secundaria.

El encuadre de la informacién en una historia de aventuras protagonizada por un nifio
y su abuela, asi como el caracter ludico de las actividades propuestas, apelan a los
intereses y la dimensién emocional del alumno para favorecer su motivacién e implica-
cién y fomentan una lectura comprensiva y critica. El lector infantil se identifica con el
protagonista y se siente parte de una aventura que induce a descubrir la informacion
y aresolver las busquedas que se proponen. Ademads, el libro ofrece apoyos variados al
aprendizaje, mas alla de la ilustracion y el texto principal, tales como el glosario, el indi-
ce de conceptos y el solucionario de las actividades de busqueda. Estos recursos ayudan
al lector a mantener la atencién y la concentracién durante mas tiempo y aumentan
su tolerancia a la frustracion. El lector puede entrar en cualquier escena y navegar de
unas paginas a otras a través de los vinculos que ofrecen el glosario y el indice alfa-
bético de contenidos. O también puede sequir la narracién ficticia y las busquedas de
personajes y elementos. La posibilidad de lectura recursiva, que invita a volver sobre
lo ya leido y observado, queda reforzada por las actividades transversales, a las que se
aflade la sorpresa final de localizar a la abuela en cada escena. Esta propuesta abierta
coincide con las lineas de evolucién del libro de no-ficcién en el actual contexto cultural
multimedia y fragmentado, como recoge Gonzalez-Lartitegui (2018):

Los textos multimedia, convertidos ahora en hipertextos electrénicos, invitan a una lec-
tura fragmentaria, descentralizada, deslizante, multisecuencial, llena de puertas por las
que colarse zapeando donde no existe punto final, o, en todo caso, el receptor decide.
Producto de una misma cultura, la narrativa impresa de la hipermodernidad -y el libro
de conocimientos para la infancia con ella- experimenta también con estructuras abier-
tas, multidireccionales e interactivas [...]. (p. 106)

Los textos, ilustraciones y actividades del libro ofrecen un sinfin de posibilidades para
su explotacién didactica en el aula, con la mediacién docente. Pueden plantearse ac-
tividades ludicas, como busquedas de personajes y elementos dentro de las escenas;
imaginativas, como la creacién de historias a partir de las escenas; 0 mas cognoscitivas,
como la interpretacién de hechos sociales, econémicos y culturales del antiguo Egipto.

Tras el andlisis, y respondiendo a las preguntas que han guiado nuestro trabajo, po-
demos concluir que, en comparacién con el libro de texto, la organizacién, el disefio
y el estilo de la obra de no-ficcién hacen mas atractiva la informacién, estimulan la
curiosidad y la actitud de indagacidn, crean el deseo de aprender, refuerzan el proceso
de construccion del sentido mediante la lectura recursiva, estimulan la creatividad y el
juego, implican al lector y fusionan el componente cognitivo y emocional de la lectura
y del aprendizaje, lejos de la mera asimilacién de contenidos informativos. En defini-
tiva, la obra de no-ficcién convierte el aprendizaje en una experiencia vivida, frente al
enfoque mas expositivo y frio del libro de texto, si bien apreciamos en este algunos
recursos, como la narracién ficticia intercalada y la calidad y variedad de las ilustracio-
nes, que intentan hacer mas atractivo el aprendizaje.
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Abstract

The consideration of the emotional processes of learning is a growing didactic line, as well
as the edition of nonfiction illustrated books for children and young readers. The “new non-
fiction” shows a hybridisation of genres, textual structures and semantic codes. Its careful
format, interactive resources and abundant illustrations add aesthetic and playful compo-
nents to reading and learning, while still offering rigorous content. These characteristics
distinguish them from informative books and, above all, from textbooks. To what extent
do they also add important emotional components to the cognitive processes of learning,
usually prioritized? Which of its features create and reinforce “opportunities for learning”?

Using the criteria of the Orbis Pictus Award Committee, we analysed a nonfiction illustrated
book about ancient Egypt and contrasted it with the didactic unit of a 1st ESO book on the
same subject.

The results show that the organization, design and style of the nonfiction work make in-
formation attractive, stimulate the attitude of inquiry, creativity and play, reinforce the
construction of meaning through recursive reading and fuse the cognitive and emotional
components of reading and learning, far from the mere assimilation of informative content.

In conclusion, the nonfiction work turns learning into a vivid experience, as compared to
the more expository and cold approach of the textbook.

Keywords: emotional processes of learning, reading processes, nonfiction illustrated books,
textbooks.

Resumen

La consideracién de los procesos emocionales del aprendizaje constituye una linea didcti-
caenauge, al igual que la edicién de libros ilustrados de no-ficcién para lectores infantiles o
juveniles. La “nueva no-ficcion” muestra una hibridacion de géneros, estructuras textuales y
cédigos semanticos. Su cuidado formato, recursos interactivos y abundantes ilustraciones
afiaden componentes estéticos y lidicos a la lectura y al aprendizaje, sin dejar de ofrecer
contenidos rigurosos. Estas caracteristicas distinguen a los libros ilustrados de no-ficcién
de los libros informativos y, sobre todo, de los libros de texto. ;En qué medida afiaden
también importantes componentes emocionales a los procesos cognitivos del aprendiza-
je, habitualmente priorizados? ;Cuales de sus caracteristicas crean “oportunidades para el
aprendizaje” y lo refuerzan?

Utilizando los criterios del Orbis Pictus Award Committee, analizamos un libro ilustrado de
no-ficcién sobre el antiguo Egipto y lo contrastamos con la unidad didactica de un libro de
1.° de Eduucacién Secundaria Obligatoria (ESO) sobre el mismo tema.

Los resultados muestran que la organizacion, disefio y estilo de la obra de no-ficcién ha-
cen atractiva la informacidn, estimulan la actitud de indagacion, la creatividad y el juego,
refuerzan la construccién del sentido mediante la lectura recursiva y fusionan los compo-
nentes cognitivos y emocionales de la lectura y del aprendizaje, lejos de la mera asimilacién
de contenidos informativos.

En conclusién, la obra de no-ficcién convierte el aprendizaje en una experiencia vivida, fren-
te al enfoque mas expositivo y frio del libro de texto.

Palabras clave: procesos emocionales del aprendizaje, procesos de lectura, libros ilustrados
de no-ficcién, libros de texto.
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Pe3stome

PaccmoTpeHMe 3MOLMOHaNbHbIX MPOLECCOB 0byUYeHUs SBASETCH PacTyLMM AUAaKTUYe-
CKM HanpasfeHWneM, kak 1 NybanKauus UaaCTPYPOBAHHBIX HEXYA0XKECTBEHHbIX KHUT
ANs AeTeil 1 toHbIX ynTateneid. Hoebli non-fiction gemMoHCTpUpyeT rmbpransaumnio XaH-
POB, TEKCTOBbIX CTPYKTYP 1 CEMAHTMUYEeCKMX KOAOB. VX akKypaTHbIA popmaT, MHTepaKTuB-
Hble pecypcbl U 06MANe AMCTPALMIA 4O6ABASIOT 3CTETUYECKME U UTPOBbIE KOMMOHEHTI
K UTeHUIO 1 0ByYeHMI0, HO MpY 3TOM NpeA/aratoT CTPOroe cogepxaHue. T 0CobeHHOCTY
OTNNYAIOT HeXyA0XeCTBEHHbIE KHUIW C KaPTUHKaMM OT MHGOPMALMOHHBIX KHWT 1, Npexae
BCero, OT y4e6HUKOB. B kakoli cTeneHn oHy Takxe A06aBASIOT K KOTHUTUBHBIM MpoLeccam
06y4eHUs BaXKHbIe IMOLMOHANbHbIE KOMMOHEHTbI, KOTOPbIE 06bIYHO CTAaBATCA Ha NepBoe
MecTo? Kakme 13 nx ocobeHHoCTe Co34atoT “BO3MOXHOCTY ANt 06yUYeHUs” 1 yCUnmBaroT
0byyeHne?

Wcnonb3ys kputepumn komuTeTa npemun Orbis Pictus, Mbl NpoaHanv3npoBanyt Hexysoxe-
CTBEHHYHO KHUTY C MANKOCTPaLMAMY 0 [ipeBHeM ErvinTe 1 cpaBHWUAN ee C y4ebHbIM 6710KOM
y4yebHUKa 06513aTeNbHOV CpejHel LLIKONbI MO TOM Xe TeMe.

Pe3synbTaThl MOKa3bIBAKOT, YTO OpraHU3aLWs, Av3aiiH U CTUIb HEXYLOXECTBEHHOW NnTe-
paTypbl AenatoT NHGOPMALWMIO NPYBAEKATENbHONR, CTUMYNMPYIOT OTHOLLIEHUE K MOUCKY,
TBOPYECTBY U UTpe, YCUAUBAKOT NOCTPOEHME CMbIC/IA Yepe3 PeKypCrBHOE YTeHME U 06b-
€[VIHSIIOT KOTHUTVBHbIE 11 3MOLIMOHA/IbHbIE KOMIMOHEHTbI UTEHUS 1 06YYeHNs, Janekue oT
MPOCTOro YCBOEHUS COAEPXKaHUS UHGOpMaLH.

B 3akntoueHwve cnesyet 0TMETUTb, UTO HOH-QUKLLH NpeBpaLlaeT obyyeHne B SPKWIA ONbIT,
B OT/IMUVIE OT Hoee IKCMO3ULIMOHHOTO 1 XONIOAHOTO NOAX0AA YYebHNKa.

Kntoyessle cn108a: 3MOLMOHaNbHbIE MPOLIECChl 06YYeHUs, MPOLIECChl UTEHUS, HeXyzoxe-
CTBEHHbIE KHUMW C KapTUHKaMU, YUYEBHWKN.
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Introduction

The analysis of the emotional processes of learning is an increasingly popular ap-
proach to teaching. Simultaneously, the publication of illustrated nonfiction books for
children and young readers—both translated versions and original texts written in
Spanish—has increased (Garraldn, 2013). These books arouse readers’ curiosity while
still offering content with robust scientific foundations, encourage inquiry and bring
together fictional elements and informational content, compared to the expository na-
ture of purely informational books. Their well-designed format, interactive resources
and numerous illustrations add aesthetic and ludic elements to learning processes (in
keeping with Horace's ‘teach by delighting’ dictum) that result in deeper processing
of content (Butterfield, 2002; Kesler, 2012). This ‘new nonfiction’ is characterised by
hybridisation of genres, textual structures and semantic codes aimed at improving
learning (Gill, 2009; Martins & Belmiro, 2021). In contrast to the encyclopaedic focus
of textbooks, many nonfiction books examine one single topic. These characteristics
distinguish them from purely informational books and, above all, from textbooks.

In Spain, the use of illustrated nonfiction books is very limited, perhaps because it
is difficult to integrate them into overloaded curriculums that encourage expository
and encyclopaedic teaching. In contrast, they have apparently replaced textbooks as
the main teaching resource in scientific and social areas in some English-speaking
countries (Hartsfield, 2021). This has yielded very significant learning results (Young et
al., 2007; White, 2011; Hartsfield, 2021): they contribute to developing vocabulary, to
learning content, to increasing interest in reading and to acquiring complex reading
skills, of both printed and digital texts, which supports advanced learning processes;
the topics, anchored in the real world, promote the attribution of meaning.

Two questions guide this study: To what extent do illustrated nonfiction books add
relevant emotional components to cognitive reading and learning processes, which
are usually prioritised? Which of their basic features create and support ‘opportunities
for learning? (Hartsfield, 2021).

First, we defined some emotional processes of reading and learning to discover how
they are present in illustrated nonfiction books. We then analysed an illustrated non-
fiction book on ancient Egypt and compared its learning focus with the teaching unit
on the same subject of a textbook of the first year of Spanish Secondary Compulsory
Education. Our aim was to evaluate the presence and type of presence of the emo-
tional components of reading and learning in these two types of material, and also
the benefits that could be gained from using good illustrated nonfiction books in the
classroom.

The emotional dimension of learning

The term affect, according to Arnold (2006), covers a wide area encompassing the feel-
ings, emotions, beliefs and attitudes that influence our behaviour. Emotions perform
a wide array of functions in personal development and affect mental processes such
as perception, attention, reasoning, memory and creativity. In general, a positive emo-
tional state makes cognitive organisation more effective (Bisquerra, 2009). However,
affective learning variables have received less attention than cognitive variables, al-
though this oversight could have undesirable cognitive effects (Krathwohl et al., 1973).
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The research conducted by psychologists such as Goleman (1995), Gardner (1999) and
Bisquerra (2009) supports the idea that emotional processes are essential for learning,
not only due to the benefits to cognitive development but also as part of the holistic
development of individuals. Of the numerous emotional learning processes, we high-
light those that, in our opinion, contribute most to this overall development of children
and young people: the motivation to learn, creativity, play and imagination.

According to Ausubel et al. (1983), motivation is not essential for short-term learning,
but it is absolutely necessary for the sustained learning involved in an academic sub-
ject. It has effects on variables such as attention, persistence and frustration tolerance.
The fundamental question is how to develop and maintain an interest in the search for
knowledge. Delval (1983, p. 229), has supported for many years the idea that children
are not interested in learning and, therefore, they must be extrinsically motivated.
Based on intrinsic motivation theory, this is connected to the development of interests,
attitudes and values that are inseparable from individuals. Children arrive at school
with several concerns and ask about the explanation of things. According to Deval, the
problem is that these interests are not satisfied in the classrooms.

The causal relationships between motivation and learning are reciprocal: motivation
and interests can arise when learning has already begun, if this learning is presented
in an attractive manner. To arouse intellectual curiosity, Ausubel et al. (1983, p. 374)
recommend using attention-grabbing materials that will ensure successful learning,
an approach that many nonfiction books follow.

Regarding creativity, schools should help develop the intellectual instruments that will
make it possible to adjust to the problems of the future. Education has the twofold
objective of conveying and renewing culture, so it should train individuals who are
able to create, invent and discover, rather than simply repeat what other generations
have done. The many definitions of the concept of creativity (Esquivias, 2004) lead to
different stances on how to foster it. Torrance (1965, 1980), Guilford (1967), Guilford
et al. (1983), de la Torre (1982) and Gardner (1999) argue that creativity can occur
in varying degrees and that it is an intrinsic need of the individual. Schools can help
develop latent creative qualities and promote certain intellectual skills linked to this
development, such as the search for causes and consequences, the association of
unusual elements, imagination, the formulation of new hypotheses and questions,
inquiry techniques, etc.

Fostering activity and play is an educational trend from the active school, which is
based on the thinking of great pedagogues such as Dewey, Pestalozzi, Froebel, Decro-
ly, Montessori and Claparede. All of them, with particular nuances, move the focus of
education from the teacher to the student and consider the latter not only as a subject
of learning but also as a ‘child’; hence the championing of activity and play as channels
for learning (Sanjudn-Najera, 1983). Children, when playing, make contact with the
world and develop skills and knowledge.

With regard to imagination, some psychologists have underlined the fundamental
role it plays in mental development, especially in childhood and adolescence. Vygotsky
(1930) differentiates between two basic types of mental impulses: ‘reproductive’,
which is connected to the memory and reproduces already created rules of conduct or
recalls old impressions; and ‘creative’, which reworks new rules and approaches using
elements from past experiences and turns humans into beings that are projected into
the future. For Vygotsky, fostering creative ability is one of the most important ques-
tions in pedagogy.
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Bruner (1986) uses some ideas from Vygotsky to analyse how language—a cultural
creation—helps individual human beings make the actual minds and possible worlds
that enable them to construct coherent interpretations of reality. The human mind
uses two complementary ways of thinking—Ilogico-scientific and narrative—to orga-
nise experience and construct mental worlds through language and other symbolic
systems, which in turn become the principal educational tools.

The idea of imagination as a path to knowledge is connected to the work of Rodari,
an ardent defender of imagination, child creativity and the liberating power of words
as supportive elements in the educational process. Both his work La grammatica della
fantasia (1973) and his writings included in Scuola di fantasia (1983) express the core
ideas of his pedagogical thinking, as his defence of utopia, which represents the ability
to transform reality through imagination, an essential ability for the moral and intel-
lectual development of the child and the grown adult (Rodari, 1983).

These ideas help us understand the importance that the hybridisation characterising
many illustrated nonfiction books may have for certain fictional components that stim-
ulate imagination and for information components—the former and the latter pres-
ent in both the text and in the illustrations.

The emotional dimension of reading

The complexity of reading comprehension processes means that reading a text may
produce different representations in readers’ minds: if they limit themselves to only
extracting the meaning, they will reach a ‘superficial comprehension’; if they manage
to interpret it and construct a mental model, they will acquire a ‘deep comprehension’;
if they observe contradictions between different texts or between the text and what
they thought, or even analyse the properties of the text, they will achieve ‘critical or
reflexive comprehension’. Each type of comprehension requires specific reading strat-
egies (Sanchez-Miguel et al., 2010, pp. 100-105).

Without underestimating the importance of these cognitive processes, we miss the
acknowledgement of the relevance of the emotional processes of reading, which un-
doubtedly have an effect on comprehension and interpretation. The analysis of the
reading process from an emotional perspective encompasses a twofold focal point:
firstly, how reading affects readers in their numerous vital, affective, aesthetic and
ethical facets, and, secondly, how readers’ emotional and socio-cultural characteristics
interact with the text to produce meaning (Sanjuén-AIvarez, 2013). Readers contribute
not only cognitive skills, but also experiences, fears, desires, curiosity and the ability to
imagine. At the same time, they must be willing to undergo the transformation that a
text might exert on their view of the world, their values and their perception of them-
selves, that is, they must allow themselves to be affected by the text. The emotional
component of reading—understood as the possibility of having significant transfor-
mative experiences—is key to acquiring a liking for reading. The emotional dimen-
sion of the reading process entails an active search for the meanings that the text can
provide to each reader. The success of this search is based on promoting subjective
reading, that is, the possibility of numerous, complementary interpretations available
in the classroom. Torrance (1980) encourages teachers to help students become cre-
ative readers, capable of elaborating expectations or doing something with what they
have read, such as reproducing it using their imagination, expanding or transforming
it through verbal, artistic or dramatic activities, etc.
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Highlighting the emotional aspects of the reading process results in a better use of
reading as a learning tool. Having significant reading experiences from early infancy
lays an essential emotional foundation for the acquisition of knowledge and the devel-
opment of increasingly complex receptive skills that help in the qualitative leap from
impressionistic reading to the ability to analyse and critically assess texts.

To what extent could this methodological approach based on the concept of the ex-
perience of reading, which encompasses the cognitive and emotional components of
the reading process, be extended to a kind of reading aimed at learning curricular
content, especially focused on reading information texts? It might appear that allow-
ing numerous interpretations of texts and readers’ creativity is hardly compatible with
reading texts that attempt to convey incontrovertible content that is not open to sub-
jective interpretations. However, current nonfiction books have intentionally sought
the hybridisation of art and knowledge, of informational genres and literary genres.
As Gonzadlez-Lartitegui (2018, p. 23) states, these hybrid ways of presenting knowl-
edge respond to the break with classic scientific and academic models for approach-
ing knowledge and attempt to attract children and young readers of today, who are
curious, experimental and playful.

The emotional processes of reading and learning in illustrated nonfiction
books

The concept of information book falls short to include the variety and complex inten-
tionality of this new nonfiction, which attempts to go far beyond information purpos-
es, as Russell Freedman, a well-known author of nonfiction books, states (1992, p. 3,
cited by Kesler, 2012, p. 340):

Certainly the basic purpose of nonfiction is to inform, to instruct, hopefully to enlighten.
But that's not enough. An effective nonfiction book must animate its subject, infuse it
with life. It must create a vivid and believable world that the reader will enter willingly
and leave only with reluctance. (p. 340)

Kesler (2012) uses the concept poetic nonfiction picture books to refer to these hybrid
books that seek to create dynamic and recursive reading processes, that is, a kind
of information processing that does not end with the first reading due to the use of
figurative language and the richness of rhetoric devices. Besides the attractive format
and the abundance of illustrations that put poetic nonfiction books and picture books
on the same level and provide a strong artistic component, there is often a fusion
between discursive structures with information purpose and other features typical of
narrative fiction (small plots, protagonist, etc.) or poetry (musicality, alliteration, visual
layout of the text, etc.). The author sees in many of them the literary quality criteria
established by the committee of the National Council of Teachers of English (NCTE),
which grants the Orbis Pictus Award to the most outstanding nonfiction books for
children (see http://www.ncte.org/awards).

For Kesler, literary style not only makes information more attractive, it also intensi-
fies the process of constructing meaning. Musicality and figurative language connect
the emotions and imagination of child readers and help create the ‘lived worlds' that
Freedman mentions, that s, they illuminate and consolidate the themes, create the de-
sire to learn about them and facilitate interpretation. Following the ideas of Rosenblatt
(1994), Kesler believes that these literary nonfiction books manage to combine the
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comprehension of informational content (efferent reading, focusing on the content of
the text) with readers’ aesthetic experience. The artistic use of language increases in-
volvement and helps merge the cognitive and emotional components as inseparable
aspects of a vivid reader experience; in short, it achieves another way of learning, far
beyond the mere cognitive assimilation of content. For this, however, teachers need to
extract all the potential from these books, focusing not only on the content but also on
the style and the emotional effects that they might have on the recipients.

Kesler's ideas on the literary style of many nonfiction books are close to the ‘warm
language’ that Bain (2007) observes in the best university lecturers—who try to make
scientific and humanistic knowledge accessible and attractive. They do not present
information coldly, rather they ‘read’ their students’ minds and cover themes as a re-
sponse to implicit and explicit questions. This two-way approach turns learning into
an intellectual process of inquiry and search for answers. These lecturers also combine
the presentation of data and scientific concepts with examples from daily life, which
helps comprehension.

The characteristics of the informative style (Cassany, 2002) are clearly present in
nonfiction books, which usually distribute ideas in not too long sentences and use a
common lexicon, without shying away from the use of specific terms explained in the
text itself or through illustrations. The most frequent rhetorical device consists in ap-
pealing to the reader through questions or the use of an informative voice in the first
person, which is sometimes represented by a character who guides the reading. The
informative style does not represent a cheapening of scientific knowledge, but rather
accessibility to other readerships, argues Cassany (2002, p. 356). Similarly, Garralén
(2013, p. 50) supports the approach of science to child and young audience through
this genre: ‘Good information books show how scientific thinking works: that is, they
teach how to observe, categorise and deduce. The correct way of combining these
elements will result in a book that excites readers’ (our own transl.).

Another characteristic of these books, which is relevant for emotional learning pro-
cesses, is the care taken in their outward appearance. They frequently have unconven-
tional formats and flaps, foldouts and overlays, etc., that provide elements of physical
interaction. For Bonnafé (2008), children need to handle books as this facilitates de-
tailed observation and the comprehension of content. Tabernero (2019) explains this
emphasis on the outward appearance of books as a desire to differentiate reading
on paper from virtual reading: a book offers limits, it creates a physical space and
handling options; the foldouts, flaps, pop-ups, etc., turn readers into accomplices in
interpreting the text. These resources consolidate play and activity as relevant pro-
cesses in child learning. Many of these books have been conceived as artistic objects.
The artistic component, also present in picture books, can be expanded in nonfiction
books to all the constituent elements of the genre: contents page, glossaries, tables,
graphs, typography and, of course, format and illustrations. The ludic and active per-
spective of learning is usually consolidated not only by the handling component, but
also by the suggestion of activities that stimulate creativity and make it necessary to
expand information or to do something new with it.

Method

For the comparative analysis of the nonfiction work and the textbook’s unit, we fol-
lowed the criteria of the Orbis Pictus Award, a prize that has been awarded every year
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since 1989 by the National Council of Teachers of English to recognise excellence in
nonfiction books for children published in the United States. The committee uses four
criteria: accuracy, organisation, design and style. We applied these criteria taking the
opinions of experts from said organisation as a reference (Zarnowski et al., 2001) in
their analysis when commenting on the works awarded the prize in the first decade.
We also connected the criteria to the aforementioned emotional processes of reading
and learning.

The accuracy criterion refers to the scientific rigour of the text and the illustrations, the
use of appropriate documentation, the avoidance of anthropomorphism and the dis-
tinction between facts and interpretations. The organisation criterion evaluates wheth-
er the general structure of the work (for example, from the general to the specific
or vice versa) helps comprehend the information. The design criterion evaluates the
format (whether the book is attractive, readable, if the illustrations are well placed and
complement the text). Finally, the style criterion evaluates if the language is rich, with
appropriate terminology, if it shows enthusiasm and stimulates curiosity and surprise.

In the conclusion of the analysis we added a fifth criterion, its usefulness for classroom
teaching, which we used to evaluate the suitability of the book for the target age
groups and its contribution to the curriculum, following the instructions of the Mock
Orbis Pictus Award. Getting started guide:

In addition, each nomination should be useful in classroom teaching for grades K-8,
should encourage thinking and more reading, model exemplary expository writing
and research skills, share interesting and timely subject matter, and appeal to a wide
range of ages. (http://www.ncte.org/awards)

Analysis of a nonfiction book
The book selected was:

Crow, N. & Burke, F. Tom viaja en el tiempo. Antiguo Egipto. Edelvives, 2020. 48 pag-
es, format: 221mm x 296mm, hardback. Translation by Pepa Arbelo from the original
work Find Tom in Time: Ancient Egypt. London: Nosy Crow Limited, 2019.

The Spanish edition is part of the Edelvives Ideaka collection, which publishes knowl-
edge books, artistic creation books, observation books, game books and activity books
intended to encourage children to discover the world and broaden their knowledge in
an entertaining way (https://www.edelvives.com/es/Catalogo/p/antiguo-egipto).

This is a hybrid work that mixes fiction and nonfiction, albeit separately, as the exposi-
tion of information is framed within the fictional narrative. We could therefore include
it in the genre that Kesler (2012) calls poetic nonfiction picture book. There is also a
third, ludic component under the heading ‘Can you spot?, which asks the reader to
find both fictional and real characters and objects in the illustrations. The different
textual genres are clearly distinguished, as recommended by Gill (2009) and Bamford
and Kristo (2000, cited by Gill, 2009), who call this subgenre an informational picture
storybook because nonfiction is guided through a narrative including invented charac-
ters and its objective is to bring the informational content closer to the interests of the
reader. To avoid any confusion, both parts—fiction and nonfiction—differ from each
in their format and font. The fictional narrative does not come into conflict with the
information, but instead acts as a simple backdrop that shows the protagonists lost in
each of the pictures.
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Figure 1
Tom travels back in time. Ancient Egypt. Cover.
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Accuracy

The cover emphasises the collaboration with the British Museum, the highest author-
ity on the subject, which could produce an initial feeling of admiration and motivation
to learn in readers.

To facilitate the assimilation of information, the work provides various supporting
resources, without disturbing the reading of the main text. For instance, at the end
of the book an answer key gives the answers to the search activities by reproducing
all the illustrations in miniature and identifying the hidden things. A glossary of the
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specific vocabulary used in the book (names of objects, places and customs in ancient
Egypt, gods and goddesses) in a special font provides a brief explanation of each term.
Finally, before the final flyleaves, an alphabetical index includes 84 entries, with a ref-
erence to the pages where they appear.

The work shows a significant level of detail in its explanations and illustrations, logical-
ly limited by scientific findings and the informative intention. This is how the process
of embalming is described: ‘The body was cleaned with spices and palm wine and cov-
ered in a special kind of salt called natron for 40 days before being washed’ (p. 23. The
citations of this book were taken from the original edition in English). The same is true
of the detailed illustrations that accompany each subtopic. Therefore, the embalming
workshop shows the objects used to extract organs from the dead and the canopicjars
where they were kept. The authenticity of these details is backed up by the collabora-
tion with the British Museum.

Figure 2
Tom travels back in time. Ancient Egypt

Organisation

As we have stated, the nonfiction contents are framed within a fictional narrative. At
the beginning, we find some blue flyleaves and drawings simulating the pictogrammes
of a hieroglyph, followed by a short introduction titled ‘About Ancient Egypt’ that, as
well as introducing the subject, refers to this mixture of fiction and nonfiction: ‘Some
of the places that Tom visits in this book may not have existed together at the same
time, but they were all part of ancient Egyptian culture and history’ (p. 1). Then, at
the top of the acknowledgements page, an illustration shows the protagonists (Tom,
Granny Bea, and Digby the cat) and a message encourages the reader to identify these
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people and find the scarab beetle hidden in each picture. The following page lists the
contents, again framed by Egyptian motifs.

The framing fictional narrative occupies the first and last double pages, titled ‘Intro-
duction’ and ‘Home', respectively. The rest of the book is made up of thirteen double
pages consisting of one illustration that occupies the entire area and several inserted
texts. On each double page, the first text includes a heading and a narrative paragraph
that provides continuity to the story and serves as a guiding thread. The informative
texts take up between three and four paragraphs on each double page and have a
smaller font. These are mainly expository and describe the way of life in ancient Egypt
with regard to the represented scene. Finally, there is always, written on papyrus, an
activity called ‘Can you spot?

Each double page focuses on a subtopic, following what Garralén (2003) calls a listed
internal structure. Tom'’s journey following his cat Digby is the narrative frame that fa-
cilitates the connection between the various themed scenes: the pyramids, the funeral
procession, the burying of a mummy, the River Nile, the crop fields, the market, the
temple, the school of scribes, the embalming workshop, the house, the residence of a
nobleman, the banquet and the river party. This listed structure allows following a lin-
ear narrative sequence of the storyline of the protagonists or jumping from one scene
to another. The organisation of the book is therefore very clear and intuitive, and also
flexible and compatible with the interests of each reader, an increasingly usual feature
in this genre:

Many of us on the Orbis Pictus Award Committee are quite comfortable with a linear
approach to experiencing and using nonfiction. For years the nature of the handheld
book has supported this approach. But in recent years, we have been encountering
books that do not appear to be this straightforward (Kerper, 2001, p. 31).

Navigation within each double page follows the logical path from left to right and from
top to bottom, although it can also be random, as each verbal element has certain
autonomy. The informational content follows repeating patterns, for instance, from
the general to the specific or anecdotal. In this sense, the first paragraph in the scene
in the temple explains its general features and the final one describes exceptional
situations, such as taking statues outside to worship them.

This type of work is what Paladin and Pasinetti (1999, cited by Garralén, 2013) call visu-
al documentary popularisation: a rich and varied visual code and an attractive layout
that facilitates the accessible yet exhaustive popularisation of a topic. There is also
a clear intention to interconnect different parts, both through the glossary and the
alphabetical index, which enable readers to look for what interests them, such as the
connection of ideas, symbols and characters in each scene and between them. The
ludic search activity accentuates observation and helps investigate some of the ideas
and concepts that appear in each illustration in greater detail. In the funeral proces-
sion scene, for instance, as well as looking for the fictional characters (Tom and Digby
the cat) readers are asked to spot two flautists, a jackal mask, a falcon, etc.

The abundance of verbal and visual details and the visual search activity invite read-
ers to revisit what they have already read and seen. These features encourage reader
engagement and inquiry processes based on information, which does not end after
one single reading.
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Design

The book’s design is visually very attractive, with picture book features, as is now usu-
al in nonfiction books (Gill, 2009; Kesler, 2012; Hartsfield, 2021; Martins & Belmiro,
2021). It has a hardcover binding and a large, slightly squarer format than DIN A4,
which makes it quite elegant. It includes a careful colour selection for the covers, in
a golden yellow that evokes the desert sand. The first part of the title and the name
of the illustrator appear on the front cover, over this golden yellow background. The
second part of the title is on the middle, on blue papyrus. The collaboration with the
British Museum is emphasised at the top. Finally, the name of the collection and the
publisher appear at the bottom. There is one more text on a banner held by one of the
characters, referring to the ludic nature of the book: I'm Tom! Can you find me?. There
are six messages in total, each with a different font, which points to the distinguishing
role that typography plays in the book.

The back cover follows the same design, with a first message that consolidates the
ludic aspect (‘Tom’s not only lost in time, he’s lost his cat, too!’), and a new appeal to
readers that shows the informative nature that is hidden behind the ludic and, fictional
appearance of the book (‘Lose yourself in ancient Egypt with this brilliant search and
find book!"). The collaboration with the British Museum is mentioned again at the bot-
tom, a clear commercial strategy.

The flyleaves show hieroglyphics on a dark blue background. This design is extended
to the back of the inside page and is followed by a light blue on the pages of the in-
troduction, acknowledgements and contents. The rest of the work also features very
intense colours, with a predominance of blue and ochre, which is consistent with the
colours of the covers and flyleaves.

The characters and objects drawn in the illustrations have a symbolic style, like the
drawings of ancient Egypt, with a plethora of details and humorous touches. For ex-
ample, in the market picture we see two neighbours greeting each other, two men
arguing, a child stealing a piece of fruit, a cat carrying a fish in its mouth, etc. (pp. 16-
17). The ludic proposal asks us to spot some of these details.

Each double page shows a scene from ancient Egypt with attractive content that is also
readable. The scenes are divided internally through the distribution of colours and
lines, whether straight, as in the market scene, or curved, as in the Nile scene, where
the banks of the river, the horizon of the fields, the vegetation and the frames of the
ships are all defined (pp. 13-14). The composition of each illustration is dynamic, de-
spite representing a snapshot, and favours navigation through the various subscenes
of the picture to move from the general to the particular or vice versa.

Image and text complement each other from an informative point of view, with the il-
lustration being more descriptive and rich in details, thereby expanding on the content
of the text, with the text in turn providing context and clarifying things that the picture
cannot explain: ‘At a feast, the host and hostess would sit on a raised platform, while
the guests sat on stools. There were no knives and forks, so everyone ate with their
fingers' (p. 29). This complementary nature facilitates the understanding processes
and unburdens the text of much of the informative density (Garralén, 2013, p. 138).

From the perspective of the emotional processes of reading, the artistic component of
the book as a whole, and of each double page in particular, succeed in making learn-
ing attractive through reading and visual observation, which undoubtedly fulfils the
aim of ‘teach by delighting'.
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Style

Tom's search for Digby the cat works as a narrative thread connecting the series of
double pages, until they are reunited at the end. The storytelling uses resources of
children’s literature, such as the repetition of structures and words when describing
the two protagonists. The book uses an informal, simple and direct style, with dimin-
utives and colloquial expressions such as ‘to have a nap'’. The intrigue and dialogue
between the protagonists maintain the reader’s interest and curiosity. The verisimili-
tude of the narrative is achieved through the use of a magic amulet that Tom receives
from his grandmother and that transports him to ancient Egypt with a ‘Whoosh!, the
same sound that sends them back home at the end. There are literary features such as
exclamations and rhetorical questions: ‘He must have been sleeping in there. Where
had that naughty cat gone’ (p. 6), ‘Could it be Digby?’ (p. 10). This resource is combined
with others, such as enumerations: ‘Inside was a busy room filled with people, priests
and...dead bodies! (p. 22). The extradiegetic narrator presents the thoughts and feel-
ings of the protagonist from an omniscient point of view to emphasise the mystery:
‘It was amazing, but a bit scary too’ (p. 10). The protagonist’s perspective also acts as
a connection between fiction and nonfiction: ‘He saw farmers working on the land. It
was very muddy’ (p. 14).

The informative texts mainly present an expository discourse focused on describing
parts or characteristics (‘A typical house had three or four rooms’, p. 24), sometimes
connected using comparative structures, using the modern day as a reference ('In-
stead of machines or tractors, farmers used oxen’, p. 15). There are also time sequenc-
es to explain some customs and processes (‘First, the brain was pulled out with a hook
pushed through in the nose. Next, a small cut was made on the left-hand side of the
body and the internal organs were taken out’, p. 22) and causal structures (‘The heart
was left inside the body because the ancient Egyptians believed the heart was the
centre of a person’s personality and intelligence’, p. 22).

This informative style attempts to make the scientific and humanistic knowledge about
the topic accessible. It avoids excessively technical language, but also dull language.
To do this, the book uses simple, direct syntax, with common grammatical structures
that aid comprehension. The lexical selection combines common vocabulary with
some technical terms or specific words, which are highlighted in capital letters and
are explained in the text itself or in the glossary at the end: ‘Ancient Egyptians had no
money. Instead they traded goods that had the same value. They could also pay with
small pieces of gold and silver measured in deben (a traditional ancient Egypt measure
of weight)’ (p. 16).

The information is focused on the demonstrated facts, although space is left for nu-
merous interpretations and for emotional effects such as surprise. For example, when
the burial of a mummy is explained, there is a reference that says ‘Ancient Egyptians
believed that they needed their human body in order to reach the afterlife’ (p. 10) and
states that ‘Ancient Egyptians believed the dead person would carried by boat to an
underworld called Duat, that was full of terrible dangers and difficult tests' (p. 11).
To satisfy children’s curiosity about these topics, the glossary includes an expanded
explanation of the concept of ‘Duat’.

There is therefore a predominance of warm language, as defined by Bain (2007). The
author conveys information with the enthusiasm of a new finding instead of referring
to it as if readers should know about it, and attempts to maintain readers’ attention in
each picture through the dialogue and questions that engage them intellectually and
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emotionally. In the fictional part, although the literary resources are simple, they con-
nect learning with the readers’ emotions, imagination and subjectivity, as Kesler states
(2012). The informative part does not represent an aesthetic break from the fictional
text: the same narrative voice now focuses on explaining and showing information
and facts about ancient Egypt through the illustrations. From the learning perspective,
the warm tone of the style accentuates readers’ curiosity and surprise about a subject
that is already interesting in itself.

Comparison with the textbook

For the comparative analysis we selected the first year of Spanish Secondary Compul-
sory Education as this academic level provides sufficient space in the curriculum and
in textbooks for ancient Egypt. The selected book was:

Garcia, S. M. & Gatell, A. C. (2016). Geografia e Historia. 1° ESO (vol. II: Historia). Vicens
Vives.

Chapter 10 is devoted to ‘The first civilisations: Mesopotamia and Egypt’ (the citations
of this book are our own translations of the Spanish edition), for block 3 of the curric-
ulum: ‘Ancient History: the first civilisations. Urban cultures. Mesopotamia and Egypt.
Society, economy and culture'. (BOE, 2015, p. 300)

The analysis follows the same criteria of accuracy, organisation, design and style. Ac-
curacy, in this case, is guaranteed by the specialisation of the publishers in educational
textbooks and the authors in this area of knowledge. The book also has the usual
resources of textbooks (contents, appendices, external links and summaries).

In terms of the organisation, the initial double page shows a photo of some pyramids,
in which the yellow of the sand and the pyramid and the blue of the sky stand out, in a
similar way to the nonfiction book. The topic number, the title and a question to attract
attention (‘How were the first states organised in ancient times?') are superimposed
over this image. This question is aimed at a cognitive level, in contrast to the nonfiction
book that appealed to more emotional aspects. The use of more technical language
is also evident. The introduction, which appears in a box, focuses on the location in
time and space of Egyptian and Mesopotamian civilisations. Next, some questions are
included to arouse interest in the picture and connect with prior knowledge of the
readers, assuming that what they do not know will be answered in the chapter: ‘Which
civilisation appears in the picture? How did you know this? Do you know what these
pyramids represent? (p. 177).

Another question is at the top of the next double page: ‘Why did the first civilisations
begin on the banks of large rivers?'. Inside, some headings explain the management
of the waters, agricultural growth and the beginning of cuneiform and hieroglyphic
writings. This part shows, in a realistic style, an Egyptian man writing with a quill on
papyrus and a cartouche including hieroglyphic writing. The drawings are accompa-
nied by an explanatory text: ‘The scribes were the only ones who knew how to write
the complex hieroglyphic writing’ (p. 179). This illustration is similar to the one that
appears in the school of scribes scene in the nonfiction book (pp. 20-21), but the style
in this book is more simple and the text uses subjective expressions that interact with
the emotional dimension of readers: ‘Scribes were very well respected in ancient Egypt
because they could read and write hieroglyphics'. In addition, the nonfiction work uses
the ludic activity to suggest the search for ‘a scribe who has broken his reed brush’ (p.
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21) and the glossary to go into more detail in the explanation of hieroglyphics, while
the textbook refers to the publisher’s own website for more information.

We did not analyse the next double page, which was devoted to Mesopotamia. The
following five double pages cover five subtopics about ancient Egypt, also following a
listed structure: The Egypt of the Pharaohs; Habib and Merit, Two Brothers from the
Valley of the Nile; Egyptian Religion; Where does the God of the Temple Hide?; and,
Tombs for Immortality.

In some cases, a subtopic from the textbook matches various scenes in the nonfiction
book, as is the case with Egyptian religion (pp. 186-187), which in the nonfiction book
deals with the funeral procession (pp. 8-9), the burial of a mummy (pp. 10-11) and the
embalming workshop (pp. 22- 23). Compared to the linear and logical exposition of
the textbook, the representation of ancient Egypt through hypothetical scenes in the
nonfiction book represents a more flexible and open focus on the information, which
leaves space for interpretation. The nonfiction book uses various strategies to bring
the historic content closer to the knowledge, tastes and interests of the recipients,
who, therefore, can understand in a vivid way the various ‘faces’ of life in that age,
investigate them, discover hidden—sometime humorous—facts, and even compare
them with their own experiences, that is, have meaningful reading experiences. For
example, the textbook’s reference that ‘the population was very superstitious and
used to protecting themselves from evil spirits with amulets’ (p. 186) is dealt with in
the nonfiction work in @ much more emotional way, as an amulet is the trigger for
Tom's journey to ancient Egypt.

Another topic, the social division of Egyptian society, is described in the textbook on
the two pages about the Egypt of the Pharaohs (pp. 182-183). After a paragraph devot-
ed to their origins and unification, there is a heading about the absolute power of the
pharaoh and another about the various social groups. The illustration, which is almost
a complete page, shows a character representing each group, with an explanation.
In the nonfiction book this social division is deduced more intuitively by observing
several interrelated scenes: the house (pp. 24-25), the residence of a nobleman (pp.
26-27) and the banquet (p. 28); this allows readers to understand the privileges that
some social groups had compared to others. The numerous subscenes represented
also help, as the depiction of a slave fanning a noblewoman.

The nonfiction book devotes two scenes to the importance of water in Egyptian society
(The River Nile, pp. 12-13; Festival on the River, pp. 30-31), a fundamental part of an-
cient Egypt that the book covers from the start of the topic to explain the beginning of
ancient civilisations and that is also present on the two pages containing the fictional
narrative about Habib and Merit, Two Brothers from the Valley of the Nile (pp. 184-
185). Habib is a young Egyptian peasant who has grown up in a village on the banks of
the River Nile, while Merit, his elder brother, moved to a city of craftsmen. Each page
shows, through their stories and half-page drawings about each of them, the way of
life of an agricultural village and in a neighbourhood of craftsmen, which relates, in
the nonfiction work, to the scenes of the farmland (pp. 14-15) and the marketplace
(pp. 16-17), two ways of life—the rural and the urban—dating from the beginning of
ancient civilisations that survive today. It is useful to compare this fictional narrative
in the textbook with what the narrative framing and guiding the nonfiction book. In
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both cases fiction is used to appeal to readers but, while in the textbook it is subordi-
nate to information, which makes it less attractive to readers, in the nonfiction book
it emphasises the fiction right from the title and uses it as a guiding thread for all the
information.

The teaching unit concludes with three pages devoted to a history workshop and a
one-page summary of the topic. This section suggests activities such as writing about
historical texts or the analysis of maps and drawings to go into some of the covered
topics in more detail, although there are no links to the main text to help readers
browse through the book as we saw in the nonfiction book.

Regarding the design, it is less innovative than in the nonfiction book, given that the
composition of the double pages is the usual one for textbooks. The title of each sub-
topic is at the top of the right-hand page. Although the subtopic covers the two facing
pages, the layout of the texts and the images is that of a single page, with two columns
reading from left to right and from top to bottom. The texts are laid out in headings
and paragraphs with the same font as the titles, although smaller, and with some
words highlighted in bold. On some pages have text boxes explaining or developing
ideas, such as the characteristics of Egyptian painting and sculpture (p. 189), or tran-
scribing ancient texts, such as the Hymn to the God of the Nile (p. 186).

The images are also in boxes in one or two columns, on a single page. There are maps
of Egypt (p. 182) and infographics about the Egyptian gods (p. 186), the attributes
of the pharaoh (p, 182), access to the afterlife (p. 187) and the types and parts of a
pyramid (p. 190). There are also realistic drawings that include explanatory tables and
captions about Egyptian society (p. 187), an agricultural village (p. 184), a neighbour-
hood of craftsmen (p. 185) and an Egyptian temple (p. 188). Finally, some texts are il-
lustrated with photographs of temples and of a funeral wake (p. 186). The illustrations,
therefore, contain a great deal of information.

Closed or single-answer questions about the content covered are asked throughout
the unit, although there are also more open and creative activities that suggest an-
swering outside the limits of the provided information.

Focusing on the style, several aspects reveal the very different learning approaches
in both works. For example, the comparison of the textbook’s subtopic devoted to
tombs (pp. 190-191) and the scene of the pyramids from the nonfiction book (pp. 7-8)
reveals that both explain the function that tombs held and the reason for their mon-
umental size, but the textbook is more profuse in information on types, parts and
historic details, and includes an infographic of the inside of the tomb of Tutankhamun
(p. 121), while the nonfiction work focuses on the peculiar construction process of the
pyramids and recreates it through the inclusion of surprising information about the
transportation of the blocks of stone, the number of workers and how long it took. In
general, the textbook has a less rhetorical style and has hardly any literary resources.
The information and details it contains focus on understanding and memorising, and
the questions asked require an answer on the cognitive level, which results in a colder
language than that of the questions and activities of the nonfiction book.

Table 1 summarises the main differences observed between the two books, analysed
by applying the criteria of the Orbis Pictus Award:
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Table 1

Comparative table between the analysed nonfiction book and textbook

Criteria Nonfiction book: Find Tom in Time. Textbook: Geografia e Historia.
Ancient Egypt
Accuracy Collaboration with the British Accuracy is linked to the publisher

Organisation

Design

Style

Museum and support resources

such as the answer key, glossary
containing significant vocabulary and
alphabetical index with 84 entries.

Hybrid narrative-expository approach,
with informational contentin a
fictional narrative context, and a
flexible organisation that facilitates an
open relationship between text and
illustrations.

Well-designed in terms of aesthetics
and colour as a book-object,
noticeable on the cover, the flyleaves
and inside pages, with a rich and
visually attractive double-page layout.

Profusion of rhetoric devices
(exclamations, rhetorical questions,
enumerations, etc.) and resources
used in children’s literature
(repetitions, colloquialisms) to provide
scientific information in a warm
language.

and the specialisation of the
authors. Itincludes a contents page,
appendices, external links and
summaries.

Expository approach (except for

a fictional narrative about two
brothers to illustrate the differences
between a village and a city), and a
rigid interrelationship between text
and illustrations.

Inclusion of maps, infographics

and photographs with a more
informative than aesthetic objective,
and a single-page layout even
though the topic normally covers
both pages.

Lack of literary resources and a
profusion of information about
types, parts and historical details,
with questions that require a
conceptual answer, which results in
colder language.

Conclusions. Usefulness of illustrated nonfiction books for
school learning

We consider that the analysed nonfiction book is widely applicable in teaching. It is
aimed at children over eight years of age, although the different reading levels it con-
tains means it can be used with different ages. It covers a topic related to the social
sciences curriculum of the final year of primary education and to the subject of geog-
raphy and history of the first year of Compulsory Secondary Education.

By framing the information in an adventure story starring a child and his grandmother
and using the ludic nature activities proposed, the nonfiction book appeals to the in-
terests and emotional dimension of students and thereby supports their motivation
and engagement and encourages comprehensive and critical reading. Child readers
identify with the protagonist and feel part of an adventure that leads them to discov-
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er information and complete the suggested searches. Also, the book provides varied
learning supports, beyond the illustration and the main text, such as the glossary, the
index of concepts and the answer key for the search activities. These resources help
readers maintain attention and concentration for longer and increase their frustration
tolerance. Readers can enter any scene and jump from one page to another using the
links provided by the glossary and the alphabetical index of content, or they can also
follow the fictional narrative and the searches for characters and objects. The possibil-
ity of recursive reading, which invites readers to return to what they have already read
and seen, is supported by the crosscurricular activities, complemented by the final sur-
prise of finding the grandmother in each scene. This open approach is consistent with
the progression of the nonfiction book in the current fragmented multimedia cultural
context, as Gonzalez-Lartitegui (2018) states:

Multimedia texts, which have now become electronic hypertexts, encourage a fragmen-
tary, decentralised, skimming, multisequential kind of reading, full of doors through
which readers travel by page hopping, where there is no end point or where, at least,
readers always choose. The product of the same culture, the printed narrative of hy-
per-modernity—and the book of knowledge for children with it—also experiments with
open, multidirectional and interactive structures [...]. (P. 106)

The texts, illustrations and activities in the book provide countless possibilities for its
teaching use in the classroom with the guidance of teachers. Ludic activities—search
for characters and objects in the scenes—imaginative activities—such as the creation
of stories based on the scenes—or more cognitive activities—interpretation of social,
economic and cultural facts about ancient Egypt—can be planned.

After the analysis, and after answering the questions that have guided our work, we
can conclude that, compared to the textbook, the organisation, design and style of the
nonfiction work make information more attractive, stimulate curiosity and an inquiry
attitude, create a desire to learn, support the construction of meaning through recur-
sive reading, stimulate creativity and play, involve readers and merge the cognitive
and emotional components of reading and learning, far beyond the mere assimilation
of informational content. In short, the nonfiction work turns learning into a vivid ex-
perience, compared to the more expository and colder approach of the textbook, al-
though there are some resources, such as the interspersed fictional narrative and the
quality and variety of the illustrations in the textbook, that attempt to make learning
more attractive.
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Resumen

La lectura es un proceso que se ha culturalizado con el tiempo, a fin de mostrarse como
reflejo de la situacion de la mujer y de los condicionantes a los que se enfrenta. Por ello,
el objetivo de este trabajo fue analizar variables relacionadas con el habito lector en uni-
versitarios, desde una perspectiva de género. Por lo que se refiere al método empleado,
se planificé un disefio ex post facto, prospectivo de grupo unico. La muestra, estuvo forma-
da por 277 estudiantes universitarios (M, ., = 22.20, DE = 4.367) de ambos sexos (20.7%
hombres; 79.3% mujeres). Los resultados mostraron la lectura como una actividad de ocio
mas practicada por las mujeres, especialmente en vacaciones y se observé una preferencia
diferenciada estadisticamente en los tipos de lectura (libros y revistas en mujeres, y cémics
y periédicos en hombres). Para las mujeres, el grupo de amigos influyé positiva y signifi-
cativamente en el fomento de la lectura, y respecto a la competencia lectora, el fomento
de la imaginacién fue la categoria mas valorada por mujeres, también con diferenciacion
significativa. Asi, conocer el habito lector que presentan los estudiantes universitarios dife-
renciados por género, contribuye a sensibilizar a los docentes de la necesidad de fomentar
la lectura en este nivel educativo.

Palabras clave: habito lector, tipos de lecturas, estudiantes: universidad, perspectiva de gé-
nero.

Abstract

Reading is one of the processes which has been cultivated over time in order to be shown as
a reflection of the situation of female and all the conditioning factors that they face. There-
fore, the purpose of this study was to analyse some variables in relation to the reading hab-
its of university students, from the perspective of gender. With regard to method carried
out, an ex post facto design of single group was planned. The sample was composed of 277
university students (Magje =22.20, SE = 4.367) of both genders (20.7% male; 79.3% female).
The results show reading as the leisure activity practiced the most by female, especially
during holidays, and a statistically significant difference regarding the types of reading was
observed (books and comics for female and comics and newspapers for male). For female,
their group of friends positively influences the promotion of reading, and with respect to
reading competence, the promotion of imagination was the category valued by female the
most, also with statistical differences. Thus, knowing the reading habits of university stu-
dents in a gender-differentiated manner, contributes to helping teachers be sensitive in
this educational stage.

Keywords: reading habit, types of reading, students, university, gender perspective.
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UTeHue - 3TO NpoLecc, KOTOPbIA CO BpeMeHeM Npuobpen KynbTypHbIW XapakTep, € Tem
4TO6bI 6bITb NOKa3aHHbLIM KaK OTPaXXeHUe NMONOXEHUS XeHLLMH 1 TeX 06yCnaBMNBakoLLX
$aKToOpoB, C KOTOPLIMU OHW CTANKMBAKOTCA. 10 3TOM NPUYUHE LieNbl0 JAHHOTO nccneao-
BaHMA 6bII0 NPOAHANN3MPOBATb NepeMeHHble, CBA3aHHbIE C NMPUBLIUKON K UYTEHWIO Cpe-
AW CTYAEHTOB YHMBepcuTeTa C reHAepHOM TOUKM 3peHus. YTo KacaeTcs MCnosib3yeMoro
MeToAa, TO MNaHUPOBANCA MOCTAKTYMHbIA, NPOCMNEKTVUBHBbIM, OAHOTPYMMNOBOA AN3aiiH.
Bbibopka coctosna u3 277 cTyAeHTOB yHuBepcuTeTa ( Mean = 22.20, SD = 4.367) oboux
nonos (20.7% Myxu4uH; 79.3% >XeHLuH). Pe3ynbTathl NOKa3anu, YTo YTeHne Kak BUA fA0-
cyra 6onblue NPakTUKYeTCs XeHLMHaMK1, 0CO6eHHO BO Bpems OTMyCKa, 1 CTaTUCTUYeCKn
3HaYMMoe NpesnoyTeHne HabNoAaN0Ch B BUAAX UTEHNS (KHUTW W XXYPHANbl ANS XEHLLWH,
KOMMKChI U1 ra3eTbl A1 MYXYUH). [I15 XeHLWMH rpynna Apy3eli okasana noaoxXuTenbHoe 1
3HauUTeNbHOE BMSIHNE HAa MPOABWKEHNE UTEHNS, @ UTO KacaeTcst KOMMETEHLUN YTeHs,
TO NPOABMXEHMNE BOObPaxeH s bbl0 kKaTeropueid, Hanbonee BbICOKO OLLEHEHHOW XXeHLLK-
HaMu, TakXe Co 3HauuTenbHoW AnddepeHumaumein. Takum 06pa3om, 3HaHME NPUBbIYEK
YTeHWS CTYAEHTOB YHMBepcuTeTa, AVddepeHLMpPOBaHHbIX MO MOy, NOMOraeT MoBbICUTb
0CBeAOMIEHHOCTb NpenojaBarteneil 0 He06X0AMMOCTM NOOLLPEHUS YTEHUSI HA 3TOM YPOB-
He 06pa3oBaHus.

Knroyeessie cnosa: NPUBbIYKA YTEHUA, BUAbI YTEHWNA, CTYAEHTbI, YHUBEPCUTET, FeHAEprII7I
acrnekT.

Introduccion

La lectura permite crear un espacio intimo y privado, en el que sentirse libre y evo-
car un mundo real o imaginario, lleno de experiencias y sensaciones que contribuyen
a forjar la identidad, fomentar el espiritu critico y desarrollar la fantasia. Desde alli,
los adolescentes “pueden experimentar, aprender y crecer, resolver sus conflictos y
ampliar su bagaje cultural, siendo participes del imaginario colectivo y de las referen-
cias literarias propias de nuestra cultura” (Aparicio, 2016, p. 36). Tradicionalmente,
el discurso cientifico-pedagdgico sobre la lectura, asi como su investigacion, se han
asociado a la adquisicion de la competencia lectora y a los habitos lectores de los estu-
diantes, mayoritariamente en niveles educativos obligatorios, diferenciando la lectura
académica de aquella realizada durante el tiempo libre. Diversos estudios evidencian
que los jévenes no tienen integrada la lectura como actividad de ocio, a pesar de aso-
ciarse significativamente con un mayor rendimiento académico, con una visién mas
critica de la educacién, una mayor autonomia, iniciativa y con el uso de metodologias
mas participativas en el aula (Cardoso et al., 2018; Elche et al., 2019; Valentin, 2019).

En el &mbito universitario, son escasos los estudios que analizan el hébito lector de
los estudiantes, sus preferencias y sus dificultades, asi como la incorporacién de estos
procesos en el aula. Al respecto, Erdem (2015) pone de manifiesto la necesidad de
investigar la habilidad de la lectura en la universidad, pues el panorama actual arroja
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cifras desmoralizantes, tales como el hecho de que menos del 50% de los estudiantes
lee mas de un libro mensualmente y menos del 30% mira el periédico diariamente.
Asimismo, Pérez et al. (2018) destacan la falta de planificacién, organizacion, ejecucién
y evaluacién del habito de la lectura en las etapas educativas previas a la universidad,
que se traduce en una falta de capacidad y menor gusto por la lectura.

Enla universidad, se sobreentiende la competencia lectoray se introduce al alumnado
en la complejidad de la lectura cientifica, centrada en una dimensién profesionaliza-
dora y conceptual que acota especificaciones de diferentes campos de conocimiento
(Moje, 2007), caracterizada por producciones discursivas especificas que requieren de
unas operaciones intelectuales de alto nivel de abstraccién (Carlino, 2005). Sin embar-
go, este tipo de lectura no siempre resulta accesible a los estudiantes universitarios
de primer curso, poco habituados a estas formas discursivas y retoricas (Camps &
Castelld, 2013). Tal y como indican Ramos et al. (2017), nos encontramos ante una
generacién universitaria y un nivel de complejidad de la lectura que requiere trabajar
nuevas competencias como la argumentacion o el andlisis de informacién, de cara a
poder hacer frente al trabajo de las producciones escritas.

Aunque el acercamiento de la mujer a la lectura le habia estado negado, estableciendo
un cédigo cultural e intelectual meramente masculino, en la actualidad, se reconoce
la lectura como medio de empoderamiento de la mujer a través del uso y produccién
de manuscritos con una fuerte connotacién reaccionaria (Tsuchiya, 2008). Del mismo
modo, la lectura también contribuye a que los nifios construyan su comprensién del
mundo y la socializacién del género, sabiendo que los roles mas significativos identi-
ficados en los cuentos se asocian al cuidado-reproduccion en las mujeres, y al domi-
nio-fortaleza en los hombres (Ros-Garcia, 2012). El temor a fomentar el pensamiento
critico en las mujeres, que pudiera despertar al cuestionamiento del modelo masculi-
nizado del patriarcado, en la actualidad ha sido derogado por el vertiginoso aumento
del nivel de estudios y del habito lector en las mujeres (Espejo, 2019). Pero lo descon-
certante, no es el hecho de que la fractura de invisibilidad literaria ha sido evidenciada
con un aumento considerable de la presencia femenina en la produccién literaria, sino
“que la incipiente incorporacion de la mujer al sistema literario sea un motivo de dis-
torsion de las cifras y se hable de boom cuando en realidad las mujeres no superan la
produccién del 30% (caso espafiol) y del 15% (caso vasco)” (Lasarte, 2013, p. 55).

Desde el cuestionamiento del género como factor diferencial de los habitos lectores
en alumnado de ESO (Educacién Secundaria Obligatoria), Mufioz y Hernandez (2011)
concluyeron que en general los jévenes leen poco, aunque el género incide significati-
vamente a favor de las chicas en los motivos, frecuencia, preferencia y gustos hacia la
lectura. En contraposicidn, los nifios y nifias presentan creencias motivacionales simi-
lares en relacién a la competencia y el valor asociado a la lectura escolar (Pagani et al.,
2010), y las leves diferencias se van mermando conforme se avanza en la escolaridad
(Wolters et al., 2014).

Respecto a la frecuencia lectora, Neira (2015) sostiene que mientras el 69% de los
hombres leen de forma frecuente semanalmente, un 86% de mujeres son lectoras
frecuentes. Hecho resaltado por Gutiérrez (2013), al catalogar la lectura como una
actividad feminizada, puesto que las mujeres triplican a los hombres en la frecuencia
de dicha actividad. Tal situacién también se aprecia al computar los minutos diarios
empleados, pues las mujeres dedican una media de 36 minutos a la lectura, lo que
supone una proporcién bastante superior a los 14 minutos asociados a los hombres
(Rojo et al., 2017).
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En referencia a las predilecciones lectoras, las alumnas de 12 a 16 afios suelen optar
por libros y revistas frente a la lectura de periédicos o cémics mas habitual en los
alumnos (Ambrés & Ramos, 2018). En esta misma direccion, Lasarte (2013) reconoce
la “feminizacion del habito lector” como la preferencia que muestran las jovenes y
nifias hacia la lectura de obras escritas e ilustradas por mujeres, con protagonistas
femeninos, asi como una feminizacién de las temdticas. Contrariamente, Valdés (2013)
no encuentra diferencias significativas entre hombres y mujeres respecto a los gustos
de lectura, la percepcién del lector o el tiempo de dedicacion.

Con el crecimiento y la maduracién, las preferencias de dedicacion del tiempo libre
se consolidan o se abandonan en funcién de los niveles de satisfaccién y disfrute que
promuevan. En relacién a la lectura como actividad de ocio, Caballo et al. (2017) en-
cuentran que cerca del 70% de las mujeres elige la lectura como una de sus priorida-
des en el tiempo libre, frente a casi el 40% de los hombres, los cuales se decantan ma-
yoritariamente por las actividades deportivas. Lo mismo ocurre en edades inferiores,
pues el 36.5% de las nifias consideran la lectura como una de sus actividades favoritas
respecto al 25% de los nifios (Neira, 2015). Todo ello lleva a reconocer la lectura como
una actividad adscrita mas a los perfiles de ocio femenino, a pesar del escaso uso de
la lectura tanto en chicos como en chicas, encontrando que un 90% de ambos sexos
nunca lee con una frecuencia semanal (Fraguela-Vale et al., 2016).

Por Ultimo, la perspectiva de género en relacion a la lectura en soporte digital, ha sido
estudiado por Wang et al. (2016), evidenciando que los sujetos masculinos poseian un
mayor dominio de la lectura por medio de la tecnologia mévil en comparacién con las
mujeres. Asimismo, el uso de la herramienta Kahoot! en clase de lectura de inglés, hizo
que universitarios de Taiwan afirmaran aprender de manera mas eficiente y divertida,
sentirse mas motivados para aprender, aunque sin diferencias estadisticamente signi-
ficativas en funcién del género (Chiang, 2020). Otro claro ejemplo ocurre con el uso de
los periddicos digitales, ya que el 62.75% de los usuarios masculinos leen tal prensa
online frente al 37.25% de las mujeres, resaltando un perfil lector digitalizado en el
hombre en relacién a la mujer (Anderson et al., 2010).

La diferenciacion de género en el habito lector evidenciada en los estudios previos nos
lleva a cuestionarnos: ;Existen diferencias de género entre las preferencias lectoras
de los estudiantes del grado de Educacién Social? La eleccién del grado de Educacién
Social estuvo motivada por el perfil que este alumnado presenta, altamente sensibi-
lizado en las cuestiones socioculturales, y con formacién especifica en desigualdad y
género dentro de las materias que cursa en el grado. Atendiendo a lo expuesto, se
establece como propésito principal analizar la relacién de determinadas variables so-
cio-demograficas y educativas con el nivel de habito lector del alumnado universitario,
en funcién del género.

En base a lo anterior, el objetivo de este estudio es analizar la relacién entre determi-
nadas variables socio-demograficas y educativas con el nivel de habito lector del alum-
nado universitario, en funcién del género. De acuerdo a la revisién de la evidencia
cientifica en el drea, la hipétesis de partida es que existe una diferencia en los habitos
lectores en funcién del sexo: 1) Los tipos de lecturas se relacionan con el género, de
manera que los hombres leen mas periddicos y comics, y las mujeres libros y revistas;
2) La lectura en el tiempo libre se asocia con el género, siendo las mujeres las que leen
con mas frecuencia que los hombres; y 3) El grupo de iguales es una variable relacio-
nada con el género, fomentando la lectura mas en mujeres que en hombres.
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Metodologia

Participantes

La muestra, seleccionada mediante muestreo incidental, estuvo formada por 227
estudiantes universitarios (20.7% hombres; 79.3% mujeres) del grado en Educacién
Social (34.8% primer curso; 29.1% segundo; 36.1% tercero), con edades comprendi-
das entre los 18 y los 55 afios (M = 22.20 afios; DE = 4.367). De los 65 municipios de
procedencia, Murcia fue la ciudad con mayor frecuencia entre el alumnado (28.2%),
seguido de Cartagena (4.8%) y Molina de Segura (4.4%), de los cuales cursaron estu-
dios de secundaria en centros educativos con diferente tipologia (2.2% privado; 12.3%
privado-concertado; 84.6% publico).

Disefio

Para el presente estudio se planificé un disefio ex post facto, concretamente prospec-
tivo de grupo Unico, en el que se midi6 la relacién entre las preferencias y habitos de
lectura de estudiantes universitarios de Educacion Social y el género de los mismos.
Este tipo de disefios permiten al investigador un acercamiento al estudio de deter-
minados problemas que, debido a su complejidad, no podrian ser abordados desde
otros métodos, a la vez que poseen mayor validez externa (Leén & Montero, 2003).

Procedimiento

Si bien es cierto que las universidades disponen de aplicaciones telematicas que per-
miten al estudiante cumplimentar encuestas sin necesidad de recurrir a la presen-
cialidad y al lapiz y papel, experiencias previas nos dejan constancia de una mayor
participacion cuando los instrumentos son aplicados en su horario lectivo en el aula
correspondiente. Asi pues, tras conseguir la aprobacién de la Comisién de Etica de la
Universidad xxx, se solicit6 la colaboracién de al menos un docente por grupo y curso,
para garantizar una mayor participacion. Dado que el cuestionario se suministré du-
rante los meses de abril y mayo, se recurrié a materias de segundo cuatrimestre. An-
tes de proceder a la entrega del cuestionario, se informé a todos los participantes de
la importancia de contestar con sinceridad, ya que el proceso es totalmente anénimo,
y del compromiso que tienen con la investigacion, como parte de la comunidad uni-
versitaria. Se utilizé un procedimiento estandarizado para garantizar que las instruc-
ciones fuesen las mismas para todos los participantes. Previa a la cumplimentacién del
cuadernillo, los estudiantes firmaron voluntariamente su colaboracién en el estudio,
pues al ser el alumnado mayor de edad, no se requiere consentimiento informado de
las familias.

Instrumentos

Para la medicién de las variables objetivo de estudio, se administré a los estudiantes
un cuestionario disefiado especificamente para la presente investigacion, sometido a
un juicio de catorce expertos, quienes valoraron la pertinencia, adecuacién y claridad
del mismo. Este instrumento contempla, por un lado, los datos sociodemograficos, y
por otro, el habito lector de los participantes, a través de ocho items que miden tres
dimensiones (Tabla 1).
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Analisis estadisticos

Todos los analisis estadisticos se llevaron a cabo con el programa IMB SPSS, version
22.0 para el sistema operativo Windows. Se realizé una descripcién inicial de las va-
riables objeto de estudio, para lo cual se calcularon estadisticos descriptivos (media
y desviacion tipica) asi como frecuencias. Previamente al contraste de medias, se
comprobaron los supuestos de normalidad de las variables dependientes del estudio,
realizdndose pruebas no paramétricas: y2de Pearson y tablas de contingencia para el
contraste de hipétesis sobre la relacion entre variables, y U de Mann-Whitney para el

contraste de hipétesis sobre la diferencia de medias entre grupos.

Tabla 1

Dimensiones e items del cuestionario

Bloque ftems Respuesta
Género Hombre; Mujer
Edad Respuesta abierta numérica
Curso 19, 2 3°
Localidad de procedencia Respuesta escrita abierta
Variables N leza del
Socio- jtura'eza el centro Privado; Concertado; Pablico
demograficas ~ educativo

Modo de acceso a la
titulacion

Estudios de padresy
madres

Bachillerato; Ciclo Formativo de Grado
Superior; Selectividad (mayor de 25 afios;
mayor de 40 afios); titulacién universitaria

Sin estudios; Primarios; Secundarios;
Universitarios

1
Dedicaciénala
lectura

Lectura de los diferentes
soportes: periddicos, libros,
e-books, revistas y cdmics

Nuamero de libros leidos
Gltimo afio

Frecuencia de lectura en
tiempo libre: entre semana,
fin de semana y vacaciones

Escala Likert 1-5 (Nada, muy poco, algo,
bastante y mucho)

Ninguno; Entre 1y 5; Entre 6y 10; Entre 11y
15; Mas de 15

Escala Likert 1-5 (Nada, muy poco, algo,
bastante y mucho)

I
Libros en casa

Nuamero de libros en casa

Numero de libros
comprados en el Ultimo afio

Ninguno; Entre 1y 20; Entre 21y 100; Entre
101y 500; Mas de 500

Ninguno; Entre 1y 5; Entre 6y 10; Entre 11y
15; Mas de 15

I
Competencia
lectoray
fomento lector

Fomento del aprendizaje,
imaginacion, expresion,
satisfaccion y vocabulario

Agentes fomento a la
lectura: Etapa escolar
obligatoria, universidad,
familia y amigos

Escala Likert 1-5 (Nada, muy poco, algo,
bastante y mucho).
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Analisis y Resultados

Tipos de lecturas en funcion del género

En la Tabla 2, ademas de la frecuencia y porcentajes de los tipos de lectura en base al
tiempo dedicado y el género, se muestra, con un nivel de confianza del 99%, que las
variables lectura de periodicos (y, de Pearson = 18.20, p < .001; V de Cramer = .28,
p <.001) y la lectura de comics (y* , de Pearson = 22.67, p <.001; V de Cramer = .32,
p <.001) estan asociadas al género, mostrando una magnitud del efecto moderada
en ambas relaciones (r,, = .28, y r,, =.32) (Rosenthal, 1991). Para el resto de tipos de
lecturas no se detectaron diferencias estadisticamente significas en la relacién con la
variable género.

Tras el contraste de medias, tal y como se sefiala en la Tabla 3, los hombres se mostra-
ron como lectores mds habituales de periédicos que las mujeres, detectandose dife-
rencias estadisticamente significativas (U = 2667, p <.001), hecho también observado
en la lectura de cémics (U =-3083, p <.001). La tendencia se invirtié en el resto de tipos
de lecturas, ya que los libros, revistas y e-books fueron los tipos de lecturas preferi-
dos por las mujeres, apreciandose diferencias estadisticamente significativas entre las
puntuaciones medias de hombres y mujeres y la lectura de libros (U = 3220.5, p < .01)
y de revistas (U = 3328, p <.05).

Libros en el hogar, y libros comprados y libros leidos en el dltimo afio en
funcion del género

Aunque los universitarios viven en hogares con mas libros que las universitarias, fue-
ron las mujeres las que compraron y leyeron mas libros en el Gltimo afio (Tabla 4). Sin
embargo, no se puede afirmar que el nimero de libros en el hogar (y*, de Pearson
=4.38, p > .05; Vde Cramer = .14, p > .05), los libros comprados en el Gltimo afio ()(2(4)
de Pearson = 2.48, p > .05; V de Cramer = .11, p > .05) y el nimero de libros leidos en
el tltimo afo (x*, de Pearson = 1.21, p >.05; V de Cramer = .73, p >.05) sean variables

relacionadas con el género de los participantes.

Los resultados fueron similares tras el contraste de medias entre hombres y mujeres.
Aunque los participantes varones informaron que en sus hogares habia un mayor nu-
mero de libros que las mujeres (U = 3992, p > .05), las mujeres refirieron una compra
superior de libros (U =3702, p > .05) y leyeron mas libros en el dltimo afio (U = 3880, p
>.05), sin diferenciacion estadistica en ningln caso.

Lectura en el tiempo libre en funcién del género

EnlaTabla 5, se muestra la frecuencia y el porcentaje de la variable Lectura en el tiempo
libre, segun el tiempo dedicado y el género de los participantes, pudiéndose observar
que las mujeres leyeron mas en el tiempo libre que los hombres. Se afirma (con un ni-
vel de confianza del 99%) que la lectura en vacaciones (y*, de Pearson = 12.52, p <.05;
V de Cramer = .24, p < .05) estd relacionada con el género de los participantes, con un
valor del tamafio del efecto moderado (r,, =.24). Sin embargo, las lecturas realizadas
entre semana (y°,, de Pearson = 2.62, p > .05; V de Cramer =.11, p >.05) y las lecturas
realizadas durante el fin de semana (x*, de Pearson = 6.13, p > .05; V de Cramer = .16,
p > .05), no fueron variables asociadas con el género.
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Tabla 3
Estadisticos descriptivos y rangos promedio de los tipos de lectura en funcion del género

Periédicos Libros e-books Revistas Cémics

Hombre 3.21(1.00)  2.77(1.17)  1.87(1.06)  2.32(1.09) 1.98(1.29)

M(DE)

Mujer 2.51(1.07)  3.26(1.09)  2.07(1.31) 2.76(1.13)  1.33(.71)
Rangos Hombre 147.26%%*%  92.52%* 109.63 94.81%  138.40%*
promedio  pjyjer 105.32%%*%  119.61%* 115.14 119.01%  107.63***

Nota. ***p <.001; **p <.01; *p <.05

Tabla 4

Frecuencia y porcentajes de nimero de libros en el hogar y nimero de libros leidos en el dltimo afio
en funcién del género

Ninauno Entre Entre Entre Mas de
9 1-20 214100 101-500 500
Librosen  Hombre 0(0%) 8(17%)  22(46.8%)  16(34%)  1(2.1%)
elhogar  pyjer 0(0%) 32(17.8%)  98(54.4%) 38(21.1%)  12(6.7%)
Ninguno Entre1-5  Entre 6-10 E?tE Mas de 15

Libros Hombre 8(17%) 27(57.4%)  9(19.1%)  2(4.3%) 1(2.1%)
comprados  pyjer 22(12.2%)  95(52.8%)  41(22.8%)  10(5.6%)  12(6.7%)
Libros Hombre 4(8.5%) 34(72.3%)  5(10.6%)  3(6.4%) 1(2.1%)
leidos

Mujer 11(6.1%) 122(67.8%) 27(15%) 14(7.8%) 6(3.3%)

Nota. n(%)

Tabla 5
Frecuencia y porcentajes de la lectura en el tiempo libre en funcion del tiempo dedicado y el género

Nada Muy poco Algo Bastante Mucho
Entre Hombre — 9(19.1%)  16(34%)  19(40.4%)  3(6.3%) 0(0%)
semana Muijer 32(17.8%)  56(31.1%)  65(36.1%)  24(13.3%) 3(1.7%)
Fines Hombre  14(29.8%)  9(19.1%)  18(39.3%)  5(10.6%) 1(2.1%)

semana  Mujer  32(17.8%) 48(26.7%)  57(31.7%)  35(19.4%)  8(4.4%)

Hombre  13(27.4%)* 7(14.9%)* 10(21.3%)* 10(21.3%)*  7(14.9%)*
Vacaciones
Mujer 18(10%)* 18(10%)*  43(23.9%)* 52(28.9%)*  49(27.2%)*

Nota. n(%); *p <.05

Tras el contraste de medias, los rangos promedio (Tabla 6) confirmaron la tendencia
descrita en los datos anteriores. Las mujeres fueron las lectoras mas asiduas durante
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todo el tiempo libre: en vacaciones (U = 3019.50, p <.01), entre semana (U = 3888.50,
p >.05) y durante el fin de semana (U = 3629.50, p > .05).

Tabla 6
Estadisticos descriptivos y rangos promedio de la lectura en el tiempo libre en funcién del género

Entre - .
Fines de semana Vacaciones
semana

Hombre 2.34(.87) 2.36(1.09) 2.81(1.44)
M(DE)

Mujer 2.50(.99) 2.66(1.11) 3.53(1.27)

Hombre 106.73 101.22 88.24**
Rangos promedio

Mujer 115.90 117.34 120.73**

Nota. **p <.01

Competencia lectora en funcion del género

Tal y como se establece en la Tabla 7, se puede afirmar (con un nivel de confianza del
99%) que la categoria Me ayuda a imaginar cosas (y*,, de Pearson = 12.18, p <.05; V de
Cramer =.23, p <.05) esta relacionada con el género de los participantes, con un valor
del tamafio del efecto moderado (r,, =.23). Para el resto de categorias de la competen-
cia lectora (Aprendo mucho con la lectura: y* , de Pearson = 3.29, p > .05; V de Cramer =
12, p>.05; Me ayuda a expresarme mejor: x*, de Pearson = 2.05, p >.05; V de Cramer =
.10, p > .05; La lectura me hace sentir bien, hombres y mujeres obtuvieron el porcentaje
mas alto en la valoracién bastante.')(z(4)de Pearson =6.82, p >.05; Vde Cramer =.17,p
>.05;y Con la lectura conozco lo que significan las palabras: y* , de Pearson =.58, p >.05;
Vde Cramer =.05, p >.05), no se detectaron diferencias estadisticamente significas en
la relacién con la variable género.

Los rangos promedio de todas las categorias mostraron una tendencia mayoritaria
de las mujeres respecto a los hombres (Tabla 8). Para las mujeres, la lectura les ayuda
a imaginar cosas (U = 3096.50, p < .05) y les hace sentir bien (U = 3476, p < .05), de
manera superior a los hombres, con diferenciacion estadisticamente significativa en
ambos casos. Esta tendencia de rangos promedio superiores en mujeres se mantuvo
en todas las categorias: con la valoracién de la lectura como ayuda al aprendizaje (U =
3740, p > .05), ayuda a expresarse mejor (U = 3896.50, p > .05) y con la lectura conozco
lo que significan las palabras (U = 4118, p > .05), aunque sin observarse diferencias
estadisticamente significativas.

Agentes de fomento de la lectura en funcién del género

En la Tabla 9 puede observarse como todas las categorias de la variable Fomento de la
lectura (en la etapa obligatoria: x° , de Pearson =.76, p >.05; V de Cramer =.06, p > .05;
en la Universidad: 3, de Pearson =.92, p>.05; V de Cramer =.06, p > .05; en la familia:
Xy de Pearson =2.82, p>.05; Vde Cramer =.11, p >.05; y en el grupo de amigos: x°
de Pearson = 6.00, p > .05; V de Cramer =.16, p > .05), no fueron variables asociadas
con el género.
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Tabla 8

Estadisticos descriptivos y rangos promedio del grado de consecucion de la competencia lectora en

funcion del género

Aprendo Imagino  Expreso Siento Palabras

M(DE) Hombre  3.66(1.01)  3.81(.97)  4.15(.83) 3.70(1.14)  3.87(.95)

Mujer 4.24(.86) 4.24(.86)  4.27(.82) 4.07(.98) 3.94(.85)
Rangos Hombre  102.81 89.88* 105.33 97.96* 111.62
promedio i

Mujer 116.92 120.30* 116.26 118.19* 114.62
Nota. *p < .05
Tabla 9

Frecuencia y porcentajes del fomento de la lectura desde diferentes instancias en funcion de la valora-
cién de los participantes y el género

Nada Muy poco Algo Bastante Mucho
Etapa Hombre  3(6.4%)  17(36.2%)  3(6.4%)  17(36.2%)  7(14.9%)
obligatoria  \yyjer 11(6.1%)  55(30.6%)  16(8.9%)  71(39.4%)  27(15%)
Hombre  2(4.5%) 16(34%) 4(85%)  19(40.4%)  6(12.8%)
Universidad
Mujer 9(5%) 53(29.4%)  23(12.8%)  74(41.1%)  21(11.7%)
N Hombre — 9(19.1%)  13(27.7%)  5(10.6%)  14(29.8%)  6(12.8%)
Famila Mujer 21(11.7%)  45(25%) 16(8.9%)  68(37.8%)  30(16.7%)
. Hombre  16(34%)  20(42.6%)  3(6.4%) 6(12.8%) 2(4.3%)
Amigos Mujer 39(21.7%) 70(38.9%)  14(7.8%)  50(27.8%)  7(3.9%)

Nota. n(%)

Los rangos promedio de todas las categorias mostraron una tendencia mayoritaria de
las mujeres respecto a los hombres (Tabla 10). En contraste con los datos anteriores,
tras el contraste de medias se detectaron diferencias estadisticamente significativas
entre el rango promedio de los hombres y el de las mujeres y la variable Fomento de
la lectura desde el grupo de amigos (U = 3381, p < .05). En las demas categorias (Etapa
obligatoria: U= 4056, p >.05; Universidad: U= 4206, p >.05; y familia: U= 3644, p > .05),
no se observaron diferencias estadisticamente significativas entre el rango promedio
de los hombres y el de las mujeres, al igual que ocurrié en la relacién entre variables

(Tabla 8).
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Tabla 10
Estadisticos descriptivos y rangos promedio del fomento de la lectura en funcion del género

Etapa . Universidad Familia Amigos
obligatoria
Hombre 3.17(1.26) 3.23(1.18) 2.89(1.37) 2.11(1.15)
M(DE)
Mujer 3.27(1.22) 3.25(1.15) 3.23(1.31) 2.53(1.22)
Rangos Hombre 110.30 113.49 101.53 95.94*
promedio Mujer 114.97 114.13 117.26 118.72*
Nota. *p < .05

Discusion y Conclusiones

El objetivo de este estudio fue analizar la relacién entre determinadas variables so-
cio-demograficas y educativas con el nivel de habito lector del alumnado universitario,
en funcién del género. Tras los resultados obtenidos se confirma la hipétesis de parti-
da, en la que existe una diferencia en los habitos lectores en funcién del sexo.

De manera detallada, se esperaba que la variable tipo de lecturas se relacionara con
el género, leyendo los hombres mas periédicos y cémics, y las mujeres mas libros y
revistas. A la luz de los resultados obtenidos, se confirmé la primera hipétesis, coinci-
diendo con trabajos como el de Mufioz y Hernandez (2011), quienes observaron que el
sector poblacional femenino era mas asiduo al consumo de libros y revistas de indole
amorosa o dramatica, mientras que este tipo de lecturas recibia desinterés por parte
de los chicos, decantados por los comics o periédicos.

Asimismo, la lectura en formato digital (e-book) no fue una variable relacionada con
el género de los participantes, ademas de ser el cuarto formato preferido por los mis-
mos para sus lecturas, a pesar de haberse asociado con la comprensién lectora y la
memoria textual a largo plazo (Soria-Andurell, 2015). En este sentido, Okagbue et al.
(2020) encontraron que el género de estudiantes de secundaria y universidad nige-
rianos, no fue una variable asociada con las preferencias de contenido en la lectura
y el estudio. Por su parte, Alamri (2019) registrd que universitarios estadounidenses
preferian la lectura en textos impresos frente a textos electrénicos, encontrando di-
ferencias estadisticamente significativas en funcién del género, ya que las mujeres
sefialaron entender el contenido del texto mejor que los hombres cuando leyeron el
texto impreso. Los resultados también revelaron que los estudiantes preferian usar
dispositivos electronicos para usos personales en lugar de usos académicos. En la pre-
sente investigacion, en cuanto a la frecuencia de lectura de soportes electrénicos, un
8.5% de los hombres y un 16.7% de las mujeres sefialaron leer mucho y bastante en
estos soportes, un 42.5% de los hombres y un 33.9% de las mujeres algo y muy poco,
y un 48.9% de los hombres y un 49.4% de las mujeres nada. Resultados similares son
los arrojados por Elche y Yubero (2019), quienes encontraron que estudiantes univer-
sitarios espafioles leian en soporte digital un 39.1% todos los dias, la mitad alguna vez
al mes o alasemanay un 9.6 % nunca leia en soporte digital.

Otro aspecto de interés de esta investigacion consistié en identificar la presencia de
la lectura como actividad de ocio en los estudiantes segln su género. Igualmente, la
segunda hipétesis fue confirmada, ya que la lectura en vacaciones se asoci6 con el
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género, de manera que las mujeres leyeron mas en este periodo, con diferenciacion
estadistica, coincidiendo con estudios previos (Fraguela-Vale et al., 2016; Yubero et al.,
2014). El tiempo de vacaciones se considera clave de diferenciacién del género en la
lectura pues, en consonancia a los perfiles de ocio vacacional establecidos por Neira
(2015), las mujeres muestran mas predileccién por la lectura que los hombres en los
periodos de no trabajo como el verano o Navidades.

Se encontré ademas, que el nimero de libros en el hogar, como los libros comprados
y los leidos en el Ultimo afio, no se relacionaron con el género de los universitarios. No
obstante, el nimero de libros leidos y comprados en el Gltimo afio fueron mayores en
las mujeres respecto a los hombres. Son numerosas las investigaciones que concluyen
que la lectura es una actividad mayoritariamente femenina (Clark, 2011; Marinak &
Gambrell, 2010). De manera reciente, McGeown y Warhurst (2019), encontraron que
no fue el género el predictor mas potente de la frecuencia de lectura, sino la identifica-
cién con un género u otro, ya que los nifios que se identificaban con rasgos femeninos
leian mas que los que lo hacian con rasgos masculinos. Una mirada a estudios simila-
res resalta la mayor predisposicion y voluntad de las mujeres hacia la lectura, lo que
contribuye en un mejor desempefio académico de las mismas (Mendoza et al., 2014).

Ademads, los resultados mostraron que el fomento de la imaginacién y el sentirse bien
con la lectura fueron capacidades sefialadas de manera superior por las mujeres, con
diferenciacion estadistica. No se apreciaron diferencias estadisticamente significativas
en la relacion de la variable del género con el incremento del vocabulario o la mejora
de la expresién a partir de la lectura. Por lo tanto, el ser chico o chica no parece ser
un condicionante respecto a las capacidades relacionadas con la lectura, tales como la
expresion o el 1éxico, desterrando asi varios de los ideales que sitdan la condicién bio-
I6gica como causante de diferencias en estos preceptos cognitivos de la lectura (Hyde,
2016). En cambio, la relevancia y potencial de la lectura para la construccién personal,
la imaginacion y la satisfaccién se ven reforzadas en las mujeres, en linea con los re-
sultados de Rovira y Lopez (2017). No obstante, los resultados de la literatura previa
se sostienen sobre sistemas de medicion subjetivos que imposibilitan generalizar los
hallazgos, por lo cual, se pone de manifiesto la necesidad de disefiar estudios desde
sistemas de medicién objetivos y de rigor.

Por Ultimo, se esperaba que el grupo de iguales fuese una variable relacionada con el
género, fomentando la lectura mas en mujeres que en hombres. Este hecho también
se confirmo. Es evidenciado por varias investigaciones (Arévalo et al., 2017; Miranda,
2019) la relevancia del grupo de iguales como medio de influencia para los procesos
de maduracién del nifio y el adolescente, caso que también ocurre con la lectura. La
actividad lectora como perfil de ocio depende de los gustos o preferencias personales
y se encuentra condicionada por las experiencias y tiempo compartido con los miem-
bros de cohorte social de referencia: los amigos, factor condicionante para el desa-
rrollo de conductas beneficiosas o perjudiciales en el ocio (Sanchez-Rodriguez et al.,
2015). En el presente estudio, se registraron valoraciones superiores en el grupo de las
mujeres en cuanto al fomento de la lectura desde el grupo de amigos, con significa-
cién estadistica. En esta linea, y como sefialan Ruiz et al. (2013), las mujeres presentan
mejores capacidades de sociabilidad frente a unos chicos con unas relaciones sociales
mas superficiales, dotando a esas interacciones de una mayor validez e importancia
frente a la influencia en el fomento a la lectura.

Como anuncian la mayoria de las investigaciones (Caride et al., 2018; Marquez, 2017)
a pesar de los intentos administrativos de impulsar y promover el gusto y habito por
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la lectura, este continda siendo un tema pendiente, un reto a alcanzar. De ahi la ne-
cesidad de trabajar e investigar el habito lector en edades avanzadas, en contextos
universitarios y en diferentes grados o titulaciones. Por tanto, para poder contribuir a
desarrollar el habito de la lectura en la comunidad estudiantil, independientemente
del nivel educativo en el que se encuentre, se ha de romper con el modelo tradicional
de ensefianza, en pro de la creacion de un nuevo sistema que conecte la lengua, la
culturayla ética (Romero et al., 2017). Asi mismo, dado que en este estudio nos hemos
centrado en el habito lector, nos planteamos en un futuro préximo explorar la relacién
de la lecturay la escritura, siguiendo la linea desarrollada por Petersen (2018), quien
encontré notables diferencias en la lectura, pero, sobre todo, en el proceso de escritu-
ra, que se traducen en un mayor desempefio verbal justificado. Ademas, el desarrollo
del hemisferio izquierdo, donde se ubica el drea del lenguaje, se encuentra mas frena-
do en los nifios en comparacién con las nifias (Miller & Halpern, 2014). Por otro lado,
una de las limitaciones del presente trabajo reside en la disparidad numérica respecto
al sexo (20.7% hombres; 79.3% mujeres), pudiendo afectar este hecho de alguna ma-
nera a los resultados obtenidos, que deberan ser interpretados teniendo en cuenta
tales diferencias. Es por ello que sequir investigando en cuanto a lectura y escritura,
pero con una muestra mas homogénea respecto al sexo, se perfila como una linea
para futuros estudios.

Sin embargo, el trabajo de meta-andlisis de Voyer y Doyle (2012) no ha podido res-
paldar esta afirmacién de desempefio verbal y género en relacién a la lateralizacién
cerebral. Al respecto, Hyde (2016) sostiene esta diferenciacién como estereotipos mar-
cados desde investigaciones psicoldgicas del siglo XX, que tiene poca validez al en-
contrar que el 80% de las correlaciones de las diferentes investigaciones de lecturay
género constatan un tamafio del efecto escaso o nulo. Segin todo lo expuesto, el reto
no consiste solamente en fomentar las medidas necesarias para impulsar la lectura,
algunas de las cuales han sido sefialadas por Mufioz y Hernandez (2011), sino también
favorecer la creacién y composicion literaria en el sector femenino.
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Abstract

Reading is one of the processes which has been cultivated over time in order to be shown as
a reflection of the situation of female and all the conditioning factors that they face. There-
fore, the purpose of this study was to analyse some variables in relation to the reading hab-
its of university students, from the perspective of gender. With regard to method carried
out, an ex post facto design of single group was planned. The sample was composed of 277
university students (Mage =22.20, SE = 4.367) of both genders (20.7% male; 79.3% female).
The results show reading as the leisure activity practiced the most by female, especially
during holidays, and a statistically significant difference regarding the types of reading was
observed (books and comics for female and comics and newspapers for male). For female,
their group of friends positively influences the promotion of reading, and with respect to
reading competence, the promotion of imagination was the category valued by female the
most, also with statistical differences. Thus, knowing the reading habits of university stu-
dents in a gender-differentiated manner, contributes to helping teachers be sensitive in
this educational stage.

Keywords: reading habit, types of reading, students, university, gender perspective.

Resumen

La lectura es un proceso que se ha culturalizado con el tiempo, a fin de mostrarse como
reflejo de la situacion de la mujer y de los condicionantes a los que se enfrenta. Por ello,
el objetivo de este trabajo fue analizar variables relacionadas con el habito lector en uni-
versitarios, desde una perspectiva de género. Por lo que se refiere al método empleado,
se planificé un disefio ex post facto, prospectivo de grupo unico. La muestra, estuvo forma-
da por 277 estudiantes universitarios (M, ., = 22.20, DE = 4.367) de ambos sexos (20.7%
hombres; 79.3% mujeres). Los resultados mostraron la lectura como una actividad de ocio
mas practicada por las mujeres, especialmente en vacaciones y se observé una preferencia
diferenciada estadisticamente en los tipos de lectura (libros y revistas en mujeres, y cémics
y periédicos en hombres). Para las mujeres, el grupo de amigos influyé positiva y signifi-
cativamente en el fomento de la lectura, y respecto a la competencia lectora, el fomento
de la imaginacién fue la categoria mas valorada por mujeres, también con diferenciacién
significativa. Asi, conocer el habito lector que presentan los estudiantes universitarios dife-
renciados por género, contribuye a sensibilizar a los docentes de la necesidad de fomentar
la lectura en este nivel educativo.

Palabras clave: habito lector, tipos de lecturas, estudiantes: universidad, perspectiva de género.
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AHHOTaUMSA

UTeHwne - 3TO MpoLiecc, KOTOpbIA CO BpeMeHeM Mprobpen KynbTypHbIA XapakTep, € TeM
4TO6bI 6bITb MOKAa3aHHbLIM KaK OTPaXKeHWe NMOMOXEHUS XEHLLMH 1 Tex 06yCnaBAMBaOLLMX
$aKTOpOB, C KOTOPLIMN OHW CTANKWMBAKOTCA. 10 3TOM NPUYUHE LieNblo JAHHOTO UCCeso-
BaHWS ObINIO NMpPOaHaNM3MpoBaTb NepemMeHHble, CBA3aHHble C MPUBBLIYKOI K YTEHMIO cpe-
AV CTYAEeHTOB YHMBepcUTeTa C reHAepHO/ TOUKM 3peHns. YTo kacaeTcs 1Cnonb3yemoro
MeToZa, TO NNaHMPOBancsa NOCTGakTyMHbIA, NPOCMNEKTUBHbIN, OAHOrPYNMNOBON AU3aliH.
Bbibopka coctosna n3 277 ctyfeHToB yHuBepcuteta ( Mean = 22.20, SD = 4.367) obounx
nonos (20.7% MyxuuH; 79.3% >XeHLmMH). Pe3ynbTathl NOKasanu, YTo YTeHre Kak BUA f0-
cyra 6onbLue NMpakTUKYeTCs XeHLHaMu1, 0COBeHHO BO BpeMs OTMycKa, 1 CTaTUCTUYeckn
3HaYMMOe NpejnoyTeHNe HabNoAAN0Ch B BUAAX UTEHNS (KHUTW W KYPHAbI ANS XKEHLLMWH,
KOMMKCbI V1 ra3eTbl A1 MYXYUH). 15 XKeHLWWH rpynna Apy3eli oka3ana noaoxuTensHoe 1
3HaUNTENbHOE BAVSHVE Ha NPOABMKEHME YTEHNS, @ UTO KAacaeTcsl KOMMETEHLMN YTEHNS,
TO MPOABUXEHME BOObpaXxKeHUs bbiN0 KaTeropreit, Hanbonee BbICOKO OLLEHEHHOM XeHLLM-
Hamu, Takke CO 3HaumTenbHOW AuddepeHumalmein. Takum 06pasoM, 3HaHKE MPUBbIYEK
UTeHWS CTYAEHTOB yHMBepcuTeTa, AVddepeHLMpPOBaHHbIX MO MOy, NOMOraeT noBbICUTbL
0CBefJOMJIEHHOCTb Npenogasateneli 0 HE06X0AVMOCTMN NOOLLPEHNS YTEHUS HA 3TOM YPOB-
He obpa3oBaHus.

Kntouessie cno8a: NPpuBbIYKA YTEHUA, BUAbI YTEHWNA, CTYAEHTbI, YHUBEPCUTET, FEHAeprIVI
acnekT.

Introduction

Reading allows the creation of an intimate and private space in which to feel free and
evoke a real or imaginary world, full of experiences and sensations that contribute to
forge identity, foster a critical spirit and develop fantasy. From there, adolescents “can
experiment, learn and grow, resolve their conflicts and broaden their cultural back-
ground, participating in the collective imagination and literary references of our cul-
ture” (Aparicio, 2016, p.36). Traditionally, the scientific-pedagogical discourse on read-
ing, as well as its research, has been associated with the acquisition of reading skills
and reading habits of students, mostly at compulsory educational levels, differentiat-
ing academic reading from that done during leisure time. Several studies show that
young people have not integrated reading as a leisure activity, despite the fact that it is
significantly associated with higher academic performance, a more critical view of ed-
ucation, greater autonomy, initiative and the use of more participatory methodologies
in the classroom (Cardoso et al., 2018; Elche et al., 2019; Valentin, 2019).

At the university level, there are few studies that analyse students’ reading habits, pref-
erences and difficulties, as well as the incorporation of these processes in the class-
room. In this regard, Erdem (2015) highlights the need to investigate reading skills at
university, since the current panorama yields demoralizing figures, such as the fact
that less than 50% of students read more than one book monthly and less than 30%
look at the newspaper daily. Likewise, Pérez et al. (2018) highlight the lack of planning,
organization, execution and evaluation of the reading habit in the educational stages
prior to university, which translates into a lack of ability and less taste for reading.

At university, reading competence is over-understood and students are introduced
to the complexity of scientific reading, focused on a professionalizing and conceptual
dimension that limits specifications of different fields of knowledge (Moje, 2007), char-
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acterized by specific discursive productions that require intellectual operations with a
high level of abstraction (Carlino, 2005). However, this type of reading is not always
accessible to first-year university students, who are not very accustomed to these dis-
cursive and rhetorical forms (Camps & Castell6, 2013). As Ramos et al. (2017) point out,
we are facing a university generation and a level of complexity in reading that requires
working on new skills such as argumentation or information analysis, in order to be
able to cope with the work of written productions.

Although female’s approach to reading had been denied, establishing a merely mas-
culine cultural and intellectual code, reading is now recognized as a means of empow-
ering female through the use and production of manuscripts with a strong reactionary
connotation (Tsuchiya, 2008). Similarly, reading also contributes to children construct-
ing their understanding of the world and gender socialization, knowing that the most
significant roles identified in stories are associated with care-reproduction in females,
and dominance-strength in male (Ros-Garcia, 2012). The fear of fostering critical think-
ing in females, which could awaken the questioning of the masculinized model of pa-
triarchy, has now been abrogated by the dizzying increase in the level of education
and reading habits of females (Espejo, 2019). But what is disconcerting is not the fact
that the fracture of literary invisibility has been evidenced by a considerable increase
in the female presence in literary production, but “that the incipient incorporation of
females into the literary system is a reason for distorting the figures and there is talk
of aboom when in reality female’s production does not exceed 30% (Spanish case) and
15% (Basque case) (Lasarte, 2013).

From the questioning of gender as a differential factor in the reading habits of ESO
(Compulsory Secondary Education) students, Mufioz and Hernandez-Prados (2011)
concluded that in general, young people read little, although gender has a significant
influence in favor of girls in the motives, frequency, preference and tastes for reading.
In contrast, boys and girls have similar motivational beliefs regarding the competence
and value associated with school reading (Pagani et al., 2010), and the slight differenc-
es diminish as schooling progresses (Wolters et al., 2014).

Regarding reading frequency, Neira (2015) argues that while 69% of males read fre-
quently on a weekly basis, 86% of females are frequent readers. This fact is highlighted
by Gutiérrez (2013), who classifies reading as a feminized activity since females are
three times more frequent readers than males. This situation can also be seen when
calculating the minutes spent per day, as females spend an average of 36 minutes
reading, which is considerably more than the 14 minutes associated with males (Rojo
etal., 2017).

In terms of reading preferences, female students aged from 12 to 16 tend to opt for
books and magazines as opposed to reading newspapers or comics, which is more
common among male students (Ambrés & Ramos, 2018). Along the same direction,
Lasarte (2013) recognizes the “feminization of the reading habit” as the preference
shown by young females and girls towards reading works written and illustrated by
females, with female protagonists, as well as a feminization of the themes. In contrast,
Valdés (2013) finds no significant differences between males and females in terms of
reading tastes, perception of the reader or time spent reading.

With growth and maturity, preferences for dedication of free time are consolidated
or abandoned depending on the levels of satisfaction and enjoyment they promote.
In relation to reading as a leisure activity, Caballo et al. (2017) find that nearly 70% of
females choose reading as one of their leisure time priorities, compared to almost
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40% of males, who are more likely to choose sports activities. The same occurs at
younger ages, with 36.5% of girls considering reading as one of their favorite activities
compared to 25% of boys (Neira, 2015). All this leads to the recognition of reading as
an activity more closely associated with female’s leisure profiles, despite the low use of
reading among both boys and girls, finding that 90% of both sexes never read with a
weekly frequency (Fraguela-Vale et al., 2016).

Finally, the gender perspective in relation to digital reading has been studied by Wang
et al. (2016), showing that males subjects had a greater mastery of reading using mo-
bile technology compared to females. Likewise, the use of the Kahoot! tool in English
reading class led Taiwanese university students to report learning in a more efficiently
and fun, feeling more motivated to learn, although without statistically significant dif-
ferences based on gender (Chiang, 2020). Another clear example occurs with the use
of digital newspapers, as 62.75% of males users read online newspapers compared
to 37.25% of females, highlighting a digitized reading profile in males compared to
females (Anderson et al., 2010).

The gender differentiation in reading habits evidenced in previous studies leads us to
ask ourselves: Are there gender differences in the reading preferences of Social Edu-
cation bachelor’s degree students? The choice of the degree in Social Education was
motivated by the profile of this student body, highly sensitive to sociocultural issues,
and with specific training in inequality and gender within the subjects studied in the
degree.

Based on the above, the aim of this study is to analyze the relationship between cer-
tain socio-demographic and educational variables with the level of reading habits of
university students, as a function of gender. According to the review of the scientific
evidence in the area, the starting hypothesis is that there is a difference in reading hab-
its according to gender: 1) The types of reading are related to gender, so that males
read more newspapers and comics, and females read more books and magazines; 2)
Leisure reading is associated with gender, with females reading more frequently than
males; and 3) The peer group is a variable related to gender, encouraging reading
more in females than in males.

Methodology

Sample

The sample, selected by incidental sampling, consisted of 227 university students
(20.7% male; 79.3% female) of the bachelor’s degree in Social Education (34.8% first
year; 29.1% second year; 36.1% third year), aged between 18 and 55 years (M = 22.20
years; SD = 4.367). Of the 65 municipalities of origin, Murcia was the city with the high-
est frequency of students (28.2%), followed by Cartagena (4.8%) and Molina de Segura
(4.4%), of whom studied secondary education in schools of different types (2.2% pri-
vate; 12.3% private-subsidized; 84.6% public).

Design

For the present study, an ex post facto design was planned, specifically a prospective
single-group design, in which the relationship between the reading preferences and
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habits of university students of Social Education and their gender was measured. This
type of design allows the researcher to approach the study of certain problems which,
due to their complexity, could not be approached using other methods, while at the
same time possessing greater external validity (Ledn & Montero, 2003).

Procedure

Although it is true that universities have telematics applications that allow students to
complete surveys without the need to be present and use pencil and paper, previous
experience has shown that there is greater participation when the instruments are
applied during class time in the corresponding classroom. Therefore, after obtaining
the approval of the Ethics Commission of the Murcia University, the collaboration of at
least one teacher per group and course was requested to ensure greater participation.
Since the questionnaire was provided during the months of April and May, second se-
mester subjects were used. Before the questionnaire was handed out, all participants
were informed of the importance of answering honestly, as the process is completely
anonymous, and of their commitment to the research as part of the university commu-
nity. A standardized procedure was used to ensure that the instructions were the same
for all participants. Prior to completing the booklet, the students voluntarily signed
their collaboration in the study, as the students were of legal age, informed consent
from their families was not required

Instruments

In order to measure the variables under study, the students were administered a
specifically designed questionnaire for this research, which was submitted to the
judgement of fourteen experts, who assessed its relevance, suitability and clarity. This
instrument contemplates, on one hand, socio-demographic data, and on the other
hand the reading habits of the participants through eight items measuring three di-
mensions (Table 1).

Data analysis

All statistical analyses were carried out with the IMB SPSS program, version 22.0 for
the Windows operating system. An initial description of the variables under study was
carried out, for which descriptive statistics (mean and standard deviation) and fre-
quencies were calculated. Prior to the contrast of means, the assumptions of normal-
ity of the dependent variables of the study were checked, performing non-parametric
tests: Pearson’s y2 and contingency tables for the contrast of hypotheses on the rela-
tionship between variables, and Mann-Whitney U for the contrast of hypotheses on
the difference of means between groups.
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Table 1

Questionnaire dimensions and items

Block Items Answer
Gender Male; Female
Age Numerical open response
Course 1st; 2nd; 3rd
place of origin Open written response
Variables i
Partner- Nature of the educational

demographic

center

Mode of access to the degree

Studies of fathers and mothers

Private; Concerted; Public

Baccalaureate; Higher education training
cycle; Selectivity (over 25 years old; over
40 years old); University degree

Without studies; primaries; secondaries;
university students

1
Dedication to

Reading of different media:
newspapers, books, e-books,
magazines and comics

Number of books read last year

Likert scale 1-5 (Not at all, very little,
somewhat, quite a bit and a lot)

None; Between 1 and 5; Between 6 and
10; Between 11 and 15; more than 15

reading
Free time reading frequency: Likert scale 1-5 (Not at all, very little,
weekdays, weekends and . :
- somewhat, quite a bit and a lot)
holidays
Number of books at home None; Between 1 and 20; Between 21 and
I 100; Between 101 and 500; More than 500
Books at
home Number of books purchased in  None; Between 1 and 5; Between 6 and
the last year 10; Between 11 and 15; more than 15
Promoting learning,
- imagination, expression,
?gridplggence satisfaction and vocabulary Likert scale 1-5 (Not at all, very little,
and reading Agents promoting reading: somewhat, quite a lot and a lot).
promotion Compulsory school stage,

university, family and friends
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Analysis and Results

Types of readings by gender

Table 2, in addition to the frequency and percentages of reading types based on time
spent and gender, shows, at the 99% confidence level, that the variables newspaper
reading (Pearson’s x°, = 18.20, p < .001; Cramer’s V =. 28, p <.001) and comic book
reading (Pearson’s y*, = 22.67, p <.001; Cramer’s V= .32, p <.001) are associated with
gender, showing a moderate effect size in both relationships (r,, = .28, and r,, = .32)
(Rosenthal, 1991). For the remaining types of readings, no statistically significant dif-
ferences were detected in the relationship with the gender variable.

After contrasting means, as shown in Table 3, male were more frequent readers of
newspapers than female, with statistically significant differences being detected (U =
2667, p <.001), a fact also observed in the reading of comics (U =-3083, p <.001). The
trend was reversed for the other types of reading, as books, magazines and e-books
were the types of reading preferred by female, with statistically significant differences
between the mean scores of male and female and the reading of books (U = 3220.5, p
<.01) and magazines (U = 3328, p <.05).

Books in the household, and books purchased and books read in the last
year by gender.

Although male university students live in households with more books than female
university students, it was female who bought and read more books in the last year
(Table 4). However, it cannot be said that the number of books in the household (Pear-
son’s x*, = 4.38, p>.05; Cramer's V=14, p >.05), books bought in the last year (Pear-
son'S)(Z(4)= 2.48, p>.05; Cramer's V=.11, p>.05) and number of books read in the last
year (Pearson's y*, = 1.21, p > .05; Cramer’s V = .73, p > .05) are variables related to
participants’ gender.

Results were similar after contrasting means between males and females. Although
male participants reported a higher number of books in their households than fe-
males (U = 3992, p >.05), females reported higher book purchases (U = 3702, p > .05)
and read more books in the last year (U = 3880, p >.05), with no statistical difference
in either case.

Leisure time reading by gender

Table 5 shows the frequency and percentage of the variable Reading in leisure time,
according to the time spent and gender of the participants, showing that female read
more in leisure time than male. It is affirmed (at 99% confidence level) that leisure
reading (Pearson's x*, = 12.52, p <.05; Cramer’s V = .24, p <.05) is related to partici-
pants’ gender, with a moderate effect size value (r,, =.24). However, weekday readings
(Pearson’s y*, = 2.62, p > .05; Cramer’s V= .11, p > .05) and weekend readings (Pear-
son'sX2(4)= 6.13, p > .05; Cramer’s V= .16, p > .05), were not variables associated with
gender.
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Table 3
Descriptive statistics and average ranges of the types of reading according to gender

Newspapers Books ebooks Journals Comics
Male 3.21(1.00) 2.77(1.17)  1.87(1.06)  2.32(1.09) 1.98(1.29)
M(SD)
Female 2.51(1.07) 3.26(1.09)  2.07(1.31)  2.76(1.13) 1.33(.71)
Average Male 147.26%** 92.52** 109.63 94.81* 138.40%**

ranges Female  105.32%%*  119.671%* 115.14 119.01%  107.63***
Note. ***p <.001; **p <.01; *p < .05

Table 4

Frequency and percentages of the number of books in the home and number of books read
in the last year according to gender

None Between Between Between More
1-20 21-100 101-500 than 500
Booksin  Male 0(0%) 8(17%) 22(46.8%) 16(34%) 1(2.1%)
thehome  pornaie  0(0%) 32(17.8%)  98(54.4%) 38(21.1%)  12(6.7%)
Between More
None Between 1-5 Between 6-10 1115 than 15
purchased Male 8(17%) 27(57.4%) 9(19.1%) 2(4.3%) 1(2.1%)
books Female  22(12.2%) 95(52.8%) 41(22.8%) 10(5.6%) 12(6.7%)
Read Male 4(8.5%) 34(72.3%) 5(10.6%) 3(6.4%) 1(2.1%)
books Female  11(6.1%)  122(67.8%)  27(15%) 14(7.8%) 6(3.3%)
Note. n(%)
Table 5

Frequency and percentages of reading in free time according to time spent and gender

Any Very little  Something Quite Much

Male 9(19.1%) 16(34%) 19(40.4%) 3(6.3%) 0(0%)
Weekday

Female  32(17.8%)  56(31.1%)  65(36.1%)  24(13.3%) 3(1.7%)

Male 14(29.8%) 9(19.1%) 18(39.3%) 5(10.6%) 1(2.1%)
Weekends

Female  32(17.8%)  48(26.7%)  57(31.7%)  35(19.4%) 8(4.4%)

Male 13(27.4%*  7(14.9%)*  10(21.3%)*  10(21.3%)*  7(14.9%)*
Holidays

Female 18(10%)* 18(10%)*  43(23.9%)*  52(28.9%)*  49(27.2%)*
Note. n(%); *p < .05
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After contrasting means, the average ranges (Table 6) confirmed the trend described
in the previous data. Females were the most assiduous readers during all leisure time:
on holidays (U =3019.50, p <.01), on weekdays (U = 3888.50, p >.05) and on weekends
(U=3629.50, p >.05).

Table 6
Descriptive statistics and average ranges of leisure time reading according to gender

Weekday Weekends Holidays
Male 2.34(.87) 2.36(1.09) 2.81(1.44)
M(SD)
Female 2.50(.99) 2.66(1.11) 3.53(1.27)
Male 106.73 101.22 88.24**
Average ranges
Female 115.90 117.34 120.73**

Note. **p <.01

Reading literacy by gender

As Table 7 shows, it can be stated (at 99% confidence level) that the category It helps
me to imagine things (Pearson’s y*, = 12.18, p <.05; Cramer’s V= .23, p <.05) is related
to the gender of the participants, with a moderate effect size value (r,, = .23). For the
other categories of reading competence (I learn a lot from reading: Pearson’s x° , =
3.29, p>.05; Cramer's V=.12, p >.05; It helps me express myself better: Pearson's y* , =
2.05, p>.05; Cramer's V=.10, p >.05; Reading makes me feel good, males and females
obtained the highest percentage in the rating quite a lot: Pearson’s y°, = 6. 82, p>.05;
Cramer's V = .17, p > .05; and Reading makes me know what the words mean: Pear-
son’s x*, = .58, p >.05; Cramer’s V= .05, p >.05), no statistically significant differences
were detected in the relationship with the gender variable.

The mean ranks for all categories showed a majority trend for females over males
(Table 8). For female, reading helps them to imagine things (U = 3096.50, p < .05) and
makes them feel good (U = 3476, p <.05), more so than male, with statistically signifi-
cant differences in both cases. This trend of higher mean ranks in females was main-
tained in all categories: with valuing reading as an aid to learning (U = 3740, p > .05),
helps to express oneself better (U =3896.50, p >.05) and with reading I know what the
words mean (U = 4118, p > .05), although no statistically significant differences were
observed.

Agents of reading promotion according to gender

Table 9 shows that all categories of the variable Reading encouragement (at compul-
sory stage: Pearson’s x* , =.76, p>.05; Cramer’s V=06, p > .05; at university: Pearson'’s
)(2(4)= .92, p >. 05; Cramer's V= .06, p > .05; in the family: Pearson’s y P 2.82, p>.05;
Cramer’s V=11, p>.05; and in the group of friends: Pearson’s y* = 6.00, p > .05; Cra-
mer's V=.16, p > .05), were not variables associated with gender.
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Table 8

Descriptive statistics and average ranges of the degree of achievement of reading compe-

tence according to gender

Ilearn Iimagine Express I feel Words
M(SD) Male 3.66(1.01) 3.81(.97) 4.15(.83) 3.70(1.14) 3.87(.95)
Female 4.24(.86) 4.24(.86)  4.27(.82) 4.07(.98) 3.94(.85)
Average Male 102.81 89.88* 105.33 97.96* 111.62
ranges
Female 116.92 120.30* 116.26 118.19* 114.62
Note. *p < .05
Table 9

Frequency and percentages of reading promotion from different instances based on the
assessment of the participants and gender

Any Very little  Something Quite Much

Compulsory  Male 3(6.4%) 17(36.2%) 3(6.4%) 17(36.2%) 7(14.9%)
stage Female 11(6.1%) 55(30.6%) 16(8.9%) 71(39.4%) 27(15%)
College Male 2(4.5%) 16(34%) 4(8.5%) 19(40.4%) 6(12.8%)

Female 9(5%) 53(29.4%)  23(12.8%)  74(41.1%)  21(11.7%)
Family Male 9(19.1%) 13(27.7%) 5(10.6%) 14(29.8%) 6(12.8%)

Female 21(11.7%) 45(25%) 16(8.9%) 68(37.8%)  30(16.7%)
Friends Male 16(34%) 20(42.6%) 3(6.4%) 6(12.8%) 2(4.3%)

Female 39(21.7%)  70(38.9%) 14(7.8%) 50(27.8%) 7(3.9%)

Note. n(%)

The mean ranks of all categories showed a majority tendency for females over males
(Table 10). In contrast to the previous data, after contrasting means, statistically sig-
nificant differences were detected between the mean rank of males and females and
the variable Encouragement to read from the group of friends (U = 3381, p <.05). In
the other categories (Compulsory stage: U = 4056, p >.05; University: U= 4206, p > .05;
and Family: U = 3644, p > .05), no statistically significant differences were observed
between the mean rank of males and females, as occurred in the relationship between

variables (see Table 8).
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Table 10
Descriptive statistics and average ranges of reading promotion according to gender

Compulsory College Family Friends
stage
M(SD) Male 3.17(1.26) 3.23(1.18) 2.89(1.37) 2.11(1.15)
Female 3.27(1.22) 3.25(1.15) 3.23(1.31) 2.53(1.22)
Average ranges Male 110.30 113.49 101.53 95.94*
Female 114.97 114.13 117.26 118.72*

Note. *p < .05

Discussion and Conclusions

The aim of this study was to analyze the relationship between certain socio-demo-
graphic and educational variables and the level of reading habits of university stu-
dents according to gender. The results obtained confirm the initial hypothesis that
there is a difference in reading habits according to gender.

In detail, it was expected that the variable type of reading would be related to gender,
with male reading more newspapers and comics, and female reading more books and
magazines. In light of the results obtained, the first hypothesis was confirmed, coin-
ciding with works such as that of Mufioz and Hernandez (2011), who observed that the
female population was more assiduous in the consumption of books and magazines of
an amorous or dramatic nature, while boys were less interested in this type of reading,
preferring comics or newspapers.

Likewise, reading in digital format (e-book) was not a variable related to the gender
of the participants, in addition to being the fourth most preferred format for reading
despite it is associated with reading comprehension and long-term textual memory
(Soria-Andurell, 2015). In this regard, Okagbue et al. (2020) found that the gender
of Nigerian secondary school and university students was not a variable associated
with content preferences in reading and study. On his hand, Alamri (2019) recorded
that American college students preferred reading in print versus electronic texts, find-
ing statistically significant differences based on gender, with females reporting better
understanding of text content than males when reading print text. The results also
revealed that students preferred to use electronic devices for personal rather than
academic uses. In the present research, regarding the frequency of reading electronic
media, 8.5% of males and 16.7% of females reported reading a lot and quite a lot on
electronic media, 42.5% of males and 33.9% of females somewhat and very little, and
48.9% of males and 49.4% of females not at all. Similar results are reported by Elche
and Yubero (2019), who found that 39.1% of Spanish university students read digitally
every day, half of them read once a month or a week, and 9.6% never read digitally.

Another interesting aspect of this research consisted in identifying the presence of
reading as a leisure activity in students according to their gender. Likewise, the second
hypothesis was confirmed, since reading on vacation was associated with gender, so
that female read more in this period, with statistical differentiation, coinciding with
previous studies (Fraguela-Vale, Pose-Porto, & Varela-Garrote, 2016; Yubero, Larrafia-
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ga, & Pires, 2014). Vacation time is considered key to gender differentiation in read-
ing since, in line with the vacation leisure profiles established by Neira (2015), female
show more predilection for reading than male in non-working periods such as sum-
mer or Christmas.

It was also found that the number of books in the household, as well as books pur-
chased and books read in the last year, were not related to the gender of the university
students. However, the number of books read and purchased in the last year was high-
er for female than for male. Numerous studies conclude that reading is a female-dom-
inated activity (Clark, 2011; Marinak & Gambrell, 2010). More recently, McGeown and
Warhurst (2019) found that it was not gender that was the strongest predictor of
reading frequency, but gender identification, with children who identified with female
traits reading more than those who identified with male traits. A look at similar stud-
ies highlights the greater predisposition and willingness of females towards reading,
which contributes to their better academic performance (Mendoza et al., 2014).

In addition, the results showed that fostering imagination and feeling good about
reading were abilities reported more highly by female, with statistical differentiation.
There were no statistically significant differences in the relationship of the gender
variable with increasing vocabulary or improving expression from reading. Therefore,
being a boy or a girl does not seem to be a conditioning factor with respect to read-
ing-related abilities such as expression or lexical skills, thus banishing several of the
ideals that place biological condition as a cause of differences in these cognitive pre-
cepts of reading (Hyde, 2016). In contrast, the relevance and potential of reading for
personal construction, imagination and satisfaction are reinforced in female, in line
with the results of Rovira and Lépez (2017). However, the results of previous literature
are based on subjective measurement systems that make it impossible to generalize
the finding, which highlights the need to design studies based on objective and rigor-
ous measurement systems.

Finally, it was expected peer group to be a gender-related variable encouraging read-
ing more in female than in male. This fact was also confirmed. Several studies (Arévalo
et al., 2017; Miranda, 2019) have shown the relevance of the peer group as a means
of influence for the maturation processes of children and adolescents, as it is also the
case with reading. Reading activity as a leisure profile depends on personal tastes or
preferences and is conditioned by the experiences and time shared with the members
of the social cohort of reference: friends, a conditioning factor for the development
of beneficial or harmful leisure behaviours (Sanchez-Rodriguez et al., 2015). In the
present study, higher ratings were recorded in the group of female in terms of the
promotion of reading by the group of friends, with statistical significance. In this line,
and as Ruiz et al. (2013) point out, female have better sociability skills compared to
boys with more superficial social relationships, giving these interactions greater valid-
ity and importance in terms of influencing the promotion of reading.

As most of the research (Caride et al., 2018; Marquez, 2017) announces, despite ad-
ministrative attempts to encourage and promote the taste and habit of reading, this
continues to be a pending issue, a challenge to achieve.. Hence the need to work on
and research the reading habit at an advanced age, in university contexts and in dif-
ferent degrees or qualifications. Therefore, in order to contribute to developing the
habit of reading in the student community, regardless of the educational level at which
it is found, it is necessary to break with the traditional teaching model, in favour of
the creation of a new system that connects language, culture and ethics (Romero et
al., 2017). Likewise, given that in this study we have focused on the reading habit,
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in the near future we plan to explore the relationship between reading and writing,
following the line developed by Petersen (2018), who found notable differences in
reading, but, above all, in the writing process, which translate into greater justified
verbal performance. In addition, the development of the left hemisphere, where the
language area is located, is more slowed down in boys compared to girls (Miller &
Halpern, 2014). On the other hand, one of the limitations of the present study lies
in the numerical disparity with respect to gender (20.7% male; 79.3% female), which
may affect the results obtained, which should be interpreted taking these differences
into account. For this reason, further research on reading and writing, but with a more
homogeneous sample with respect to gender, is emerging as a line for future studies.

However, the meta-analysis work by Voyer and Doyle (2012) has not been able to sup-
port this claim of verbal performance and gender in relation to brain lateralization.
In this regard, Hyde (2016) argues that this differentiation as psychological research
stereotypes from 20th century, which has little validity, finding that 80% of the cor-
relations of the different reading and gender research found little or no effect size.
According to the above, the challenge is not only to promote the necessary measures
to encourage reading, some of which have been pointed out by Mufioz and Hernandez
(2011), but also to encourage literary creation and composition in the female sector.
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Resumen

Bajo la guia de la teoria del analisis de necesidades, centrandose en la necesidad de apertu-
ra de Lexicologia del espafiol, la asignacién del curso curricular, el contenido curricular y los
recursos didacticos, etc., haremos encuestas en linea a los estudiantes de afio 2016y 2017
del Departamento de Espafiol de la Universidad de Estudios Internacionales de Sichuan
(SISU) con el fin de conocer las opiniones y sugerencias de los estudiantes del espafiol
sobre la apertura de la asignatura de Lexicologia y proporcionar ideas sobre la ensefianza
del Iéxico y la planificacién curricular.

Palabras clave: espafiol, lexicologia, andlisis de necesidades, ensefianza del espafiol,
construccion de cursos.

Abstract

Under the guidance of the theory of needs analysis, focusing on the necessity of the lexicol-
ogy courses in Spanish, the allocation of curriculum term, the curriculum content and the
teaching resources, etc.. this paper has made a net questionnaire survey on the third-year
students of Grade 2016 and 2017 in Spanish Department of Sichuan International Studies
University (SISU) in order to learn the opinions and suggestions of the students majoring in
Spanish on opening the lexicology courses and to provide the ideas for vocabulary teaching
and curriculum planning.

Keywords: Spanish, lexicology, needs analysis, Spanish teaching, course construction.

BE

A UTRDITIEIRNIES, BEASA T B L FRENMNEN  RIEFHDECOR
BRABRHFRRELDHE, WO SNEEARFEITFERLO LTRR=RFERTT
WD) EEE, §F 7 HEIET W FEXNTHRRILFRENE M EIN MRLEFLL
RORFEARIFR R

K R) FRUESE, LS, RO, I BT, RI2Ri%.

AHHOTaUMSA

[laHHas cTaTbs HanKWcaHa Ha OCHOBe TeOPUM aHan3a NOTPeBHOCTelA, nocne Yero 6bin Npo-
Be/leH OHNaliH-0MpoC CPeAm CTYAEeHTOB MAaALLINX KypcoB 16 1 17 KNnaccoB MCMaHCKOro oT-
Aenenms Cbl4yaHbCKOro yHMBEpCUTeTa MeXyHapoAHbIX UCCNe0BaHNI, B X04e KOTOPOro
6bIM PacCMOTPEHbI HEKOTOPbIE aCneKkTbl Havana Kypca UCNaHCKoi 1eKCUKOAOrK, Takune
Kak HeobxoAMMOCTb Kypca, pacnpejeneHrie ceMecTpoB, COoAepXkaHue Kypca u yuebHble
maTepuansl. Lienb JaHHOI CTaTby - BbISICHUTb B3MNISALI U MPeANOXEHNS CTYAEHTOB, N3yya-
IOLLMX MCMAHCKUIA A3bIK, OTHOCUTEIbHO Hayana Kypca UCNaHCKOV IeKCMKOIOrnK, a Takxe
NPeAnoXuTb naen Ans NpenojasaHuns U N1aHNPOBAHNS y4e6HON MPorpaMmbi.

KntoueBble C10Ba: MCMAHCKWIA 3bIK, NEKCUKONOTUS, aHaIN3 I'IOTpE6HOCTeI7I, npenojaBaHune
MCMaHCKOro A3bika, NOCTpOEHME Kypca.
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WLESTESEIBREAFEERENMI, ERNLXZHSRIZET WHED
HMEM T W AR ERIYFIR T ICF SICAERBIRIZE, AR EBYL B AR
TAERFFIRSIECFARRBIRE, MEFANVES T HRAU T ET W AFBFH
BrH(EFEZRARTIEL WS FREAN) (XSRS ERAN))HNER, TEM
BFRRORIENTF S EX X RIENBIHET T T HIRER.

BRIEEAX T AREDCEFAAMEES IR FRIZVRIREL TRERME,
BRANRZ 251, AMREZSREARMBRNAFIREZNECFERICIRIE, WK
FEBOBERIR. 53R EANFFRERHT, B USRS MHRIEE X R N E,.
I, WEFE S EN—T RIDRIEN IR B FBY EEE,

—KE— RIERIE, BN R IRIZRRMVEM HERF LRI BRME——A RS
ERAIER L FEIEHNEM B (BB FS0), kB EIZ220124, 2 [FEH
TEMEAM LR, BPRREIFDCZAIECIEREEEH—F B, FE2ME 58
Bt Alt, AIIFFERCFHEMRIRER B AR AN, BEX T ZEMREIR
FEAXPRITETMENIE, MBRHREATRIRHMRFNAXHER, RIEATE
BRIRBRIGHINZ O AMIE R EHE AN BRET UL R BTN A E, R
DOWFIE BT L BISKIED T (521, Y878, 2019:109), BT I, EAHA
Hi2H, ZRFIFERHFHTA, HATLU2016F02017RA=MNZEAAFTIR, KU
‘FTROMIBIENIES, RRWPESRART BT L HRZRENCE T,

S

TR (Needs  Analysis) B _EHEZET0FAFFIGTEIMERF LU IR EM, %
BitRis@dAE R MENRESEFRIIRFBRORANS % RONBATE
JRBZIE (ESP), [ERMI 2R AR REBARIES T P Johns (1991)
IABROMTBRZIRITE—L, ANER LUAPE ESRIERITESIRHEEN
MABR M AMES—IRNE, FROIMERETESKI IR IE T i
MR A RER D, At AR EEET “BE2" MEE R BEFER S XN RS
I 123U FENRAR TR L F SR IRENE@HTT T IEE, 57E 7 #HA
BEUR=MFENTHRBILCFRENEEZNRI, RESEHFENECFE
RIEF I T/RAVHMERNME, MTAIRICEF URIRIZEM IR HEE R, Bt L 1%1%
RIENFE SRR,

BWERE

BETAMASEH

AR RKAEEBITHITH RISE" WEERIPERE(RFEATERR T
SELFRARFERCFRIZAF) NIFEE TR, BE5HIT 1087, fikeiEAn
IHAAEFM AL, RS T, X IMAET B EMHME R FER R, R
FABREERDMIFRE BN R E I HREEER ) B 8 58 H % 2 A
HEHM REEIWERIRIEHIT123M0,

EEWNR
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BRSNAREEEHNFEIRBNISNEERFESIES XU FHRAEES
Ab, EREIE 598 16 A =ZERFE (HRIZNAIERFE)M64Z 1TRR=TER
P4, BEAX FREFEF S AIEREIYN3E, B tbH15920: 103, EFEMIMENEE
NEMNREETEERR . —BRRNBIAF — ZFLEMNENF G, KEHF
EEENAEIFERLCHE 7T —ENRENINR, AET I8 SHFIMINAE
5%, B LA CFRIZBI IR S S ML BIF RF AR, ——RANEZEREITEAR=—
BENFID, EEE TN BIRFESARIRAS FEER T —LEANHIITE
BEFERHIR, ARITANSEEXLENIR S, FERBN 2 FICF RS
HHEBRASIERERNEE,

HZR5191E

RSB

BRABET L RATRKRTIST SHCEAXIRE, ERFZH(TET EMAERE,
UG, B3R, I D5 R IEN S B E0 e 2 5 D B SR 2B AT 7 #f, MR1
R LUE W, P FAERIAN AR B R gF BxHa LN E S BPrEsEh, 816
FHFANTR D BIMNE27.12%F135.94% 9 F EINAEIEE AEER, it FEHMF 44X
NE—EEED, 16517455 R H 11.86%F110.94%0IF AN A EEBI—A% ; 1ESh,
‘i RN A O FE LRI R ARIRICIE ISR (préstamos linglisticos)
< >)1B (unidades fraseoldgicas) . —3A1% X 582 (polisemia y metéfora) &, 164
(74.58%) F117R (60.98%) 73 3 E T F EH P EX ERIBICRRIAE (¥ KR2)
o ALEFATRT LUSHD, AR B RIPAA SN E MRIERANFEERRIDLE —EN
8, BAEENIALEE— M RALEMIMNRM T, XU EFEFRLBERR
MEEE ISR FIRENRE,

®1.
16K 1TR B L FETARMN B FFIORET B L I R EN AT

EETHE B—TENTHE TKT e TR
174k7IE 0 0% 10 15.63% 15 23.44% 39 60.98%
®2.
16 ITRAB T FETECFE AR T RIEENRATER

BIEEARBIEE) B—EBIEED FEEN—MR SRR
164R7E1E | 16 27.12% 36 61.02% 7 11.86% O 0%
174R7FEIE 23 35.94% 34 53.13% 7 1094% 0 0%
3.

16RAITRFE T L F AN R ERCFRIEVBEENEEER
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FEEVE A vE BUE TERVE

162Kk P515

174RPE1E 42 65.63% 15 2344% 7 1094% 0 0%

BERESREELRN, 25 EAENI6RMITRIITI23B2FEIANNELEFGIEL
FXINRE, ERIANFEERENERENENFEASAL06%, 52 A
86.18%, ¥ &3, U LHUE RS FRFETLI =FEEGNANTEFEIEEEL
BERNEIINARFIELFER, SEN, B EREET Rep0e L FRIZ6E
BIEEF IENA B CFRERRCHIRNSG SN AET.

RIEFHADEC

WERAPRTR, LR ZHMFEEHMB FAER =X —FFF A CFRIE, HPI ¥
(164K, 86.44%; 174k, 671.19%)NF A EIN AR TR FEIFR L IF A IDLFR
ZEBF g £EH— T EEN 7 FEFIBIENRE, AMFENNEE
FEERFUTLRL) MTBARNA=Z LZRELAEE T EIEMNEE B EFEMA]
IREXIACE T —EREMN TR, KN RAMF I CEEMNFSEMESEIM
TR, EReEOEF) IR BIET U/ \FE R DELEE RN TIFLIEF;2) &
AL ENMNF S EER 8] R EUE R, AN K= _ R HARIE B850 58
A(tean, AU ET WIRE RN E STRB A E R, RO E), A ="TFHIH
ANFHRZHFERETR AW R B IEEF T NEFFBED L, T
RO EOMBNEIDCENFESFR L, IR, FENFIRLCFRIE
MR EEYIRE B EBINAX IRIZAS FTEM™ M AriBE"AER, FEM
RO D ARKMRNAEE R, REDEFENRATESERFHFINADCFR
=

MEIMBEE R, ZRIEERNGIRLCFSIEXM T I 5 M RIIRIZERBE RIS
FR(FEBIFR)HITHIR, SFNIRENI6FH, BIGHRFHN1-2DFH(M
BMFEREMBRME), BFN2—HH, &3 T BIMEEMMBRNFIE, =F
R FE( NEHNSRIE S F IR AENIF B, 5 — A E, BIEEE T (SERARN)
MEMERECFRIZNRE, B, (8FERARNE VTR E AL PIEIR
12, FRgFHEIRINI-258, B 8T 92, Xk (2011:51) 4T T 2ER1IPAERBIETE
[EBH T INNEIL  16FRBe R RIEARI L W R ZEMBIAIEHRIZIREESFR (K
=8 EAM) Fig, MEEMM R IRBIBARE 5P, Bt ORI L FXEE
WHRREIEEREGRRNIRE R HHE S FRER RS, EEEEEREM ETHDFR
R FRIE TR ERMMNER, NA 5 ERZRENKAENEE A X, BIFRE
RE@E IR F S RIESMEHFE (XJH, 2011:51) . F74840 (2011) £
7B B Z R RIERICEERGE, WA ZHER—RRGCFRIEFR
ER=FRFE—FH,

=4,
16 TR AER WEWN FIRIEFFSNENERNIAETESR
REIFREIFH RFZFREIFH KEPIUELRE 1 HA
174k7E1E 43 67.19% 13 20.31% 8 12.5%
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RIEAE

AT BEFHIRITIRIEAIAR, BEDFIRE T “HBEERERLFR EFEPLEN
IR7H “TEFRIES S SR ITUsE O R IR, LS i LA s B BRI 2
I, EF R RIERA MG F LT RN K EH NN, TRFENDCFATH
BN FICEFRFEXRERE, NFERIFRE A, EBEFEEROREEME
&, S TFRIRABNRMEINRNERL, BREEABTEEBRS MBI,

B, WF16RBF AR, 93. 220N FEEALEETRE EF S EWA ERFME
FefE AR IREEIRE, X— RO E TRCER. JEBEFMRE ZEIRMENEER
M, X —EIEELTRFE S EREZES4.38%; B, 1640 FEHHI1.53%MF4ETA
NIBY KEALENHERIEBEEN, X—o kT @A L L EBEIE
S FIRCENEER N, MIELTRFEF84.38%BFEAE T I 5 ItbERS, Fi)
AN ERXRERZENEZBRATSEIFEZENZEIIR, “NREE2E"
FMBMES T Bl ASBE R KPR F £ F INES IR AR Bal, A%
FAAEERENMARBRICEENA R, XMAARESZE Tl FEIRAH
EX—R, IR A ENERHIC IR G, BR, 16RFEFRET74.58%NF 5%
XPIERF IR, MX—EIRTELTRFEF EART87.5%, HIBANIEIRFER
SIEMMUEEBRE B FE T R LA RN EMA B EF E BTt T AR5
EENFASE, &G T FEHNBAZFRRNLINZENTESE, RAKBEEFI A
HIPEN BB IR, ME/ MERFEFEIRM, HE NI EFEEFEANED B ST
Rt BEE, A ITANESFEERE R —AEFEBHNZEIREN—E D
B RS FE R FEENAME D, TIRCFIRE L2 5B —F 2 #. 1£33
B, 16 FEFPEE T FHNEE(HEE62.71%) AN IEX—HNBIEEEHNE, M
WFITRNFE, X— b EIEZE51.56%, HATA X T EF E X FX—ikuthfl
ENRENRRTFEENFIAREX—ERINRE RS2 E B EMEELR K
Slo

FEEAMA, FAENIE B A EF Y THEF B SORET. JL T 1IBE I F AR,
HEFAIERIAUNS HETEMEXE AR S, 3#013R5

&5,
FAEREEMBNCFR LFRPLERNIFEER

MEIERM  SROCIZ8IE  TRSIEAN EERE Hit
BECGEAE  HELURY  ARERSHE  B—4Af
WAEERE KRR BREENX FH

AN

162k7E3E 55 93.22% 54  91.53% 44  7458% 37 62.71% 14 23.73%
174kPE1E 54 84.38% 54  8438% 56 87.5% 33 51.56% 7 10.94%

N TERIET S PRSI U IR RSB X — (R, (8] & 2 LA S TUA I AN A
TN EZ M [EWROFTT, L6RMITRFERBENESE RIRAE M XRRL
FAMNBAENROE. BANEERIEDCL RN, X—REEFHRE/EHIUN
B ER SFLI6RMITRZEMS, FENFEFFEIDCRFRIIEBIZ T750%, X
M—EREERBRTEZFEERREIFRAEENESEFAEINALE XN
TR, BR REFEREXNFRECHSIIFTHEBR, EP16RFERE
20.34%NZEFEFINFELFL, X—EELITRBEFES LRSS T, B
Bl 400 F £ IR, & /5, E “REIB/S BEE S MNE LIS X
—IEIH, MEFEHF AL TIFEZHER, RTINS ERES AR Z
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TIAZBUA A PRIETE A B IR S AR RE X EF B IR
MINZFLFIANED, MMIBEEIERE, 16RFEAEIINBIELHI(5EE64.41%) K
RETITRFE(HEE45.31%), XM MERIRE 16K FERBEML BB S
MHEEST1ITRF %,

b, HPANEESIEIED, BNRELT WFERTRZ SEHEEEREBER
RON=, MINBBMREEZEM, TFEPERFEOEEERECFEIHEA
BRI, AMA =W XA EECAIFRERK, A ELGRHFRBIREX—IFT
o, MR Z RO ERIEDEEY, 7] LISk E— LR T B LA FRNERERIR T H T
WA, HEFESRGREERHN ARG HR REFENBRKTERLFRYA
BENE, MR X XA A E, BRI T R TIEF S ERU M
WEmA T LB MM RE A5 AR B8 MNETIEMAEXRICZE, FERE
FIRETEL, RBAHHRESFIBENSZRUL S T ARERNES, TERRT
ERIABIFFARERBHFIRIT ZE R, BN AIREE A IRBIBTIE AH R &1L
FENERKER, Alt, £ERE, TRHEARERENM L, 5ISFERTERRE
SRXEANECER, “RAUGRNERALLE” R, A 2% ZEEE MR
HRBEERBURAHRRH T IMFBEABIASBFRE, ‘N TS
ERFRBRMNZEFTR=AAE" (T8, 2019), RRABELT L E T FEARER

Zo
6.
FARBAEMBDCFIR EFRPLERNIRFIBELS
ROEBANE 25580 &S 5HEEENET
PEESEN {RETIEAE X B91A:C
164kPaiE 57 96.61% 32 5424% 12 20.34% 38 64.41%
1747818 62 96.88% 38 59.38% 24 375% 29 45.31%
FEEY

EWERIMMEERES, FENNRIZRIQIRE 7S EFRIRINAIERR, Hf
REZFEHES M MRIRERKE, FENBNEZERESFRNBSMNRIEZR
XRDAHERET 1) ARRABTHE, FERER IRIEEREIES KSR
IR AR, WS FERTH T X IRIZRRE=R VIR E D it
ZMBONEREMF R EZMRIRR BB XI55 5 (51 X PR A9AEIT
Rz, BN ZHPRET WP ARV EEMA T BRI RIERZIRESE, HiH
RN SEERARS S, BERBEAGIETRENEEMALERIEA;2) EiR
IRV E, REFE(TER N ERRET— P ARIEIC AL B, B DUEECIRNR/ )
L S FE DA SR RIRIEA RN S AHITRIRBVHE,

%A

BT EXOM, BAIWSHINTEIL: 1) EREEM S E, BaiHE ERE—ABIEST
ERCFZ M, # EERZIEICHNIER RS B, AR IEIEXIE0EX
HENE2M, DS S N— LM £ 5 E BeMiEs, 2) ZEZRIANTIR
AIIFEDCE X IRERIFEELEN, BRSBFERETARMNERIFREL
PRSI FIRE; 3) FAEHEFEZRZ LEBFEIFLUT/LAEAS  S5)151H
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Abstract

Under the guidance of the theory of needs analysis, focusing on the necessity of the lexicol-
ogy courses in Spanish, the allocation of curriculum term, the curriculum content and the
teaching resources, etc.. this paper has made a net questionnaire survey on the third-year
students of Grade 2016 and 2017 in Spanish Department of Sichuan International Studies
University (SISU) in order to learn the opinions and suggestions of the students majoring in
Spanish on opening the lexicology courses and to provide the ideas for vocabulary teaching
and curriculum planning.

Keywords: Spanish, lexicology, needs analysis, Spanish teaching, course construction.

Resumen

Bajo la guia de la teoria del analisis de necesidades, centrandose en la necesidad de apertu-
ra de Lexicologia del espafiol, la asignacién del curso curricular, el contenido curricular y los
recursos didacticos, etc., haremos encuestas en linea a los estudiantes de afio 2016 y 2017
del Departamento de Espafiol de la Universidad de Estudios Internacionales de Sichuan
(SISU) con el fin de conocer las opiniones y sugerencias de los estudiantes del espafiol
sobre la apertura de la asignatura de Lexicologia y proporcionar ideas sobre la ensefianza
del Iéxico y la planificacion curricular.

Palabras clave: espafiol, lexicologia, analisis de necesidades, ensefianza del espafiol, cons-
truccion de cursos.

BE

A UTRDITIEIRNIES, BEASA T B L FRENMNEN  RIEFHDECOR
BRABRHFRRELDHE, WO SNEEARFEITFERLO LTRR=RFERTT
WD) EEE, §F 7 HEIET W FEXNTHRRILFRENE M EIN MRLEFLL
RORFEARIFR R

K R) FRUESE, LS, RO, I BT, RI2Ri%.

AHHOTaUMSA

[laHHas cTaTbs HanKWcaHa Ha OCHOBe TeOPUM aHan3a NOTPeBHOCTelA, nocne Yero 6bin Npo-
Be/leH OHNaliH-0MpoC CPeAm CTYAEeHTOB MAaALLINX KypcoB 16 1 17 KNnaccoB MCMaHCKOro oT-
Aenenms Cbl4yaHbCKOro yHMBEpCUTeTa MeXxyHapoAHbIX UCCNe0BaHNIA, B X04e KOTOPOro
6bIM PacCMOTPEHbI HEKOTOPbIE aCneKkTbl Havana Kypca UCNaHCKoi 1eKCUKOAOrK, Takune
Kak HeobxoAMMOCTb Kypca, pacnpejeneHrie ceMecTpoB, COoAepXkaHue Kypca u yuebHble
maTepuansl. Lienb JaHHOI CTaTby - BbISICHUTb B3MNISALI U MPeANOXEHNS CTYAEHTOB, N3yya-
IOLLMX MCMAHCKUIA A3bIK, OTHOCUTEIbHO Hayana Kypca UCNaHCKOV IeKCMKOIOrnK, a Takxe
NPeAnoXuTb naen Ans NpenojasaHuns U N1aHNPOBAHNS y4e6HON MPorpaMmbi.

KntoueBble C10Ba: MCMAHCKWIA 3bIK, NEKCUKONOTUS, aHaIN3 I'IOTpE6HOCTeI7I, npenojaBaHune
MCMaHCKOro A3bika, NOCTpOEHME Kypca.
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Introduction

Vocabulary plays an important role in second language acquisition. Most English ma-
jors and some other language majors in domestic universities offer courses related
to introduction to lexicology at the undergraduate level. However, there are no cours-
es related to lexicology in Spanish undergraduate major of our university. For this
reason, we combine the goal of training Spanish professionals in our university and
the requirements of “Senior Syllabus for Spanish Majors in Colleges and Universities”
(hereinafter referred to as “Senior Syllabus”), mainly from the teaching resources, cur-
riculum content and other aspects of the construction of this course and have made a
preliminary exploration.

At present the study of Spanish vocabulary and the construction of Spanish profes-
sional lexicology course at home are still in the exploratory stage. They relatively lack
systems. Many colleges or universities have not opened the introductory course of
lexicology in undergraduate stage while vocabulary teaching is mainly scattered in in-
tensive reading, extensive reading, translation and other courses, and priority is given
to the interpretation of single word meaning. Therefore, the course of an introduction
to lexicology as an independent course is urgent and important.

When it comes to the establishment of a course, textbook is the basis of the course
construction. An Introduction to Spanish Lexicology, the first and only textbook pub-
lished in China that systematically expounds the theories of Spanish lexicology, was
published in 2012. Since then, no similar textbook has been published. Many theories
and corpus of lexicology in the book need to be further updated and keep pace with
the times. Therefore, the construction of the teaching material of Spanish lexicology is
the most urgent problem to be solved, but we will not discuss the construction of the
teaching material in this paper, but take the study of the construction of the curricu-
lum content as the focus of this paper, the construction of the curriculum content is
the core of the course construction. However, when formulating teaching syllabuses,
the opinions of experts and teachers are often the main focus, and there is a lack of
“bottom-up” empirical analysis of learners’ (Chen Shunting & Yao Juanjuan, 2019). In
view of this, in the course of this study, considering that students are the main body of
teaching, and guided by the theory of needs analysis we take the third-year students
of Grade 2016 and 2017 as the research objects to discuss the necessity of opening this
course for Spanish majors in Chinese universities.

Theoretical basis

Needs analysis has attracted increasing attention in the field of foreign language
teaching since the 1970s. The theory refers to the techniques and methods of studying
needs through introspection, interviews, observations and questionnaires, originally
used in English for Special Purposes (ESP), and later it was widely used and expanded
to the field of general English teaching. Johns (1991) believes that needs analysis is
the first step in curriculum design, because it can provide validity and relevance for all
subsequent curriculum design activities. However, it is worth mentioning that the ap-
plication research of needs analysis theory in Spanish majors offered by Chinese uni-
versities is still relatively small. Therefore, this study intends to conduct an anonymous
questionnaire survey on the “Questionnaire Star” network to a total of 123 students
in two grades. The intention of the course of Introduction to Spanish Lexicology was
investigated, aiming to learn the opinions and suggestions of the third-year Spanish
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majors on setting up lexicology courses, trying to summarize the commonality and in-
dividuality of students’ learning needs for lexicology courses, so as to provide ideas for
vocabulary teaching and curriculum planning, and better play the role of the course in
vocabulary acquisition of students.

Investigation method

Survey tools and questionnaire design

In this study, the author uses the anonymous online questionnaire “A Study on Setting
Up Spanish Lexicology Courses in Senior Spanish Majors” designed by the author. The
questionnaire consists of 10 questions, including multiple choice questions and fill-in-
the blank questions. Both subjective and objective questions were taken into account
so that teachers can more intuitively see students’ feedback, and students can more
fully express their views and opinions. The multiple-choice part consists of two types
of questions, single-choice and multiple-choice. Finally, a total of 123 valid question-
naires were recovered.

Survey Objects

The students who volunteered to participate in this survey are all from the Spanish
major of the School of Western Languages and Cultures of Sichuan International Stud-
ies University (SISU), including 59 third-year students in Grade 2016 and 64 third-year
students in Grade 2017. Almost all the students have studied Spanish for 3 years, the
ratio of male to female is 20: 103. There are two main reasons for choosing them as the
survey objects: one is that most of the students have some accumulation and knowl-
edge of Spanish vocabulary after passing through the first and second grades of the
university. Based on their own study and cognition, they can make better judgments
and suggestions on whether the lexical course is opened or not; the second is because
in the whole junior year of the students, the author has consciously taught them some
basic theoretical knowledge of Spanish linguistics, so we believe that combining these
knowledge points, students can give more reasonable and accurate answers to the
subsequent lexical courses.

Results and Discussion

The necessity of course offering

Although the Spanish major of our university has not yet offered courses related to
vocabulary, the students have more or less understanding of Spanish vocabulary after
learning other Spanish courses, such as intensive reading, extensive reading and lis-
tening, as can be seen from Table 1, all students believe that the subjects currently of-
fered at the undergraduate level are helpful for vocabulary learning, but only 27.12%
and 35.94% of students in Grades 2016 and 2017 think that they are very helpful. While
more than half of the students think it is helpful to some extent, only 11.86% and
10.94% of the students in Grades 2016 and 2017 think they are helpful. In addition,
students were asked some basic theories of vocabulary such as loanwords (présta-
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mos lingisticos), idioms (unidades fraseolégicas), polysemy and metaphor (polisemia
y metdfora), etc., more than half of the students in Grades 2016 (74.58%) and 2017
(60.98%) are unfamiliar with the above theories (see Table 2 for details). From this, we
can know that although the courses currently offered at the undergraduate level are
helpful for students to accumulate vocabulary, they do not have a systematic and com-
prehensive understanding and cognition of vocabulary. This is also why the students
want to be able to specialize in lexicology at the undergraduate level.

Table 1

The survey results of students majoring in Spanish in Grades 2016 and 2017 on the degree to which
the courses offered at the undergraduate level are helpful for vocabulary learning

greatly helpful helpful little hlep no help
Grade 2016
Grade 2017 23 35.94% 34 53.13% 7 10.94% 0 0%
Table 2

The survey results of the level of understanding of the basic theory of lexicology among
students majoring in Spanish in Grades 16 and 17

much some little no understanding
understanding understanding understanding

Grade 2016

Grade 2017 0 0% 10 15.63% 15 23.44% 39 60.98%

Table 3
Survey results of Spanish majors in Grades 2016 and 2017 on the need for a Spanish lexical course

much necessity some necessity little necessity no necessity
Grade 2016
Grade 2017 42 65.63% 15 2344% 7 1094% O 0%

Through the questionnaire survey, we've found that a total of 123 students in Grades
2016 and 2017 who participated in the survey believed that it was necessary to set
up the course of vocabulary, and the number of students who thought it was very
necessary and relatively necessary was as high as 106, accounting for 86.18% of the
total number of students, see Table 3 for details. The above data shows that the senior
students have a strong willingness to systematically learn vocabulary after three years
of Spanish learning. At the same time, we also expect that the systematic vocabulary

Publicaciones 52(1), 149-159. https://doi.org/10.30827/publicaciones.v52i1.15972
Wen, H., &Xiao, Q. (2022). A study of the construction of Lexicology...

153


http://doi.org/10.30827/publicaciones.v48i2.8331

154

course can improve learners’ Spanish vocabulary, their basic theoretical knowledge
and comprehensive application ability.

Allocation of course term

As shown in Table 4, the vast majority of students tend to take lexical courses in their
junior year, and more than half of them (Grade 2016, 86.44%; Grade 2017, 67.19%)
believe that they should be in the third year of college. Lexical courses are offered in
Term 1 and the earlier the better. The author has further sorted out and analyzed the
reasons for the students’ answers, and has found that the students’ answers mainly fo-
cus on the following points: 1) They believe that they already have the basic knowledge
of Spanish phonetics and grammar and have a certain degree of vocabulary in the last
semester of their junior year. At this moment, a systematic study of vocabulary is ben-
eficial to future language learning and use, including translation and interpretation
training, Spanish CET-8 test, DELE test and work practice, etc.; 2) Some students learn
to explain from their arrangement of study and life time that they think time in the first
semester of the junior year and the time is more abundant (for example, the Spanish
major has just finished the CET-4 exam, there is no large-scale exam, and there are
fewer classes, etc.), while most students think that in the second and fourth semesters
of the junior year they may be distracted by things such as graduation thesis, intern-
ship, job search, postgraduate entrance examination, and specialization, and cannot
fully devote themselves to the study of vocabulary. To sum up, it is not difficult to see
that students have an urgent desire to open a lexical course and generally believe that
this course has the role of “laying the foundation” and “inheriting the past”, and from
the perspective of exam preparation and personal future planning, most students
more prefer to take lexical courses early in the senior year.

From the perspective of teachers, we also recommend that courses with strong pro-
fessional orientation, such as Introduction to Lexical Studies, can be taught in the senior
grades (Grade 3 is preferred), and the total number of hours is set to 36 hours, and it
is recommended to open 1-2 semesters (depending on the specific situation of each
university), weekly class hours are 2. On the one hand, after the first two years of basic
learning, the third grade is a good time for students to improve their language learn-
ing skills; Among them, the “Senior Grade Syllabus” suggests that the lexical course
should be positioned as an optional course, and it is recommended that 1-2 semesters
be opened, and the weekly class hours should be 2; Liu Wei (2011) concluded after
analyzing the data of 21 colleges and universities nationwide: English undergraduate
majors in 16 colleges offer similar lexical courses in senior grades ( in the third or the
fourth year ), while only 5 colleges offer them in the basic stage. This kind of profes-
sional knowledge with a strong theoretical nature is already a routine arrangement
in the senior grades, and it is generally more reasonable. As for some colleges, they
move the lexical course down to the basic stage, the reason may be related to the prac-
tical value orientation of the course, that is, they hope to guide and promote students
through the learning of lexical theory as early as possible (Liu Wei, 2011). Qiao Xiangru
(2011) analyzes many colleges and universities in Hubei Province that offer English
lexicology, and concludes that most colleges generally offer lexicology courses in the
first semester of the third grade.
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Table 4

Survey results of the intention of the Grades 2016 and 2017 Spanish majors on the opening time of the
course

the first semester of  the second semester of the  the first semester of

the third grade third grade the fourth grade
Grade 2016
Grade 2017 43 67.19% 13 20.31% 8 12.5%
Course content

In order to better design the content of the course, the questionnaire set up two ques-
tions, “what knowledge do you hope to learn in the Spanish vocabulary class” and
“what field of vocabulary are you interested in in learning Spanish”, supplemented by
multiple-choice questions. Responses are presented in a format that ensures maxi-
mum statistics of students’ needs and interests. The author believes that understand-
ing students’ interest in vocabulary is very important for vocabulary teaching. Starting
from students’ needs can make students more focused in vocabulary class, absorb
knowledge more deeply and effectively, and make the content more attractive and
interesting.

First of all, for the students in Grade 2016, 93.22% of them prefer to learn how to use
words or phrases correctly in class, which highlights the importance of vocabulary
collocation, idioms and other knowledge in the field of second language acquisition
and this data dropped to 84.38% among the Grade 2017 students; secondly, 91.53%
of the Grade 2016 students think it is very important to acquire methods to expand
their vocabulary, which also reflects the importance of word formation and lexical de-
velopment to lexicology, etc. This item was also ticked by 84.38% of students in Grade
2017. At the same time, we believe that the responses of the students to the above two
questions are also more in line with the current situation of Spanish students. “How to
memorize words” and “even if you memorize words, you may not match them"” are the
two major obstacles that have long plagued students’ language learning. At present,
the vast majority of students still use rote memorization when reciting words. This
method is easy to forget. Although students know this, they cannot find a more effi-
cient way to memorize words; again, among the students of Grade 2016, 74.58% of the
students are more interested in etymology, and this figure has risen to 87.5% among
the students in Grade 2017. We believe that the acquisition of etymology can not only
help students understand the law of vocabulary development but also make them
have a better understanding of the history of Spanish development; finally, in our dai-
ly teaching, we've found that students rely more on the Spanish-Chinese electronic
dictionary in smartphones for convenience, so they use less of the Spanish-Spanish
dictionary. There are not only various types of dictionaries on the market. Dictionaries
and the use of each are also different, so we believe that guiding students to correctly
look up a dictionary should also be a part of the curriculum and lexicography. As an
important part of lexicology, it should also have a place in the lexicology curriculum.
In the survey, more than half of the Grade 2016 students (accounting for 62.71%) think
it is very necessary to acquire this content, while for the Grade 2017 students, the
proportion dropped to 51.56%. We believe that for these two classes of students, the
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reason for the relatively low proportion of this option is that the students’ understand-
ing of the field of lexicography is not comprehensive enough and the emphasis is not
high enough.

Among others, students express their desire to learn the identification and analysis of
synonyms in Spanish, basic Latin lexical knowledge, authentic Spanish expressions,
and practical vocabulary related to future work, etc. See Table 5 for details.

Table 5
Survey results on what students would like to learn in Spanish lexical studies

How to use Efficient ways  Understand How to use Others
words or toremember  the etymology a Spanish
phrases words and of words/ dictionary
correctly expand phrases and correctly
vocabulary the cultural
knowledge
behind them

Grade16 55 93.22% 54 91.53% 44  74.58% 37 62.71% 14  23.73%
Grade 17 54 84.38% 54 84.38% 56 875% 33 51.56% 7 10.94%

In response to the question of “Which domain vocabulary are you interested in in
learning Spanish?”, the questionnaire is also presented in the form of multiple-choice
questions and supplements. As shown in Table 6, the overall responses of students in
Grades 2016 and 2017 were similar. The students of these two levels are particularly
interested in the spoken language and commonly used daily life vocabulary, which the
author did not predict accurately; secondly, for the students in Grades 2016 and 2017,
the students’ needs for economic vocabulary equally exceeds 50%, which reflects to
a certain extent that many students may have plans to engage in jobs related to eco-
nomics or foreign trade in their future work; thirdly, the overall interest in the acqui-
sition of literary vocabulary is not strong. 20.34% of the Grade 2016 students want to
learn literary vocabulary. This data has improved a lot among the Grade 2017 Spanish
students, and nearly 40% of the students are interested in this. Finally, in the option
of “Hope to acquire vocabulary in the field of work in the future”, the students of the
two grades unexpectedly gave a lot of intentions, including foreign trade business,
law, construction engineering, politics, network hot words, new media, science and
technology, the similarities and differences of Latin American and Spanish vocabulary,
culture, medicine, sports, tourism and diplomacy and other categories of vocabulary,
and from the survey data, the proportion of Grade 2016 students who ticked this item
(accounting for 64.41%) greatly. It is higher than that of Grade 2017 students (account-
ing for 45.31%), which also reflects that Grade 2016 students are slightly higher than
Grade 2017 students in terms of the diversity of future employment intentions.

To sum up, we believe that in the process of language acquisition, due to the lack of op-
portunities for direct communication with native speakers, and the existing textbooks
focus on grammar, students in the domestic Spanish major are generally troubled by
the lack of daily life vocabulary learning in oral Spanish. Therefore, in the setting of
actual teaching content, teachers should pay attention to the selection of corpus, and
can choose more corpus from real life to design teaching content, so that teaching and
real-life applications are not out of touch. Secondly, more students pay more attention
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to the application-oriented vocabulary such as economics and trade, but have little
interest in the vocabulary of literature and culture, which also reflects that the career
planning of Spanish learners in our university is more inclined to practice-oriented
rather than research-oriented. In the vocabulary column related to the field of work
they will be engaged in in the future, the answers of the students involve all walks
of life, indicating that language learners in the new era are engaged in the trend of
diversified occupational development, and are no longer limited to the traditional oc-
cupational rules and regulations. However, the teaching hours are limited, and it is im-
possible for teachers to meet the differentiated requirements of each student within
a limited time. Therefore, the author thinks, on the basis of meeting the requirements
of the public, we should guide students to search for the vocabulary categories they
are interested in after class, “ It is better to teach a man to fish than to give him a fish.”
At the same time, we should also learn a lot from the teaching reform models of other
excellent brother colleges and explore the talent training path with the characteristics
of SISU, “from the three perspectives of current social needs, academic needs and
student needs” (Yu Man, 2019), we should explore the diversified and characteristic
development path of the Spanish major.

Table 6
Survey results on what students would like to learn in a Spanish lexicon class

More oral, Economic Literary Vocabulary related
commonly used  vocabulary vocabulary to the future field of
life vocabulary work
Grade 16 57 96.61% 32 54.24% 12 20.34% 38 64.41%
Grade 17 62 96.88% 38 59.38% 24 37.5% 29 45.31%
Students’ Advice

In the 123 questionnaires collected, students put forward various suggestions and ex-
pectations for curriculum construction, many of which have commonality and person-
ality. Judging from the feedback results, the students’ suggestions are mainly based
on two aspects: teaching content and course mode: 1) In terms of teaching content,
students hope that the course is more inclined to the practical use of language rather
than simply explaining theoretical concepts. Many students expressed their concern
that the course might have too much theoretical output and they cannot really learn
important knowledge points. This point also echoes what we said above, that is, most
students majoring in Spanish prefer to work directly after graduation. Therefore, in
terms of curriculum setting, we need to pay attention to the combination of theory
and practice, and it needs to be within a reasonable range. 2) In terms of curriculum
mode, many students suggested to reduce the proportion of teachers’ blindly explain-
ing theory, which can be combined with etymological stories, videos, audio, student
group discussions, etc. to avoid boring courses as just teaching knowledge.
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Conclusion

Through the above analysis, we have come to the following conclusions: 1) In terms of
course materials, there is currently only one professional textbook on Spanish lexicol-
ogy, and many theories and corpora in the textbook need to be updated urgently, such
as the importance of metaphor theory in vocabulary and semantics teaching. 2) Stu-
dents generally believe that it is very necessary to set up the course of Spanish vocab-
ulary, and most students hope to open lexicology course in the first semester of the
third grade of the undergraduate level. 3) Students tend to learn the following aspects
in this course: the use and collocation of acquired vocabulary, the method of efficient
memorization of words, etymology, etc.; Vocabulary, DELE, CET-8 for Spanish, and
practical vocabulary conducive to future career development are more interesting, but
as teachers, we should also recognize the limitations of “needs theory”, and should
correctly guide students to avoid blindly using “needs theory”, taking “useful for work”
theory as the vane of learning, but to advocate the balanced development of students’
abilities in all aspects of language. 4) In the course mode, the students generally hope
that the course will be more interesting, avoid pure theoretical explanation, and pay
more attention to the teaching mode that combines theory and practical application.
Finally, the shortcomings and limitations of this study mainly exist in the following
two aspects: first, the limitations of the sample size and survey objects. Due to the fact
that there are very few colleges and universities that offer Spanish lexicology courses
in China, this study only refers to the sample data of 123 students of Spanish majors
in Grades 2016 and 2017 from Sichuan International Studies University (SISU). The
research examines the curriculum construction of Spanish lexicology only from the
perspective of students, but does not take into account the needs of teachers and
society. From the analysis of the above two aspects, the next research direction should
be to collect more and wider data, and incorporate both teachers and social needs into
the research, so as to enhance the universality of the research.
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Abstract

This research aims to explore how theme-based language instruction, an innovative ap-
proach for foreign language teaching in recent years, affects learners’ attitude and motiva-
tion and to prove its effectiveness for building L2 proficiency. “Spanish and Beauty Pageant
Course” is the object of the study in order to find out how intrinsic motivation exercises
are, since beauty pageants have a solid fanbase in Thailand while in many Spanish speak-
ing countries beauty contests are also a social phenomenon. Altogether 22 students of
this course participated in the research, and they were requested to fill in an online ques-
tionnaire which served as a tool to collect information concerning learners’ attitude and
motivation and, moreover, their final exam results were analyzed to examine their level of
Spanish proficiency by the end of the course. According to the evidence collected, the Span-
ish instruction based on beauty pageant theme created an impressive impact on students’
attitude and motivation. The questionnaire results showed that, after studying this course,
all students admitted to having a positive or very positive attitude towards the Spanish
language, Hispanic cultures and Hispanic people. The most motivating factors were the
instructor, teaching methods, classroom activities and class atmosphere respectively. Sur-
prisingly, this approach did create a remarkable sense of belonging and empathy between
the learners. With regards to Spanish proficiency, the final exam results demonstrated that,
overall, the students were able to reach a satisfying level in every skill, especially the reading
skill. However, the listening skill presented most difficulties and required special attention.

Keywords: theme-based instruction, language teaching, Spanish as a foreign language, Thai
students of Spanish, beauty pageant.

Resumen

Esta investigacién tiene como objetivo explorar cémo la instruccién de lenguas basada
en temas, un enfoque innovador para la ensefianza de lenguas extranjeras en estos Ul-
timos afios, afecta la actitud y la motivacién de los aprendices y también comprueba su
efectividad en desarrollar su competencia de espafiol. El curso de “Espafiol y Certamen de
Belleza” era nuestro objeto de estudio para averiguar cémo se ejecuta la motivacién intrin-
seca, puesto que los concursos de belleza cuentan con una base sélida de seguidores en
Tailandia mientras en muchos paises hispanohablantes se considera un fenémeno social.
En total, 22 estudiantes de este curso participaron en la investigacion. Se les solicité que
rellenaran un cuestionario en linea, una herramienta para recopilar informacién relaciona-
da con su actitud y motivacién, y, ademas, su examen final fue analizado para reconocer su
nivel de dominio de espafiol al terminar el curso. Segun los datos recogidos, la ensefianza
de espafiol basada en el tema de certamen de belleza produjo un impacto impresionante
en la actitud y la motivacién de los estudiantes. Los resultados del cuestionario mostraron
que, después de haber estudiado este curso, todos los estudiantes admitieron tener una
actitud positiva o muy positiva hacia la lengua espafiola, la cultura hispanay los hispanoha-
blantes. Los factores que resultaron ser mas motivadores fueron el profesor, el método de
ensefianza, las actividades en el aula y el ambiente de clase, respectivamente. Para nuestra
sorpresa este enfoque ha sido capaz de crear un increible sentido de pertenenciay empatia
entre los aprendices. En relacion con la competencia de espafiol, los resultados del examen
final demostraron que, en general, los estudiantes lograron llegar a un nivel satisfactorio
en todas las destrezas, especialmente la comprensién lectora. Sin embargo, la compren-
sién auditiva resulté bastante dificultosa para ellos, con lo cual se necesita una atencién
especial en relacion con esta destreza.

Palabras clave: instruccién basada en temas, ensefianza de lenguas, espafiol como lengua
extranjera, estudiantes tailandeses de espafiol, certamen de belleza.
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K TRAHT, BEHE, A EFRNINE FIMENRERL,

AHHOTaUMSA

Llenb AaHHOrO MCCNefoBaHMs - N3Y4UTb, Kak TemaTnyeckoe 0byyeHme A3biKy, MHHOBALW-
OHHbIV MOAXOZ K MPenoAaBaHV0 MHOCTPAHHbIX A3bIKOB B MOCeAHWE rOfbl, BINSET Ha OT-
HOLLUEHMe 1N MOTMBALMIO YUaLLMXCSs, a Takxke NPoBepuTb UX 3GGeKTUBHOCTL B Pa3BUTUN
HaBbIKOB BNaZleHNs NCMAHCKNM 53bIKOM. MpeameT “McnaHCcknin A3bIK U KOHKYPC KpacoTbl”
CTan 06bEKTOM Hallero 1ccnesoBaHus, YTobbl BbIACHUTL, Kak OCYLLeCTBASeTCS BHYTPeH-
HSAS MOTMBALMS, MOCKOIbKY KOHKYPCbl KPacoTbl MMEIOT CU/IbHYHO 6a3y MOK/IOHHMKOB B Ta-
WNaHZAe, B TO BPeMs Kak BO MHOTUX MCMaHOA3bIYHbIX CTPAHaX 3TO CYMTAETCS COLManbHbIM
sIBNIeHNeM. Bcero B nccnefoBaHnM NPUHSAAW yyactve 22 CTyfieHTa 3Toro kypca. Mx nonpo-
CWNIN 3aNONHNTL OHNAlH-aHKeTY, MHCTPYMEHT A5 cbopa nHGopmaLuy, CBA3aHHONR C NX
OTHOLLEHVEM 1 MOTUBALMEN, @ X BbIMYCKHON 3k3aMeH Dbl MpoaHannM3MpoBaH, YTobbl
onpeAennTb NX YPOBEHb BNAAEHNS NCNAHCKUM S3bIKOM B KOHLe Kypca. CornacHo cobpa-
HbIM AaHHbIM, 0ByYeHMe NCNaHCKOMY Si3blKy Ha OCHOBE TeMbl KOHKYPCa KpacoTbl 0ka3ano
BreyaT/istoLLee BAVSHNE Ha OTHOLLEeHWE Y MOTUBALIMIO CTYAIeHTOB. Pe3ynbTaTbl aHKeTUPO-
BaHWS MOKa3au, YTo NOC/Ie U3yYeHUs JaHHOTO Kypca BCe CTYAeHTbl MPU3HANNCh, YTO Y HUX
NONOXMNTENbHOE WM OYeHb MOMOXMUTENIbHOE OTHOLLEHME K UCMAaHCKOMY A3bIKY, NCNaHos-
3bIYHOW KyNbTYpe U HOCUTENSM MUCMAHCKOro s3blka. PakTopbl, KOTOpbIe bbiAV NPU3HAHI
Havmbonee MOTVBMPYIOLLMMMU, - 3TO YUUTENb, METOA NpenoAaBaHns, 3aHATUSA B Kiacce U
aTMocdepa B knacce, COOTBETCTBEHHO. K HalleMy YAUBAEHWIO, TAaKOI MOAXOJ CMOT CO34aTb
HeBEPOATHOE YyBCTBO COMPUYACTHOCTY 1 COMEPeXMBAHUS CPeam yyalmxcs. YTo KacaeTcs
BAZleHNS NCNAHCKMM A3bIKOM, Pe3yNbTaTbl BbIMyCKHOTO 3K3aMeHa NoKasanu, Yto B Lie/1om
CTyZieHTaM yAanoch J0CTUYb YA0BNETBOPUTENBHOMO YPOBHSA MO BCEM HaBblKaM, 0COBEHHO
Mo NOHMMaHWI0 NpoYMTaHHOro. OAHAKO NOHVMAaHMe Ha CTyX 0Ka3anoch ANs HYX 40BObHO
CNIOXHbIM, MO3TOMY 3TOMY HaBbIKy HEO6XOAMMO YAeNnUTb 0C060e BHUMaHMe.

KntoueBble cioBa: TemaTmnyeckoe OGyHeHVIE, npenojaBaHne A3blka, NCNaHCKNIA S3bIK Kak
VIHOCTpaHHI:IVI, Tanckue ydalnecs NCnaHCckoro s3blka, KOHKYPC KpacoThbl
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Introduction

Knowledge of foreign language teaching and learning is an important epistemology
that can contribute to the broader horizons of many other fields such as social sci-
ences, politics, economics, culture, history or even pure science. To enrich and enable
foreign language teaching and learning, a wide range of methods and pedagogies
can be experimented and finally applied, be it in a traditional classroom-based learn-
ing which normally focuses on the lexical resources and grammatical structures or
any other integrated styles of class conduction. However, when working on a learner’s
development of communicative and linguistic skills, it can be emphasized in various
communicative situations and themes. Thus, foreign language pedagogies can also be
studied through sociolinguistic and cultural perspectives as well as social phenomena
encountered and experienced by the learners of that particular foreign language.

In the case of Spanish speaking or the so-called Hispanic culture both in Latin Amer-
ican regions and Spain, in the continental Europe, beauty pageant is a remarkable
popular cultural trend in which we can observe and witness many interesting linguistic
aspects. The proficiency and accuracy of Spanish language to a certain extent can fa-
cilitate and provide those who appreciate this genre of cultural product with a better
understanding toward the sociolinguistic challenges that arise with the speech con-
tents, opinions or even the national identity that the agent in pageant, namely the
‘miss’ or beauty queen herself during the pageant or in the Q&A session in which a
range of narratives such as personal memory, political ideology and rhetoric are orally
expressed.

For many decades, beauty pageant in Thailand has been one of the public interests
both at the national and international levels. A large number of fans have formed a
solid and relevant fanbase emerging with a peculiar collective identity and character-
istics and intriguing intercultural information conveyance and translation in the cyber-
netic sphere (Duangkong, 2013) where knowledge formation and the horizon of the
Hispanic world of the Thai fans are broadened. That has enabled them to connect with
its culture and people or ‘la gente latina’ via the content of Spanish speaking beauty
pageant platforms. In this case, Spanish language acquisition plays a significant role
in creating easier access to the information and savoir-faire of Latino pageantry. Con-
sequently, the coexistence between Spanish language and this genre of popular cul-
ture can be used as an excellent opportunity to create an ‘edutaining’ style of teaching
and self-learning tool.

In addition, the covid-19 pandemic, that is occurring and affecting almost every aspect
of life at the present time, has paralyzed the classroom-based learning and forced the
many institutions to conduct class online. Online class and online-class activities may
impede the enthusiasm for learning of the students and cause them fatigue in any
online classroom activity, leading them to the isolation from the group in the end. As
a result, any form of innovation and pioneering style of teaching should be constant-
ly experimented and introduced to the online learning platform so that learners can
avail the new learning options. This also may create and enhance the learning motiva-
tion and class participation as a whole and eventually lead to the sense of belonging in
the classroom among the learners.

Consequently, this classroom-based research is aimed to study the theme-based Span-
ish instruction applied in “Spanish and Beauty Pageant Course”, a Spanish language
course oriented to beauty pageant contents, introduced to the Thai public by Chula’s
Academic Services Center of Arts at Chulalongkorn University (Thailand). Hopefully,
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the findings in this research can guide those who are interested in teaching and learn-
ing Spanish as a foreign language to a new paradigm and pedagogy of Spanish lan-
guage in which an individual learner or collective learners from different social and
economic backgrounds can relish and profit this way of teaching and learning at most,
for their own purpose of productive learning.

Literature review

This research involves two main areas of studies: 1) Theme-based language instruc-
tion and 2) Motivation in second or foreign language (L2) learning process.

Theme-based Language Instruction

In order to discuss Theme-based Language Instruction, we do need to understand the
concept of Content-Based Language Instruction (CBI) thoroughly. CBI is a teaching
approach which integrates language teaching into content teaching of different sub-
jects, by using subject matter as the content of L2 learning as well. Stryker and Leaver
(2007) explain that a CBI curriculum needs to be based on the content of a subject, use
authentic materials, and satisfy the needs of specific groups of students. Instructors
are responsible for designing the course content, materials and activities in order to
develop not only the knowledge concerning the subject itself but also the L2 compe-
tence as well as thinking skills. Researchers point out that it is an effective and realistic
teaching method. Lyster (2018) affirms the effectiveness of CBI in improving students’
L2 skills and, at the same time, increases their motivation, compared to those students
of traditional instructions which focus solely on language. Stoller and Grabe (1997) ex-
plain very well the benefits of CBI: “It provides students with meaningful and authentic
language input, boosts students’ motivation and interest, encourages the develop-
ment of learning strategies, and increases the flexibility and variety of subject content
instructional design. Finally, it fully reflects a learner-centered teaching philosophy”

According to Brinton et al. (2003), CBI can be divided in three principal models:

1. Theme-based instruction: This approach focuses principally on L2 instruction. In-
structors need to select a theme or topic which could attract or motivate stu-
dents, for example, those related to their interests or their goals. If this selection
process is done in collaboration with the students, it could probably create more
sense of commitment to the learning process. After selecting a theme, all con-
tents and activities of language teaching will be designed under that specific
theme which acts as a connecting thread. The language instructor is the only per-
son responsible for the course. Theme-based instruction could be applied to just
one session or even developed into a whole curriculum. This teaching approach
will be successful or not depending greatly on the selection of adequate themes
or topics and how materials and activities are designed to match as perfectly
as possible with L2 teaching requirements. The objective of this approach is to
draw students’ attention toward the meaning and try to avoid an overemphasis
on form which could put the development of their communicative abilities at risk
(Lyster, 2018). Apart from the language competence, Tussa'diah and Nurfadillah
(2018) also reveal that this teaching approach “capitalizes on children’s interests,
creating a sense of purpose and community in the classroom” (p. 355).
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2. Sheltered Instruction: This model is common in bilingual programs. It allows L2
students to gain access to specialized materials as first language speakers do,
but in a more language-accommodated and supportive environment. In content
courses, L2 students will study in a separate group with a L2 native teacher who
is also a specialist in the material. Therefore, teachers need to pay attention to
L2 students' language difficulties apart from the understanding of the content
itself. In one content course, two teachers can work together. A teacher who is
a content specialist is assisted by another who is a L2 specialist. They can divide
a class into several sessions. For example, a language teacher can spend 15-20
minutes at the beginning of the class to review the readings and prepare the
students for upcoming topics.

3. Adjunct Instruction: This model refers to an instruction in which a content course
is paired up with a language course. Instructors from both courses need a close
collaboration in order to accomplish their instructional objectives. Normally L2
students learn content courses with native students and attend a separate class
for L2 language. The instructor of the language course will design the course
with an aim to equip the students with linguistic skills needed for the content
course.

Concerning this particular research, all participants are students of “Spanish and Beau-
ty Pageant Course”. The characteristics of this course agree most with the definition
of “Theme-Based Instruction” as the main objective is to teach the Spanish language
using content related to beauty pageant as the tool to connect grammar, vocabulary,
communication skills as well as cultural content altogether. Therefore, in the stage
of course design, the Six-T's approach of Stoller and Grabe (1997) will be taken into
consideration. This proposal is comprised of six important aspects: (1) themes (central
ideas for organizing curricular units), (2) texts (content resources for planning of unit
themes), (3) topics (subunits of content which explore more specific aspects of the
theme), (4) threads (linkages across themes), (5) tasks (basic units of instruction), and
(6) transitions (planned instruction which provides coherence across topics in a theme
and across tasks within topics).

Motivation in language learning

There are numerous studies which confirm that motivation is a key factor of language
learning success. According to the definition of Harmer (1991), motivation is “an inter-
nal drive that encourages and drives somebody to do something” (p.3). Arnold Mor-
gan (2015) points out that it is a combination between cognitive aspects (set goals)
and affective aspects (mobilize the energy to accomplish those goals). Both attitude
and motivation are changeable depending on each situation the learner is facing. Mo-
tivation is composed of three elements: 1) the effort which includes internal drive and
also the time invested in learning a language, 2) the willingness to use a language
efficiently and 3) the affection for learning a language (Gardner, 1985). One of the
most cited categorizations for motivation is the one proposed by Gardner and Lam-
bert (1972) who divide motivation into: 1) integrative motivation which refers to mo-
tivation derived from the desire to become part of L2 community and 2) instrumental
motivation which refers to motivation originated from the need to use L2 as a tool for
professional or academic purposes.
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For this research, which aims to study how the interest in beauty pageant affects
Spanish learning, the categorization of Deci and Ryan (1985) is highlighted. In their
“Self-determination theory”, motivation is divided in 1) extrinsic motivation or motiva-
tion from external factors such as awards, punishments, grades, instructors, courses,
class atmosphere 2) intrinsic motivation or motivation derived from personal interest
and desire of the learner such as interest incited from the importance of the language
or the culture. In fact, there are a variety of factors which can positively or negatively
affect students’ motivation. Those factors can be summarized into four main ones: 1)
atmosphere in the class 2) method of teaching 3) teacher 4) success or ability to reach
an appropriate level of challenge (Harmer, 1991). Therefore, teachers play a major role
in motivating the students by selecting adequate methods, content and activities as
well as creating a favorable learning atmosphere in the classroom and positive rela-
tions among learners. Instructors should always keep in mind that motivation is one
of the individual affective factors in the learning process of L2 besides anxiety, self-es-
teem, attitudes and beliefs, learning styles and strategies (Arnold Morgan, 2015) and,
by increasing learners’ motivation and creating positive attitudes, the level of anxiety
is automatically reduced and, in one way, their self-esteem is boosted.

In general, a CBI classroom is normally more intensive than a traditional L2 classroom
and that is why students are able to witness their L2 progress more clearly, which
could lead to higher motivation as well (Lightbown, 2014). From the literature review
of this area, there is a range of research papers with supportive results of implement-
ing CBI, or to be more precise, Theme-based instruction, in foreign language courses.
Students’ language proficiency is significantly better than those students from a tra-
ditional language classroom. For example, a study conducted with a group of Indian
students from College of Education in the Salem district, Southern India, confirms that
CBL is effective both in developing English language skills and in acquiring new con-
cepts (Arulsevi, 2016). However, apart from the improvement of language proficiency,
most studies point out how positively this approach affects students’ motivation. Jiang
(2017) explains in his study that, by designing the course based on students’ inter-
est, content knowledge, and students’ varying language proficiencies, students are
provided with an educational opportunity to acquire content knowledge and superior
level language skills and at the same time learners’ motivation in language learning is
enhanced. In the study of Tussa'diah and Nurfadillah (2018), the analysis of students’
diary notes, the observation sheet and the interview with the English teacher shows
students’ positive expression and excitement and confirms that they became more
motivated in learning narrative texts, which is the objective of the study. In line with
previous studies, one conducted by Oliva Parera and Nufiez Delgado (2016) having
students of a Spanish class in an American university as research participants, also
shows the result of higher level of motivation of the experimental group and clearly
underlines an intimate relation between their positive attitude in L2 learning and the
content related to their Master degrees which are international politics, environment
and business. With the study of Chang Wang and Lijuan Zhu (2020) on effects of con-
tent-based communicative language teaching in university English writing classes, it is
proven that this approach helps reduce writing anxiety and provides broadened think-
ing, more profound emotion and increased logic. Another research worth mentioning
as it is done in the Thai context is the study of Phonhan et al. (2016) who study the
effects of Theme-based instruction in the area of second language writing. The results
clearly show that Theme-based instruction can reduce English writing apprehension
of this group from moderate level to low level. Moreover, it is proved that student’s

Publicaciones 52(1), 161-181. https://doi.org/10.30827/publicaciones.v52i1.24323
Srivoranart, P. et al. (2022). The Impact of Theme-Based Language Instruction...

167


http://doi.org/10.30827/publicaciones.v48i2.8331
https://dialnet.unirioja.es/servlet/autor?codigo=3708953

168

writing performance has improved after applying this method and at the same time it
helped create good attitudes towards writing in English.

Nonetheless, there is still a lack of studies which focus on the effectiveness of using a
specific theme derived from learners’ recreational or entertainment interest or hobby
for the whole course. “Spanish and Beauty Pageant Course” is, therefore, considered a
pioneer in this aspect and it is worth proving to what extent it positively affects learn-
ers’ motivation and at the same time convey the learners to a satisfied Spanish profi-
ciency level.

Methodology

This research has two main objectives: 1) To study whether Theme-based instruction
applied in teaching Spanish through beauty pageant contents is an effective model or
not and to what extent, 2) To study how Theme-based instruction applied in teaching
Spanish through beauty pageant contents affect learners’ attitude and motivation in
studying Spanish. The following are the details of different aspects related to method-
ology of this particular study.

Participants

Although there were 30 students enrolled in the “Spanish and Beauty Pageant course” at
the beginning, only 22 of them could manage to study throughout the entire course
and showed up for the final exam and, therefore, they were considered as research
participants. Their ages ranged from 15 to 43 years old with an average age of 30.16
years old. All participants reported Thai language as their mother tongue. In terms of
gender diversity in the course, 12 participants identified themselves as women (54.5
%), 2 as men (9.1%), and 2 as parts of the LGBTQ+ community (9.1%). However, 6 par-
ticipants (27.3%) did not report their gender. Moreover, the participants came from
diverse career backgrounds, namely, high school students, university students, new
reporters and TV hosts, translators, market analysts, publicists, hotel staff, and gov-
ernment officials. They also had differences in the Spanish learning experience and
Spanish exposure. In other words, 9 participants (41.9%) had never studied Spanish
prior to the course. Meanwhile, the 13 others (59.1%) had already studied Spanish
from either Spanish courses in university, language institutions, and tutoring schools,
or self-learning. Among those with some background in learning Spanish, 2 partici-
pants had their bachelor’s degree in Spanish with an average of 4 years in learning the
language. On the other hand, the 11 others had an average of 4.5 months.

Spanish and Beauty Pageant Course: course design, teaching methods, and
classroom activities

Since beauty pageants have been popularized and nationalized in a way that students
could experience this genre of entertainment show, they tended to understand the
role of the beauty queens when using Spanish in representing their countries. They
were very enthusiastic to learn and imitate the sounds, the lexical word choices and as
well as the Hispanic names and surnames they chose to impersonate. This particular
course was established as a pedagogical and learning playground where students can
academically learn and enjoy, entertaining themselves with beauty pageant contents
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provided by the instructor and, occasionally, exchanged among the students. The
course tries to provide its students with an instructionally friendly classroom environ-
ment (called Safe Zone to learn Spanish by some of them) and promote integration
between Spanish language and beauty pageant culture which is rich in extralinguistic
knowledge such as geopolitics, gender, and culture represented by its main agents
like those professional beauty queens on stage.

The course lasted 10 weeks or 30 hours in total. The theme-based instruction of 3-hour
class was given in four different situational themes and the course concluded with a
final exam in the last week. The linguistic and communicative contents align with the
standard set by the European Framework of Reference for Languages (CEFR) for A1
level. This is to ensure that when students bring language into use, they can profit and
enjoy the degree of practicality in diverse communicative situations such as creating
family narratives, physical description of the individual and personality they are inter-
ested in. The thematic and situational contents were organized as follows.

Week 1-2: "En contacto con el Espafiol orientado al Certamen de Bellezd (In touch with
Spanish oriented to Beauty Pageant). During the first two weeks, the selected topic al-
lowed students to have their first contact with this particular Spanish course. Icebreak-
ing activity was set in the scenario of Miss Universe role play where students could im-
personate beauty queen representatives of each Hispanic country. In order to achieve
the class objectives that focus on the basic phonetic and sound system of Spanish,
students were allowed to explore and expose themselves to the class materials, ob-
serving and paying attention to verbal form of communication and pragmaticism such
as voice, sound, external points of articulation (such as lips) of the Spanish speaking
beauty queens. They were allowed to relish the content of Miss Universe self-intro-
duction round but simultaneously encouraged to pay attention to the sounds, points
of articulation and sociolinguistic elements expressed by the agents (Latin American
contestants) of Miss Universe pageant, especially when these ladies were pronounc-
ing the name of each Hispanic country.

Week 3-6: Informacion personal ;Quién soy yo?” ( Personal information. Who am I?)
and ‘El perfil, la moda y la gente que me apoya’ (My profile, fashion style and people
who support me). In the third and fourth weeks, grammatical resources such as verb
conjugation of some basic verbs for self-introduction were introduced to students so
that they were well equipped to create a beauty pageant-oriented task. For example,
students would be assigned to work on a creative activity in creating their profile, style
of fashion or the so-called /ook book. Prior to this learning-motivated activity, students
were equipped with family and relative vocabulary, clothing items, hairs and makeups,
pantones of colors and the grammatical resources like possessive adjectives as well.
Grammatical gender and linguistic register were also mentioned as part of interesting
characteristics of Spanish language, the national identity that is worth mentioning. In
this very assignment, students were also introduced to the world of fashion or /a moda
and traditional costume culture of the Hispanic world. The instructor used his personal
academic interests in the field of woman studies and gender to give an extra lecture
entitled A Look at Latin American Women'’s Presence in the Media towards a New Horizon
to Learn Spanish introducing some theoretical concepts such as ‘language of represen-
tation’ or some basic theories in gender study to enrich the class learning experience
and broaden student’s horizon of the topic.

Week 7-9: Un recorrido por la ciudad de los anfitriones (A city tour in our host countries) and
Yo me comeria todo en el UNIVERSO (I would eat everything in the universe). The last three
weeks of the course were dedicated to greater spheres by which students might found
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themselves surrounded, for example, accommodation, household, public places, town
or city, which allowed students to gain urban perspectives and their surroundings in
Hispanic contexts. These two topics are related to the contents of beauty pageants
when the pageant like Miss Universe always showcases the host country and its gas-
tronomy. Lexical and grammatical resources such as those of household parts, public
places, and food are provided. Adverbs of place, communicative template sentences
of direction and locating places are also present here. The instructor considered these
two topics as a great opportunity to incorporate the urban, touristic and gastronom-
ical aspects of the Hispanic world into the class. Not only that of the Hispanic world,
but students were also encouraged to use Spanish to express their own Thai cultural
identity by creating choices and flexibility when it comes to class assignments and
extra lectures. In the assignment of these two topics students were assigned to create
their own guidebooks and life-style magazines in which they could select and edit in-
formation regarding the two topics themselves. They were mentored and guided by
the instructor to work in a basic editorial way. It turned out that students were very
much enthusiastic and productive when experimenting with the task.

Research Instruments

In order to accomplish the objectives of this research, two research instruments were
used, each one to serve each objective. On the one hand, an online questionnaire
was the most adequate and practical tool for collecting quantitative data related to
learners’ attitude and motivation, especially during this pandemic period. A set of well
elaborated items in the questionnaire could help answer the research questions while
the participants could also maintain their anonymity. On the other hand, the instru-
ment which helped to evaluate the effectiveness of the instruction in terms of learners’
Spanish proficiency was an exam at the end of the course.

Questionnaire

The questionnaire was elaborated with Google Form and sent to the participants via
e-mail. Most of the items were checklist, 5-point Likert-scale and rank order with an
aim to facilitate at most the task of filling the form. However, there were some blank
spaces offered in case the participants would like to express more details about any
specific item. The questionnaire was divided mainly in 6 parts: 1) personal informa-
tion 2) previous knowledge of Spanish language and Hispanic culture 3) interest in
Spanish language, Spanish speaking countries and this particular course 4) previous
attitude towards Spanish language, Hispanic culture and Hispanic people comparing
to after studying this course 5) motivating factors during the course 6) overall evalua-
tion of the course.

The personal information part was designed to see the general characteristics of our
research participants. The information collected would portray more clearly the profile
of those interested in this type of theme-based course designed to satisfy a specific
interest related to entertainment. Their previous knowledge of Spanish was also vital
for the analysis of linguistic and communicative competence at the end of the course.
In relation to attitude and motivation, there were altogether three items in this ques-
tionnaire. The firstitem was designed to seek top reasons which made the participants
enroll in this course. This data would help us to identify whether their motivation is
mainly intrinsic or extrinsic and whether they are closely related to Theme-based In-
struction or not. Following, participants were required to specify in which level, rank-
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ing from 1 to 5, is their attitude towards three main aspects, comparing before and
after this course: 1) Spanish language (its importance, usefulness, difficulty, etc.) 2)
Hispanic people (images, stereotypes, lifestyles, behaviors, etc.) and 3) Hispanic cul-
ture (identity, uniqueness, history, liveliness, etc.).

The next section was designed to find out which factors impact positively on learners’
motivation for the entire duration of the course. From eleven choices offered, partici-
pants needed to select one up to five factors which motivate them most and then they
needed to specify the degree of impact of each selected factor, ranging from 1 to 5 in
the scale. Moreover, there were blank spaces for them to add more factors or to ex-
plain details of selected factors. These open-ended comments would become valuable
for the analysis as they could contribute more concrete details of these motivating
factors.

In the final part, participants were requested to identify the degree of satisfaction,
ranging from 1 to 5, towards the course in various aspects, including accomplishment
in developing Spanish competence, knowledge related to Hispanic culture, content of
the course, instructor, teaching methods, teaching materials. The questionnaire end-
ed with an open-ended optional question for the participants to fill in their impression
about this course in case there were some aspects not covered previously.

Prior to handing out the questionnaire to the participants, it had been submitted to
two evaluators specialized in applied linguistics and then some points were amended
as suggested by them. This research project was approved also by the Research Ethics
Review Committee for Research Involving Human Subjects of Chulalongkorn Univer-
sity, Thailand.

Spanish proficiency test

The final exam of the course was the main tool used to evaluate Spanish competence
of the learners. The categories and situations designated in the exam were similar
with those assignments the students had been familiarized with while conducting the
thematic classroom activity such as self-introduction filming, short essays and role
play writing; dialogues and conversation writing or even basic translation in which
reading for comprehension is part of it. In general, the test was an adaptation from the
book jDale al DELE! for A1 level from Enclave Editorial (Spain). This book is a recompi-
lation of samples of DELE exam -Diplomas de Espafiol como Lengua Extranjera- a stan-
dardized Spanish proficiency test with most recognition offered by Instituto Cervantes.
For this research, the final exam included only three communicative skills: listening,
reading and writing. The exam followed closely the model of DELE exams in terms of
topics, task types, questions used. However, some details were adapted to suit beauty
pageant theme. For example, the writing part was divided into two sections. Firstly,
students needed to write a short essay introducing oneself as a candidate of Miss Uni-
verse 2021 in order to impress the judges and Miss Universe organization and, for the
second part, as Miss Thailand they needed to write short answers about the country
such as the national costume, Thai food and tourist attractions. Although the audio of
the listening part was taken from jDale al DELE!, the instruction was slightly modified
as follows: “You are going to listen to Angela Ponce, the first transgender woman who par-
ticipated in Miss Universe 2018 in Thailand....". Even though the speaking skill was not
included in the final exam, it is also evaluated through class assignments according
to the same criteria proposed in CEFR and used for DELE exam: coherence, fluency,
accuracy and range.
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Results

Questionnaire

The results of the questionnaire about learners’ motivation and attitudes were divid-
ed into 4 parts: 1) interest in Spanish language, Spanish-speaking countries and this
particular course 2) previous attitude towards Spanish language, Hispanic culture and
Hispanic population comparing to after studying this course 3) motivating factors
throughout the course 4) overall evaluation of the course.

Interest in Spanish language, Spanish-speaking countries, and this particu-
lar course

The survey revealed that entertainment media (68.2%) is the main medium used by
students of “Spanish and Beauty Pageant Course” to follow up the Hispanic world,
while political, social, and economic media ranks second (40.9%). This data interest-
ingly demonstrated a correlation between learners’ interest in beauty pageants as a
form of entertainment and their interest in learning Spanish language. In addition,
the research found that the participants’ top five reasons for choosing this particular
course were the interest in Spanish language, interesting course content, the interest
in beauty pageants, the interest in Hispanic cultures, and the instructor, respectively.
The reasons provided were: 1) interest in beauty pageants; 2) interest in/having fol-
lowed beauty queens from Spanish speaking countries; 3) interest in/ having followed
Spanish media: music, movies, shows, and series; 4) interesting content of Spanish
and Beauty Pageant course; 5) Spanish as an internationally important language; 6)
interest in leaning Spanish language; 7) interest in new ways of learning languages;
8) interest in Hispanic cultures; 9) benefits for current education and career; 10) bene-
fits for education and career in the future; 11) planning to travel to Spanish speaking
countries; 12) instructor.

Figure 1
Ranking of the reasons for which Thai learners of Spanish chose Spanish and Beauty Pageant course
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Previous attitude towards Spanish language, Hispanic culture, and Hispanic
population compared to after studying this course

The research revealed that, overall, learners' attitude of this course towards Spanish
language and Hispanic population and cultures significantly improved by the end of
the course. That is to say, after the course, there was a significantly increasing number
of learners reporting each aspect of the aforementioned attitudes to be positive to
very positive (level 4 = positive, level 5 = very positive). On the contrary, there was a
clear drop in those reporting themselves having negative to very negative attitudes
(level 1 = very negative, level 2 = negative).

Figure 2
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Motivating factors throughout the course

According to the survey, the most influential motivating factor which 77.3% had cho-
sen was the instructor, followed by teaching methods, classroom activities, and class
atmosphere, with 68.2%. The learners further explained that the instructor demon-
strated a strong passion for the sociocultural content related to beauty pageants and
beauty queens, particularly, in Spanish speaking countries. The majority stated that
the instructor always added interesting social and cultural facts which were the know!-
edge he gained from his working experience in beauty pageant industries and his own
research. That is to say, the interests of the learners and the instructor were matched.
Thus, this was deemed by the learners as a motivation to learn Spanish.

In addition to the opinions on the instructor, the learners acknowledged that the meth-
od of teaching Spanish based on the context of the beauty pageants was innovative
and effective considering that the goal of language learning was clear and concrete.
In other words, it was learning Spanish in order to understand the language of their
favorite beauty queens. Another important motivation was the variety of classroom
activities and exercises related to the beauty pageant. This helped students boost
the sense of belonging and self-expression in the class, which resulted in a friendly
learning atmosphere. Meanwhile, over 50% of learners had also deemed the content
relating to the Spanish language as their motivation. They wanted to improve their lis-
tening, speaking, reading, and writing skills so that they could understand and create
the content in Spanish language, specifically related to entertainment media, beauty
pageant, and etc.

Figure 5
Leaners' top five motivating factors throughout the course
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Overall evaluation of the course

Overall, the learners in this course reported their improvement in Spanish language
and course satisfaction to be improved to greatly improved and satisfied to very satisfied
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(level 4-5), respectively. To clarify, more than 50% of learners rated themselves with
the level 4-5 in various aspects of Spanish competence and sociocultural knowledge:
listening, speaking, reading, writing, translation, grammar, and geographical, cultur-
al, and historical knowledge of Spanish speaking countries.

Figure 6

Percentage of learners who rated their Spanish competence and knowledge of various aspects of
Spanish speaking countries at the level 4-5
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In terms of course satisfaction, up to 90.9% of students reported being very impressed
by the instructor. Meanwhile, 81.8% were very impressed by the course content and
teaching techniques. Also, 68.2% were very impressed by class materials. Important-
ly, 95.5% informed that this course truly met their expectations. The learners further
commented that the instructor’s strong passion for the sociocultural context of beauty
pageants had motivated them to learn Spanish. Apart from the teaching role, the in-
structor also portrayed himself as an encouraging pageant coach and mentor, corre-
sponding to the theme and content of the course. Consequently, the class ambiance
was not too academically stressful. Moreover, classroom activities, exercises, and class
materials were based on the beauty pageant theme, which matched the learners’ in-
terests. According to learners’ comments, this led to their enjoyment, high class par-
ticipation, and less anxiety about committing mistakes.

Spanish proficiency test

The following is the result of the Spanish proficiency test which is also a final exam for
“Spanish course oriented to beauty pageant contents”. These scores are of those 22
participants of this particular research. In order to analyze the exam results, it is im-
portant to take into account the fact that almost 60% (13 participants) have a previous
knowledge of Spanish although their average period in studying this language prior
to this course is only 4.5 months.
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Table 1
Percentage of final exam scores

Score Average Highest Lowest
Skill

Writing skill 92.26% 100% 86%
Reading skill 94.76% 100% 80%
Listening skill 76% 96% 52%

In general, the exam scores turned out to be impressive. It is true that a certain level
of familiarity with the Spanish language might be a great help for those who did study
the language previously. However, it is undeniable that the lowest scores of all skills,
except listening skill, are more than satisfactory. Regarding the writing test result,
the average point reached as high as 92.28% while reading comprehension was at
94.76%. The exam was wrapped up with the listening part which showed the lowest
average point at 88.83%. When reflecting and analyzing the test results it is found
that the reasons why the students’ writing and reading skills are impressively well
performed can be based on their class experience and experiment that allowed them
to gain familiarity with the use of the language. The person with the highest score in
writing (100%) graduated as a Spanish major in 2012, or nearly 10 years ago. However,
this score does not really affect the average as in general students did obtain good
marks and the lowest is 80% which is considered indeed a high score. From the test
result the writing exam part 1 in which students are instructed to create narratives
about their personal stories and profiles, impersonating and playing a role of their
ideal beauty queens, the findings show that in general the score in this part a bit lower
than the second part of writing due to the fact that the later required only short com-
prehensive answers while the first part focused more on storytelling and narratives
that require more accuracy and proficiency of the language used. It is the part where
grammatical errors like tense, collocation, and cognates (false friends) and alien lin-
guistic structures, primarily the so-called anglicisms and direct literal translation from
Thai structure can be found. However, the majority of the students could surpass the
minimum amount of 8 meaning full sentences required to be written in this part. The
instructor and examiner intentionally established this instruction to ensure that the
examinees in the end were able to deliver the fundamental sentences normally used
in the scenario.

In the reading comprehension test, the students’ comprehensibility was evaluated via
a cultural text that was similar to those used in the class in the thematic situation text
designated by the instructor. The performance of the examinees in this particular part
turned out to be at 23.69 points or 94.76% and eight students got all correct answers.
This result agrees with the study of Srivoranart (2011), conducted with Thai students
majoring in Spanish, which demonstrates that reading skill showed the greatest prog-
ress and was also the only skill that most of Thai students could reach B2 level when
they were about to graduate. Listening is the skill that the students in this course lack
proficiency at most. The figure that appears as the average points is 76% only which
is significantly lower than other skills evaluated and even three participants got lower
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than 60% which is set as a minimum pass score for DELE exam. This reflects that this
skill is a time-consuming learning skill and the students in this course must work hard
on the skill development. Each score level may imply and feature an individual devel-
opment pattern of language learning due to different learner strategies and self-mo-
tivation gained before and during the course by the examinees. Some students, more
or less, had been familiarized with the Spanish sound system prior joining the course
while some found themselves struggling when listening to the long conversation even
though it belongs to A1 level of DELE. All of these findings being analyzed here eventu-
ally can imply that in the future the course designer and instructor may have to create
the skill balance among the four main skills: listening, speaking, reading, writing for
the more effective learning and better impact.

Regarding the evaluation of the oral expression, the instructor set it apart from the
exam due to the limitation in the availability of time and convenience between the
examiner and examinees. Classroom assignments were used instead to evaluate stu-
dents’ speaking skill and oral proficiency based on the coherence, fluency, accuracy
and range. Along the course, the instructor also put emphasis on the articulation of
the sound that the students may produce with difficulty while conducting some oral
interpretation and conversational roleplay. Audiovisual materials with ‘teletext or vid-
eotext’ that correspond with the A1 level were provided to the students so that they
could listen and read while enjoying the content. Mainly three class assignments, ‘Mi
perfil' (My profile), ‘mi cancién favorita’ (My favorite song), ‘Mi primer dia en el concur-
so' (My first day in the contest), were used for the evaluation of oral proficiency and
comprehensibility. When looking at the range gained by the students, students tend to
be able to have enough language; vocabulary, grammatical resources to express him/
herself even though with some grammatical errors, collocation and word choice on
the designated topics such as in the video presentation of self-introduction, greeting
conversation used in one of the roleplay activities during the course as demonstrated
in the following dialogue below.

A: jHola mi compi nueva! Soy Amanda Chalisa Obdam de Tailandia. ;Cdmo te llamas?
B: jHola Amanda! LIamame Estefania. Soy puertorriquefia, pero vivo en Paises Bajos.
Encantada

A: Encantada. jAdelante!

B: Pues, la cama cerca la puerta estd UN POCO desordenada.

A: Tengo 17 maletas y voy a desempacar. ;Te parece bien si lo tomo? ;Qué cama qui-
eres?

B: iNo te preocupes! Hay muchos espacios cerca la ventana también para mis maletas.
Ademads, suefio mejor cuando dormir lejos de la puerta.

In terms of fluency and accuracy, during the oral activity filmed in the format of the
videoclips, students were allowed to prepare the scripts and rehearse so it is logical
that they could keep going comprehensively, even though for grammatical and lexical
accuracy they may fail easily at this point. Repair and repeat are clearly evident, espe-
cially in longer sentences. Moreover, when the students had to deal with the impromp-
tu question that may go beyond the basic template sentences taught in the level, they
were found struggling to answer especially in the classroom when the instructor had
to conduct code-switching and immediate translation to facilitate the better under-
standing of the students. This is because the student could not catch and understand
some particular words used in the statement or speech in the session. One remarkable
oral activity that could serve as a springboard for the students to practice and gain
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more articulation is the roleplay activities. The instructor would assign the students a
task that would allow them to cling with the conversational language required by the
level and encourage them to correct and improve their pronunciation. Oral interpre-
tation techniques via singing and news reading were applied from time to time to the
class so that the student could realize the relevance of phonetics. Last but not least, co-
herence was also taken into consideration as well when it comes to the oral evaluation.
The students could link a series of simple elements into a connected, linear sequence
of points when creating a conversation or speaking scripts that they were normally
allowed to prepare in advance before filming or appearing in front of their laptop or
PC camera as shown in the excerpt below.

A: ;Qué quieres ser de mayor?

B: Quiero ser guia ¢y t0?

B: Quiero ser pintora pero ahora quiero ser miss universo.

A: Yo también. ;Quién miss universo te gusta mas?

B: Me gusta Catriona Gray. Ella es muy guapay lista. ;Y a ti?

A: A mi también, me encanta Catriona Gray.

B: ¢Qué te gusta hacer?

A: Me encanta viajar en mi pais porque mi pais tiene mucha naturaleza hermosa ¢y a ti?
B: Me gusta ir a la playay comer.

A: Mi pais tiene muchas playas hermosas. Si tu tienes tiempo libre, puedes viajar a mi
pais.

B: Si, seguro.

A: ;Qué comida te gusta?

B: Me gusta la comida espafiola. ;Y a ti?

A: A mi también, pero prefiero la comida tailandesa.

B: Vale, hasta luego.

Discussion and Conclusion

Since the terrain of foreign language teaching has always encountered challenges,
numerous innovative methods and approaches have constantly been proposed. In
this difficult time of the Covid 19 pandemic, most of the classes, including language
classes, have to switch themselves to online platforms where traditional teaching does
not seem to be an effective solution. Theme-based instruction is chosen to be the core
of this research as it permits a great combination between language teaching and
contents related to learners' interests, which could be a favorable way to attract stu-
dents’ attention through the whole course, no matter if it is online or not. The profile
of students enrolled in “Spanish and Beauty Pageant Course” allows us to understand
more clearly the target group for courses with similar characteristics and, in this case,
a high diversity in terms of ages and professions can be witnessed. This is proof that
a language course based on an entertainment theme could greatly build up a group
of learners with mutual interest and hobby despite their individual differences. In this
case, the interest in course content oriented to beauty pageants and the interest in
beauty pageants are top reasons for which they decided to enroll in the course, apart
from the willingness to learn Spanish language. This common intrinsic motivation
plays a crucial role in creating empathy among them. For example, students of this
course constantly exchange knowledge and tips related to Spanish learning and also
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beauty pageant news and updates through the course’s line group, which certainly
highlights their enthusiastic participation in the learning process.

Consequently, the results of this research confirm the vital role played by Theme-based
instruction in enhancing favorable learning atmosphere, increasing positive attitude
towards Spanish as well as Hispanic culture and people, and motivating the students.
By comparing students’ attitude towards Spanish language, Hispanic Culture and His-
panic people before and after the course, the difference is dramatic. By the end of the
course, everyone displays a positive or very positive attitude. Concerning motivating
factors, the instructor turns out to be the factor which motivated them most during
the whole course as they could feel the instructor’s passion for the material and his
effort in providing them with sociocultural content related to beauty pageant in His-
panic countries as well as other interesting cultural facts and anecdotes. This infor-
mation also connects with the following most motivating factors -teaching methods,
classroom activities and class atmosphere- as students considered this theme-based
instruction as innovative and effective and the instructor did a great job in engag-
ing students in classroom activities related to the world of beauty queens. In other
words, their intrinsic motivation or their interest in beauty pageant is enhanced by
external factors like the instructor, teaching techniques and class atmosphere which
afterwards turned into extrinsic motivation which nurtured them all along the course.
Moreover, this friendly atmosphere places emphasis on cooperation instead of com-
petition which could reduce a certain level of anxiety while facing a new language and,
as a result, increase students’ sense of belonging and self-esteem. In other words, this
course prioritized the importance of the affective domain in L2 learning and did finally
prove its significant role.

In relation to the effectiveness of this approach in increasing learners’ Spanish pro-
ficiency, this study underlines that it really could lead the students’ proficiency to a
very satisfied level in almost every skill. Interestingly, the questionnaire revealed that
at the end of the course the learners were satisfied with their language improvement
and sociocultural knowledge. Regarding the final exam results, the average score of
three different parts is 92.2% for writing, 94.76% for reading and 88.83% for listening
consecutively, although three students could not manage to pass 60% in listening skill.
These exam results coincide with self-evaluation asked in the questionnaire. Regard-
ing linguistic and communicative competence, participants considered that reading
skill was the one with most notable improvement and command while listening skill
presented the most difficulties. As for speaking skill, evaluated through class assign-
ments, students seemed to have enough linguistic resources to express themselves
although some grammatical and lexical errors were detected and many still struggled
when facing unfamiliar words or structures. Nonetheless, geographical, cultural and
historical knowledge of Spanish speaking countries seems to generate the most im-
pression among the students, affirming the need to integrate sociocultural content as
part of a foreign language course.

In conclusion, this research evidences the importance of the four motivating factors
proposed by Harmer (1991). Class atmosphere, teaching method, instructor and abili-
ty to reach an appropriate L2 level of challenge are obviously reflected in the research
results. Above all, theme-based instruction has proved itself to be a very promising
approach for L2 teaching during this disruptive time and could be used not only to
potentialize the L2 instruction, but also to facilitate the cultural knowledge of that
particular language. For example, in the future, when considering the rise of popular
culture, this cultural and social phenomenon can be experimented on and applied
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by L2 instructors to motivate students to learn and acquire linguistic proficiency and
accuracy as well as the appreciation of contemporary global and local culture. In a
nutshell, any entertainment contents or genres that are on the rise and have become
the interest of learners are highly recommended to be taken into consideration and
applied for the said theme-base instruction. Hopefully, this research could shed light
on more innovative proposals for L2 courses, considering learners’ intrinsic motivation
as the essence of the course design.

References

Arnold, J. M. (2015). La dimension afectiva en el aprendizaje de ELE. Actas del I Congreso
de espafiol como lengua extranjera del Magreb. La ensefianza en Magreb: oportuni-
dades y retos. Instituto Cervantes de Rabat, 14-19.

Arulsevi, E. (2016). The Effectiveness of Content-Based Instruction in English Language
Teaching. Excellence in Education Journal. 5(2), 36-51.

Brinton, D., Snow, M., & Wesche, M. (2003). Content-based second language instruc-
tion. The University of Michigan Press.

Deci, E., & Ryan, R. M. (1985). Intrinsic motivation and self-determination in human be-
havior. Plenum.

Duangkhong, T. (2013). Comunidades virtuales en concursos internacionales de belle-
za: Estudio de casos en Tailandia y Latinoamérica. Colombia en el sistema interna-
cional: su proyeccion en Asia. Universidad Externado de Colombia.

Gardner, R. C. (1985). Social psychology and second language learning: The role of atti-
tudes and motivation. Edward Arnold Publishers.

Gardner, R. C. & Lambert, W. E. (1972). Attitude and Motivation in Second Language
Learning. Newbury House.

Harmer, J. (1991). The practice of English language teaching. Longman.

Jiang, S. (2017). The Impacts of Theme-Based Language Instruction: A Case Study of
an Advanced Chinese Intensive Program. Journal of the National Council of
Less Commonly Taught Languages, 21,167-208.

Lightbown, P. (2014). Focus on content-based language teaching. Oxford University Press.

Lyster, R. (2018). Content-Based Language Teaching. Routledge.

Oliva Parera, P. M. & Nufiez Delgado, M. P. (2016). Lengua y contenido significativo
para motivar al aprendiente de lengua extranjera. Revista espafiola de lingiiistica
aplicada. 29(1), 270-295.

Phonhan, P., Phusawisot, P. & Praphan, P. (2016). The Effects of Theme - Based Instruc-
tion for Reducing Thai Undergraduate Students' Descriptive Writing Apprehen-
sion. Silpakorn University Journal of Social Sciences, Humanities, and Arts, 16, 73-92.
https:/doi.org/10.14456/sujsha.2016.23

Srivoranart, P. (2011). £/ proceso de aprendizaje de ELE por parte de alumnos tailandeses:
condicionantes lingdiisticos y culturales. Universidad de Alcala.

Stoller, F. L., & Grabe, W. (1997). A Six-T's Approach to Content-Based Instruction. The
content-based classroom: Perspectives on integrating language and content. Addi-
son-Wesley Longman.

Stryker, S. B., & Leaver, B. L. (eds.). (2007). Content-based instruction in foreign language
education: models and methods. Georgetown University Press.

Publicaciones 52(1), 161-181. https://doi.org/10.30827/publicaciones.v52i1.24323
Srivoranart, P. et al. (2022). The Impact of Theme-Based Language Instruction...


http://doi.org/10.30827/publicaciones.v48i2.8331
https://dialnet.unirioja.es/servlet/autor?codigo=3708953
https://dialnet.unirioja.es/servlet/autor?codigo=1814756
https://dialnet.unirioja.es/servlet/revista?codigo=1727
https://dialnet.unirioja.es/servlet/revista?codigo=1727
https://dialnet.unirioja.es/ejemplar/456371
https://dialnet.unirioja.es/ejemplar/456371

Tussa'diah, H., & Nurfadillah, K. (2018). The Implementation of Theme Based Teach-
ing to Improve Students’ Achievement in Narrative Text. KnE Social Sciences, 3(4),
352-360.

Publicaciones 52(1), 161-181. https://doi.org/10.30827/publicaciones.v52i1.24323
Srivoranart, P. et al. (2022). The Impact of Theme-Based Language Instruction... 181


http://doi.org/10.30827/publicaciones.v48i2.8331




creative Publicaciones. Facultad de Educacion y Humanidades del Campus de Melilla
commons Depésito legal: GR-94-2001 - eISSN: 2530-9269 - pISSN: 1577-4147
License 4.0 BY-NC-SA Editor: Facultad de Ciencias de la Educacion y del Deporte de Melilla (Universidad de Granada)

Qualitative analysis of the use of non-
sexist language in higher education: the
case of the University of Malaga from the
professor’s perspective

Andlisis cualitativo del uso del lenguaje no sexista en la educacion superior: el
caso de la Universidad de Malaga desde la perspectiva del profesorado

ESFAE IR EATES EREME DT MBRIINKFH
ImAT ARy ==l
KauecrBeHHbI aHan3 UCM0b30BaHNS HECEKCUCTCKOM NIEKCUKM B BbICILIEM

06pa30BaHuI; CNyyait YHueepcuTeta Manarv ¢ T0UKi 3peHns npenoAaBarenbekoro
(0(TaBa

Esther Mena-Rodriguez

University of Malaga

emena@uma.es
http://orcid.org/0000-0003-1406-3507

Miguel-Angel Fernandez-Jiménez
University of Malaga
mafjimenez@uma.es
http://orcid.org/0000-0001-6205-3915

Victoria-del-Rocio Gomez-Carrillo
University of Malaga

rociogc@uma.es
http://orcid.org/0000-0002-2506-9624

Maria Inmaculada Jiménez Perona
University of Malaga
mijperona@uma.es
http://orcid.org/0000-0003-3614-8026

Dates - Fechas How to Cite this Paper - Cémo citar este trabajo

Received: 2022/02/20 Mena-Rodriguez, E., Fernandez-Jiménez, M. A., Gomez-Carrillo, V.

Accepted: 2022/05/30 R., & Jiménez, M. I. (2022). Qualitative analysis of the use of non-sex-

Published: 2022/10/03 ist language in higher education: the case of the University of
Malaga from the professor’s perspective. Publicaciones, 52(1), 183-208.
https://doi.org/10.30827/publicaciones.v52i1.18412

Original Articles Publicaciones 52(1), 183-208. https://doi.org/10.30827/publicaciones.v52i1.18412
Articulos Originales Mena-Rodriguez, E. et al. (2022). Qualitative analysis of the use...

183


http://doi.org/10.30827/publicaciones.v48i2.8331
mailto:mijperona@uma.es
https://creativecommons.org/licenses/by-nc-sa/4.0/
https://creativecommons.org/licenses/by-nc-sa/4.0/
https://creativecommons.org/licenses/by-nc-sa/4.0/

184

Abstract

We live in a fast-changing society where social, economic and cultural changes clearly affect
language; therefore, language should be faithfully adjusted to reality to continue fulfilling
its function: communication. The problem arises when society advances faster than lan-
guage research. Currently, the feminine gender only designates women, while the mas-
culine gender has a double use: specific, referring to men, and generic, to refer to both
men and women. Consequently, we are usually unaware of whether the language we use
is sexist or not and of how it can influence our way of constructing realities and thoughts.
Accordingly, educational institutions play a key role in the transmission of values and, since
the university context is a pivotal point in the professional and personal development of
students, both the content and the language used by teachers must be developed with a
non-sexist language. This study aims to investigate the attitudes and opinions of professors
towards the use of non-sexist language during the development of the teaching and learn-
ing process. The methodology was eminently qualitative, using an in-depth semi-structured
interview as a data collection instrument. Professors from different Schools of the Univer-
sity of Mdlaga (Universidad de Mdlaga - UMA), specifically from the fields of knowledge
ranging from Engineering and Architecture to Social and Legal Sciences, have participated
in this study. To complete the study, branches of knowledge were compared from a gender
perspective. The results showed some predisposition towards the use of an egalitarian or
non-sexist language although most professors systematically use the generic masculine,
perhaps by tradition.

Keywords: coeducation, non-sexist language, professors, higher education, qualitative
methodology.

Resumen

Vivimos en una sociedad cambiante y acelerada donde los cambios sociales, econémicos
y culturales afectan de forma evidente al lenguaje, por lo tanto, éste deberia ajustarse
fielmente a la realidad para seguir cumpliendo su funcion, la de comunicar. El problema
surge cuando la sociedad avanza mds deprisa que las personas que estudian la lengua.
Actualmente, podemos afirmar que el género femenino sélo designa mujeres, mientras
que el género masculino tiene un doble uso: especifico, referido a varones y genérico para
referirse tanto a hombres como a mujeres. Por ello, suele ocurrir que normalmente no
seamos conscientes de si el lenguaje que utilizamos es sexista 0 no, y cémo puede influir
en nuestra forma de construir realidades y pensamientos. En este sentido, las instituciones
educativas juegan un papel primordial en la transmision de valores y, dado que el contexto
universitario es punto neuralgico en el desarrollo profesional y personal del alumnado,
es fundamental que tanto los contenidos como el lenguaje utilizado por el profesorado,
sean desarrollados con un lenguaje no sexista. En este estudio se indagé en las actitudes
y opiniones del profesorado de Educacién Superior hacia el uso de un lenguaje no sexista
durante el desarrollo del proceso de ensefianza y aprendizaje. La metodologia utilizada
es eminentemente cualitativa, como instrumento de recogida de datos se ha utilizado la
entrevista semiestructurada en profundidad. Ha participado profesorado de diferentes
Facultades de la Universidad de Malaga de las ramas de conocimiento de Ingenierias y
Arquitectura, asi como de Ciencias Sociales y Juridicas. Para completar el estudio, se ha
realizado una comparativa entre ramas de conocimiento con perspectiva de género. De los
resultados obtenidos se concluye que existe cierta predisposicion hacia la utilizacién de un
lenguaje igualitario, aunque la gran mayoria del profesorado utiliza el masculino genérico
de manera sistematica, tal vez por tradicién.

Palabras clave: coeducacion, lenguaje no sexista, profesorado, educacién superior, meto-
dologia cualitativa.
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Pe3tome

Mbl XVBEM B CTPEMUTE/IbHO MeHSIHOLLEMCS 0OLLecTBe, rAe CoLManbHbie, IKOHOMUYEeCKme
U KyNbTypHble NPeobpa3oBaHNsi BHO BAMSIOT HA NI3blK, MO3TOMY S3blK AOMXEH 6biTb
npWcnocobneH K peanbHOCTH, YTOBbI MPOAOAXKATb BbIMOMHATL CBOI GYHKLIMIO - KOMMY-
Hukauwto. NMpobnema BO3HMKaeT, Korjaa 0bLLecTBO pa3BMBaeTCs ObicTpee, YeM NoAN, 13-
yyarowime a3bik. CerogHs Mbl MOXEM YTBEPXAATb, UTO XEHCKUIA poj 0603HayYaeT ToNbKo
XEHLLVH, B TO BpeMsi Kak MYXCKO/ poZ UMeeT ABOiiHOe ynoTpebneHue: cnelmduyeckoe,
OTHOCALLEeCs K MY>XUMHaM, 1 06LLee, OTHOCALLeecs Kak K My>XYMHAM, Tak U K XeHLLMHaM.
Mo 37O NPUYMHE Mbl HaCTO He 3HaeM, SBISETCA N UCMO/b3YeMbliAi HAMU NeKCUKOH Cek-
CMCTCKMM UAW HEeT, 1 Kak OH MOXET BAWSTb Ha TO, KakK Mbl CTPOVM PeanbHOCTb U MbIC/N.
B 3TOM cMbicie yyebHble 3aBefleHnst UrparT BaxHY po/ib B repejave LeHHOCTel, 1,
YUNTbIBasA, UTO YHVBEPCUTETCKNIA KOHTEKCT ABNSIETCH HEBPANTMYeckol TOUKon B npodec-
CMOHANbHOM W IMYHOCTHOM Pa3BUTUMN CTYAEHTOB, BaXKHO, YTOObI 1 COAEpXaHue, 1 A3bIK,
1Cnonb3yemblii NpenoAaBaTeNbCKUM COCTaBOM, bbliM pa3paboTaHbl C UCMOMb30BaHNEM
HeceKkcncTcknx GopMyNnpoBoK. B AaHHOM McCief0BaHUM M3yYanocb OTHOLLEHWE 1N MHe-
HWS NpenojaBaTeNbCckoro COCTaBa BbICLLIMX YYebHbIX 3aBeAeHNA OTHOCUTENbHO WUCMONb-
30BaHWS HECEKCMCTCKOrO A3blka B MpoLiecce NpenojaBaHns 1 0byyeHuns. Micnonb3oBaHHas
MeTOZA0/I0r1S ABNSIETC NCKNYNTENBHO KaYeCTBEHHOM, @ B PONIN MHCTPYMeHTa Ans cbopa
JaHHbIX MCNOMb30BaNoChk NOAYCTPYKTYPUPOBaHHOE ryBUHHOe NHTepBbI. B nccnesoBa-
HUW MPUHSAAN yyacTue npenojaBaTeny pasinyHbix GpakynsTeToB YHuBepcuteTa Manaru
13 OTpacaeil HayK - MHXXeHEPHbIX 1 apXUTEKTYPHbIX, @ TakXKe COLMaNbHbIX 1 IOPUANYECKKX.
[ns 3aBepLueHNs nccief0BaHUS ObINo NPOBEAEHO CPaBHEHME MeXAY 0TPaCiSMU 3HaHUIA
C YYETOM reHzepHoli nepcnekTyBbl. V13 nonyYeHHbIX pe3ynsTaToB MOXHO CAeNaTb BbIBOZ,
4TO CyLLeCTBYET OMnpezeneHHas NpejpacrnonoxXeHHOCTb K 1CMONb30BaHUIO 3raAnTapHoro
A3bIKa, XOTA NoAaBAsoLLee 60/bLUMHCTBO yunTeNel crcTeMaTnyeck NCNonb3yoT 06LLWiA
MY>KCKOW POJ, BO3MOXHO, B CVJTY TPAANLIMN.

Kntouesbie n108a: COBMeCTHOE OGyHEHME, HEeCeKCUCTCKUIA 3bIK, npenojasatenu, Bbicllee
06pa3osaHMe, KayecTBeHHaa MeToA010ru4.
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Introduction

To better understand this research, the concepts of mixed and androcentric education
must be distinguished; the latter is understood as the interpretation of advances or
changes in society from a purely masculine perspective. First, mixed education is the
cultural system that currently predominates in the educational system, which is lim-
ited to grouping both men and women in the same classrooms, with the principle of
“educational equality for all individuals”. Therefore, curricular and pedagogical perfor-
mance must be equal for both men and women.

In turn, the coeducational model goes beyond the mixed model, supposing an inten-
tional educational process aimed at achieving the full integral development of people,
regardless of their gender, enabling each individual to build their own social identity,
without roles or obstacles, whilst promoting respect, mutual acceptance and consid-
eration between both sexes.

Among the theories that address coeducation, the authors Lépez and Encabo (2002)
stand out for their important evaluations of the influence of professors, within the ed-
ucational field, since the language that they use can convey sexist roles, perpetuating
gender differences, whilst being unaware of how the use of specific linguistic codes
can influence student consciousness.

In line with this theory, Freixas (1995) considers that professors play a key role in the
process of socialization of the gender identity of students, albeit usually without real-
ising that their form of communication can be discriminatory.

Subirats (2010) states that “the asymmetry between the position of men and women
is still perpetuated in mixed schools. School knowledge continues to convey an andro-
centric culture [...] if anything, our culture suffers from excessive masculinity” (p.156).
The author highlights how coeducation primarily aims to continuously extinguish dis-
criminatory mechanisms, not only in the formal structure of educational institutions
but also in the ideology and daily practices of professors.

Thus, introducing, in the educational context, a coeducational model which enables
both female and male citizens to develop personally and academically through an eg-
uitable culture for all without using discriminatory or stereotyped mechanisms entails
a daunting task requiring changing not only the structure and formal organisation of
educational institutions but also the culture. This culture must be observed in daily
practice, and faculty members play a key role in conveying it to their students, pro-
moting an equitable relationship with each other. However, one of the most significant
errors in the application of the coeducational model is assuming that this system is
clearly intended for women because it also influences the vision and role of men, limit-
ing their development and personal-affective experience by relating them to negative
traits.

Similarly, this is not about reducing sexist language by using symbols such as o/a
[male/female suffixes] or @ in texts; instead, using non-sexist language implies an
awareness of linguistic equality, in which the role or figure of the woman is as rec-
ognised as the role or figure of the man. It is about language fulfilling its primary
function, that is, effective communication (Gonzalez & Delgado, 2016).

In some cases, misinterpretations of the concept of coeducation could result from the
lack of training or awareness of the true principles on which the coeducational model
is based.
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Suberviola (2012) indicates three principles that must be considered when developing
equality actions in educational contexts:

« Visibility, which consists of recognising the inequality and discrimination that ex-
ists due to differences established by being of one sex or the other. The role that
women have played in our society must be highlighted, as well as their contribu-
tion to achieving social equality through non-sexist language in which students
are allowed to reflect on injustices due to gender discrimination.

« Transversality, which refers to the principles that are established to achieve
equality between men and women. They should be present in the political ac-
tions of both administrations and educational institutions, providing a transver-
sal approach for the inclusion of gender perspective in actions which directly or
indirectly affect the community.

+ Inclusion, which is based on the principle that all pedagogical initiatives and ac-
tions should include all members of the educational community. Education in
equality needs the intervention of both sexes for promoting more equal gender
relations.

The analysis of these principles shows that the people involved in guiding the edu-
cation of students are essential, so the focus of analysis will be the language used by
professors at the University of Malaga. In general, sexism is forged in the first years
of student life and culturally accepted without being questioned at such young ages.
For this reason, Higher Education can be a timely period for helping to change the
guidelines that are not based on equality (Mafias & Garcia, 2019).

Terms such as diversity or gender inclusion are increasingly more recognised, but the-
ory is one thing and practice is another. Therefore, a continuous and systematic work
in classrooms is required to highlight the contributions of women in history and in
different fields of knowledge (Garcia et al., 2013; Pinedo et al., 2018).

Currently, if we only use the generic masculine when the reality is made up of men
and women, we are using sexist language by ignoring the representativeness of both
genders in conditions of equality in our intended message. Thus, language does not
have a purely descriptive use but instead encompasses our perspectives of the world,
which may under- or overvalue specific situations according to the grammatical genre
used. For this reason, the language used by professors will influence the transmission
and internalisation of a specific culture and thought.

In this process, the University, understood as the last educational stage of a person,
can enable and encourage educational professionals to develop a co-educational cul-
ture that is reflected in their work, in their attitudes towards other people and, above
all, in the use of inclusive and egalitarian language. In this regard, we must be aware
that both written and verbal language is one of the most relevant means of commu-
nication in social relations by conveying various ways of thinking and acting, shaping
the culture of our society. Jiménez et al. (2011) states that the University “is configured
as an agent of decisive change for the advance towards the reflective and critical use
of an inclusive and egalitarian language” (p. 176).

Among the sexist forms of language within the educational field, specifically in teach-
ing practices, the more frequent and consistent use of the masculine gender to refer
to circumstances or groups that include people of both sexes stands out. This fact,
or continuous abuses of the masculine figure, hides or erases the feminine identity,
thereby highlighting the masculine figure.
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In turn, aspects that maintain discrimination in the organisation, curriculum and spac-
es used within an educational centre should also be considered. Therefore, education-
al institutions must analyse the linguistic behaviour of professors and their interac-
tions with the educational community towards establishing the necessary guidelines
for introducing changes if necessary. Combined, these measures will make it possible
to achieve a true co-educational model.

As indicated by Calero (1999), the phases of any cognitive and change process are:
knowing the problem, learning to detect it, learning to highlight it and trying to solve
it. Therefore, to start a true coeducation, teachers must begin to examine their own
use of language, focusing on their explanations, on the content of their didactic ma-
terials and on the way in which they communicate with male versus female students
to avoid, as much as possible, conveying sexist stereotypes and perpetuating female
invisibility.

The University, as a prestigious social and educational context, fulfils an important
function, similarly to other educational contexts. For this reason, professors must be
attentive to both the language and the content of their didactic materials to avoid
conveying a sexist culture, that is, as educational agents they must take on the respon-
sibility of developing an approach to teaching with this gender vision to incorporate
educational initiatives adapted to the university environment and to the characteris-
tics of their students. This perspective of linguistic equality must be integrated into all
aspects of the university curriculum because it is here that professors must be aware
of the sexist contents and language that are projected in their daily practice, solving
those issues that prevent an egalitarian and permanent development.

Professors also have an important mission within educational centres in learning how
to detect, analyse and evaluate situations and manifestations related to androcen-
trism, which can be the root of gender violence in and outside the classroom (Calvo,
2015; Ferrer et al., 2008; Llorent & Cobano, 2014; Vierna & Ruiz, 2014; Pinedo et al.,
2018). For this reason, the methodological and curricular elements must be strength-
ened to help make schools increasingly more inclusive in relation to gender equality
(Gonzalez & Martin, 2014; Pinedo et al., 2018).

Methodology

The methodology used in this study was eminently qualitative. In total, 29 professors
(21 women and 8 men), from various branches of knowledge were selected through
random (qualitative) sampling. These professors were interviewed in depth to iden-
tify and construct, through their speeches, the way in which they conceive and use
non-sexist language in their daily teaching work.

The intent of this study was not to achieve statistical representativeness of the study
population but instead to encompass a wide variety of conceptual visions to help us
understand in depth how the complex phenomenon of the use of inclusive language
is addressed at the University of Malaga; therefore, this is an application-oriented re-
search study.

The study was carried out in accordance with the standards established by the ethics
committee of the University of Malaga.
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The general objective of this research, carried out in 2020, is to identify the degree of
awareness and the opinion of professors at the University of Malaga (Universidad de
Madlaga - UMA) on the use of inclusive language for a coeducational model.

This study had the following specific objectives:

 To assess whether university teachers are aware and mindful of the use of inclu-
sive language in their teaching work.

+ To determine whether university teachers have knowledge of what inclusive lan-
guage actually is.

+ To analyse whether sexist language and extensive use of the generic masculine
continue to prevail in the teaching discourse of university professors.

+ To learn whether female professors are more or less sensitive than their male
counterparts to the use of inclusive language.

+ To observe whether faculty members are open to change and to using inclusive
language in their lectures.

+ To identify differences between branches of knowledge regarding coeducation.

Population and sample

The study population included faculty members of the academic community of the
University of Malaga (Universidad de Mdlaga - UMA), more specifically, professors.

To conduct the interviews, considering the qualitative design of this research, random
sampling was performed, for which purpose all professors of the selected branches
of knowledge were contacted by mail, requesting their collaboration to illustrate how
the subject is addressed from different perspectives, in this case, in different branches
of knowledge.

In total, 29 professors, who voluntarily accepted to participate in this study, were in-
terviewed. The age of the professors ranged from 30 to 65 years, averaging 42.9 years.

Four Schools were involved in this study: School of Education Sciences (Facultad de
Ciencias de la Educacién) (37.9%), School of Psychology (Facultad de Psicologia) (17.2%),
Technical Institute of Computer Engineering (Escuela Técnica Superior de Ingenieria In-
formdtica - ETSI) (21.3%), and the School of Telecommunications (Facultad de Telecomu-
nicaciones) (23.6%) and 12 degrees, including master’s degrees.

Data collection instrument

The primary technique and data collection instrument used in this research was the
qualitative semi-structured interview based on a flexible script. Most importantly, this
script persistently focused on a topic (or several) when investigating that topic, pro-
gressing and delving into it until gathering all relevant information (Téjar, 2006).

The script covered a total of 10 questions, which were validated by 6 experts in egal-
itarian language and research methodology, and completed with information re-
garding attributive or assigned variables that helped to contextualize the study and
completed with information regarding attributive or assigned variables that helped to
contextualise the study and to make comparisons: their age and gender, the degrees
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that they teach, the centres where they teach and the predominant gender of their
students in each subject.

The 10 main questions asked in the initial script were related to four main catego-
ries created ad hoc. These categories were: professor awareness, knowledge about
non-sexist language, use of egalitarian language and openness to change.

The table below outlines the different dimensions or categories with the script of the
questions that were asked in the interview.

Table 1
Categories used in the interview

Category

Script of questions for the interview

Professors' awareness
of the use of inclusive
language

Professors' knowledge of
inclusive language

Professors’ use of non-
sexist language in their
subjects

Professors’ openness
to change and to using
inclusive language

Do you address students during your classes considering their
predominant gender?

Would you use words such as “estudiante” [student; gender
neutral noun] and “personas” [people; female noun], instead
of “alumnos” [students; male noun], “todos” [all; male noun] or
“algunos” [some; male noun]?

What do you think about the widespread use of the generic
male form?

Do you think it is sometimes used spontaneously?

For your in-class activities and practices, do you usually include
gender-neutral forms?

In teaching resources (videos, images) do you ensure the
alternation (woman/ man) and/ or the duplication (woman and
man in the same image) of characters?

When you talk about female authors, do you highlight that they
are woman (for example, by indicating her first name)?

Do you think that the habit of not using inclusive language
should change?

Would you be willing to use egalitarian (non-sexist) language?

Results

The results were analysed from general to specific issues; thus, we started by creating
word clouds using the Tagxedo application, which is a popular strategy in the field
of Education Sciences (McNaught & Lam, 2010; Perry, 2012; Fernandez et al., 2017).
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These word clouds provided preliminary results for a more in-depth analysis of the
data.

The analyses initially revealed different teaching profiles in the study sample, charac-
terised by how the professors face the use of an inclusive language as a determinant
of a coeducational model, as shown in the following word clouds (Figure 1)

Figure 1
Comparison of word clouds
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The comparison of the word clouds shows differences between the Schools of Educa-
tion Sciences and Psychology and ETSU and the School of Telecommunications in the

professors’ degree of awareness and opinion regarding the use of inclusive language
for a coeducation model.

Thus, while professors of Education Sciences and Psychology highlight words such as
“personas” [people], “profesorado” [professors], epicene terms, “profesionales” [profes-
sionals] and “inclusivo” [inclusive], among others [gender-neutral forms], professors of
the ETSI and School of Telecommunications talk about “ingenieros” [engineers], “pro-
gramadores” [programmers] and “alumnos” [students], among others [generic male
forms], albeit with some exceptions.

The analysis of the data collected in this study made it possible to select phrases, terms
or excerpts with their own meaning, which have been systematically catalogued and
numbered to easily locate them, inclusively by School, using the software Atlas.ti v.8

Table 2

Summary of the category system used in the analysis with excerpts of the dimension ‘Teacher aware-
ness towards the use of inclusive language’

Dimensions Code  Schools Excerpts

Professors’  CU ETSI and School of CUl, 1: When I speak in the plural, which is
awareness Telecommunications almost always, I use the word that, in

of the use (1) Spanish, encompasses both genders, which
of inclusive means that I use the words “alumnus” [pupils]
language and “estudiantes” [students], among others.

No, I usually use the generic male form.

CUI,2: Normally I usually use the generic male
form such as “vosostros” [formal generic male
form of you], which is what is stipulated, as
always.
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Dimensions Code  Schools Excerpts

CUI,3: T have never thought about how I
should address my students; I usually use
the second person plural. T usually omit the
subject. If I have to use a term, I usually use
“vosostros” [you].

CUl,4: T explain, I do not know, as always, I say
“alumnus” [pupils], “estudiantes” [students],
“people” [students], and they understand me.

CUI,5: Well, T always use the male form
because most students in class are men, and
I do not pay attention to word gender. I do
not repeat the same phrase to say students
“alumnos” [male pupils].

CU1,6: There is no reason to stop using
“alumnos” [pupils] or “hombres” [men]. Both
words can be used appropriately depending
on the context, similarly to “estudiantes”
[students] or “personas” [people].

CU1,7: It is absurd not to be use the generic
male form and to reduce “Torquemadas”

language.
School of Economics  CU2, 1:Talways combine female and male
and Business forms, and sometimes, to avoid repetitions, I
(Facultad de use epicene words.

Ciencias Econémicas
y Empresariales -
CCEE)/ School of
Psychology (2)

CU2,2: Usually, I use the pronoun “vosostros”
[you] as a generic male form. If T address a
group made up exclusively of female students,
for example, a small group in a practical class,
I address them as “vosostras” [female plural of
you in Spanish].

CU2,3: T usually indicate it with “ustedes”
[gender-neutral, informal plural you] and,
sometimes, I employ (literally) “vosotros”
[formal plural male you] and “vosotras”
[formal plural female you], and for words
without pronoun, T use “estudiantes”
[students], in phrases such as you are
students.

CU2,4: T usually speak in female form because
my class only has one boy in a group of 63
students.

CU2,5: I always use the fem ale form because
almost all my students are female, and it does
not seem fair to me to use the generic male
form, [which is misnamed], in my opinion.
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Dimensions

Code

Schools

Excerpts

CU2,6: T usually use inclusive language,

that is, gender-neutral [words] such as
“estudiantes” [students], “alguien” [someone],
“profesionales de la Educacién Infantil” [Early
Childhood Education professionals].

CU2,7: Sometimes I use the generic male
form, sometimes the male form and the
female form and sometimes gender-neutral
words. For example: “Como podéis ver” [As
you see], “qué pensdis..." [what do you think?],
“vosotras” [formal, plural female form of

you], “vosotros” [formal, plural male form of
youl], “el grupo” [the group], “alumnado” [the
pupils].

CU2,8: T always try to use the term “alumno”
[male pupil] or “alumna” [female pupil],
although I must admit that sometimes it is
not easy; tradition is a very heavy burden, and
it is more difficult to control that in spoken
language.

CU2,9: T had never fallen into the trap of
discrimination against women through
language, but I did a Teaching and Research
Staff (personal docente e investigador - PDI)
course on “PDI” and since then I usually

use “personas” [people]. I use “Estudiantes”
[students] as a synonym for “alumnus”
[pupils].

CU2,10: I already use “el estudiante” [the
student] “los estudiantes” [the students], “la
estudiante” [the female student] and “las
estudiantes” [the female students] because
the article clearly specifies to who Iam
referring.

CU2,11: 1 also use “personas” [people] when
referring to students who are not in the
classroom, in phrases such as “the people
enrolled in this degree” but never whenIam
referring to “los alumnos” [the male pupils] or
to “las alumnas"” [the female pupils] present in
the classroom because it breaks personalized
communication
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Table 3

Summary of the category system used in the analysis with excerpts of the dimension ‘Teacher knowl-
edge about inclusive language’

Dimensions Code  Schools Excerpts

Professors’  CO ETSI and School of CO1,1: Tunderstand that the generic male
knowledge Telecommunications  form is neutral; It does not bother me; I have
of inclusive )] always used it, and that is how they taught
language us. For me, it does not exclude any gender.

COl,2: I see no problem as long as the term
includes both genders.

COI,3: The Spanish language uses the generic
male form to refer to both women and men
equally. Therefore, I am fine with using it is
because it is according to the RAE, and it is
correct.

COl,4: I think we place too much importance
on trifle things. Our language is like this.

COl,5: The generic male form is the form
accepted by the RAE for word economy.

That was not a problem before, and we
women did not feel excluded, but the young
people of today do because the schools have
forced them to use the suffix -a. Much time
and effort are devoted to it when there are
many other issues in which we are more
discriminated and would be more urgent to
resolve, such as caring for elderly women and
young girls or violence against us.

COl,6: The generic male form is
grammatically correct and, as such, facilitates
communication.

COl,7: I always use the generic male form. For
example, the word “hombre” [man] has the
same root as “humus”, which means coming
from the earth, not male sex. Incidentally,
both terms share roots with the word
humility.

COl,8: 1 consider that the generic male form
should be avoided, using terms applicable
to both genders but without resorting to
circumlocutions that hinder communication.

COI,9: It could be considered discrimination
against men, but I accept it because I am not
offended.
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Dimensions

Code

Schools

Excerpts

CCEE/School of
Psychology (2)

COI,10: If extended refers to exclusive,

it seems wrong to me, but the double
[male and female] form is equally bad

and sometimes strikes me as more male
chauvinism by creating a situation in which
no adjective applies to both sexes if it is not
explicitly mentioned. I think that there should
be an easier and more natural alternative
that does not make communication less
effective or more cumbersome. I would
accept that solution even if it were invented
especially for the purpose of inclusive
language.

CO1,11: It is something that we have leaned
since we were little in school, and we have
intenalized it. It is used out of habit. It is
always used spontaneously, just as all other
language elements.

COI,12: Yes. Sometimes the alternatives are
very artificial and get in the way of smooth
communication; not every time; not even that
many, but they occur.

C02, 1: The generic male form seems correct
to me when most of them are boys.

€02,2: In my opinion, the generic male form
is a sexist scourge, which should not be used
on all occasions, but the generic feminine
form should also be used more normally.

C02,3: I consider it correct as long as it does
not involve an assault or attack on a person,
regardless of their gender.

C02,4: I consider that the generic male form
is an error. I think that it is time to change
the generic male form and look for inclusive
forms.

C02,5: We must avoid it as much as possible.
It is necessary to change its use to the
inclusion of the feminine and inclusive
language because it is not adequate since it
does not reflect or highlight the difference,
the sexual or gender diversity itself.

C02,6: I believe that the generic male form
is used intentionally but because gender
perspective is disregarded. I think that
inclusive and non-sexist language is used
more naturally. The problem is that some
people trivialize it, and that is negative.
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Table 4

Summary of the category system used in the analysis with excerpts of the dimension ‘Use of non-sexist
language by teachers in their subjects’.

Dimensions Code  Schools Excerpts

Professors’ UL ETSI and School of UL 1,1 When I address my pupils, I tell

use of Telecommunications them that we will all be engineers or I will
non-sexist (M talk about the subject, that is, Engineering.
language For example: when you finish your degree,
in their you will be able to work in professions as a
subjects consultant, computer scientist, programmer,

engineer, programmer data analyst...

UL 1,2: T use the generic male form when I
speak in general because our language is
like that. But that does not mean that I do
not encourage girls to pursue engineering
careers, and I give my example sinceIam a
girl and an engineer.

UL 1,3: Tuse the name of the subject:
Informatics, Engineering, Computer Science.

UL 1,4: You are going to be the “ingenieros”
[generic male form of engineers] that will
sustain the country in the future.

UL 1,5: T use both terms, “ingenieros” (male
plural form of engineers] and “ingenieras”
(female plural form of engineers]. This is
what I say most often, but it bothers me
not to have a more efficient form, and I use
the at sign in my messages when I write
“alumnos” [pupils].

UL 1,6: I'say “ingenieros” [generic male
form of engineers]; I think that it silly to use
gender inflection.

UL 1,7:Tuse them interchangeably; I do not
pay attention to word gender.

UL 1,8: They will seem sexist to you. I think
you have a problem, considering it sexist,
not me. It is a totally inclusive language,
and the one who has a problem is the one
who interprets the generic male form as
exclusively addressing men. I have always
interpreted it for what it is, everyone,
regardless of gender.

UL 1,9: Tdo not usually use pictures of
people. In the event that the discoverer of
something was a woman, I would use her
photo, just as I would if it had been a man.
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Dimensions

Code

Schools

Excerpts

CCEE/School of
Psychology (2)

UL 1,10: I do not pay much attention

to these things. I think that it is more
important to be natural and not obsess
about it. Naturally, all cases in which men
and women appear are highlighted.

UL1,11: Anthropomorphic figures do not
usually appear in the teaching materials,
but when they do, they are gender-neutral
forms.

UL 1,12: I do not pay attention to it. Precisely
because that is egalitarian. To be honest, I
tend to put more women because it is more
pleasant for me. I am straight, but I usually
notice it and I correct it. What I do usually
do is to include characters of all sorts of
nationalities, and not just Anglo-Saxons.

UL 1,13: 1 do not emphasize that she is
awoman; I simply mention her name.
They must be mentioned equally, not
distinguishing between women and men. I
do not comment on the sexual condition of
the authors.

UL1,14: If itis a point in favor of women,
because they had to overcome difficulties
typical of the time, I do emphasize it. I
would do the same in other circumstances
when referring to people who excelled
despite their circumstances (economic and
political, among others).

UL 1,15: That would be discrimination and
discriminating, in any case, is bad. For
example, positive sex discrimination is an
aberration as much talking about a positive
Ku Klux Klan, which was probably well liked
somewhere at some point. Now that we talk
about the Newspeak of 1984, similarly, zero
tolerance is clearly the same intolerant. For
me, language is at my service and not yours.

UL2,1: “Maestras de Infantil”(female plural
form of Preschool because almost all of
them are girls; I only have one male student

UL 2,2: Normally, I try to say professional of
pedagogy or Environmental Education

UL 2,3: T always say “maestras” (female
teachers] and “maestros” (male teachers],
or “orientadoras” [female counsellors]
and “orientadores” [male counsellors].
Sometimes I use education professionals.
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Dimensions Code  Schools Excerpts

UL 2,4: Yes, T usually include non-sexist
forms in the activities that I propose in class,
as well as in my teaching and work.

UL 2,5: T always use inclusive terms,

also use them in research, but there are
journals that directly address these issues.
In any case, fortunately, I already see some
improvements in some journals that include
the need to include inclusive and non-sexist
language, but they are the minority.

UL 2,6: T always strive for non-sexist works
and activities formulated and stated as such.

UL 2,7: Yes, moreover, [ try to prioritize the
use of female characters, as well as those of
diverse ethnic backgrounds.

UL 2,8:Itryto doit, butitis true that
afterwards I realize that I manage it
sometimes, and other times I use male
models. In any case, I am changing.

UL 2,9: Yes, whenever I speak of any author,
I try to give details of who they are, apart
from the name.

UL 2,10: Yes, it is true that I emphasize it
more, I do not know, I think it is important.
In the case of my line of research, there are
more and more women experts in inclusive
education.

Table 5

Summary of the category system used in the analysis with excerpts of the dimension ‘Teacher predis-
position towards the change and use of inclusive language’

Dimensions Code  Schools Excerpts

Professors’ UL ETSI and School of PC1,1: As long as the use involves both
use of Telecommunications  genders equally, why not.

non-sexist ()]

language

in their

subjects

PC 1,2: It do not care. I follow the RAE rules,
and as long as [the generic male form] is
valid, I can use it. Likewise, if feminine were or
were established as the generic form, I would
use it without any problem, but I think that

it is absurd to be constantly mentioning the
same word in fem nine and masculine.
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Dimensions

Code

Schools

Excerpts

PC 1,3: I think that a lot of things should
change, but I do not think that the way of
speaking helps equality.

PC 1,4:Tam not sure. Before it was not a
problem, but now it seems to be, and some
women take offense at not feeling included.

PC 1,5: It is not a habit, but an objective
grammatical norm, and if it changes, it will be
naturally, as the language evolves.

PC 1,6: No, should chairs have five legs? Time
and effort should be directed to useful things.
It bothers me that in the movies the bad guys
always wear red... and in this case. I am sure
that there is an obvious reason...

PC 1,7: Yes, but [we should be] looking for
better alternatives than duplicating sentence
elements [gender inflection]. I see no need
[for that].

PC 1,8: Why not, unless there is a global term
for both genders

PC 1,9: It depends on how that egalitarian
language is. If the RAE determines that there
is a generic male or female, I can use it,
although I will always try to use nonsexist
forms. But I find it very tedious to use both
versions of a word such as “alumnos” [male
pupils] and “alumnas” [female pupils].

PC 1,10: Not now. I really think that there are
differences between men and women, and
sexism, but I do not blame the language for it.

PC1,11: I think I use egalitarian language
and do not discriminate in any way, at least
that is my intention. I do not think that using
male and female forms to highlight that T am
referring to both genders is equalitarian.

PC1,12: When I deem it appropriate to avoid
offending or excluding anyone. In written
texts, I try to use terms such as “profesorado”
[faculty members] instead of “profesores”
[generic male form of professors], and I add a
footnote indicating that I use the generic male
form, as recommended by the RAE.

Publicaciones 52(1), 183-208. https://doi.org/10.30827/publicaciones.v52i1.18412
Mena-Rodriguez, E. et al. (2022). Qualitative analysis of the use...

199


http://doi.org/10.30827/publicaciones.v48i2.8331

Dimensions Code  Schools Excerpts

PC 1,13: I use non-sexist language. I do not
speak differently to any student because of
their sex, nor do I despise or discriminate
against anyone for that or any other reason.
And of course, I use the generic male form,
because it is the correct way to refer to groups
made up of people of both sexes in Spanish.

PC 1,14: 1 do not use sexist forms. Neither do
I use unnecessary grammatical constructions
or periphrasis. I guess that means the answer
is no, despite the semantic load implicit in
the question by presenting non-sexist and
egalitarian language as equivalents.

PC1,15: I already use it; the problem

But the attitudes. Your concept of
egalitarianism was recently coined and is not
equivalent to mine. Definitions change. Have
you ever checked the definitions of words,
such as anarchy on the RAE dictionary? Have
you compared it with the political moment of

each era?
CCEE/School of PC 2, 1: No, I think that in general this use
Psychology (2) of language is appropriate and that no one

should be offended.

PC 2,2:1do not see why. The generic male
form can be seen as macho, it makes
women invisible or not. Men have to share
terminology; we do not have an exclusive
right. I think that if the truly important
equality issues are solved, the generic male
form will not worry anyone.

PC 2,3: 1 do not consider [using] it unless the
language is simplified and the meaning of
what is transmitted is not lost.

PC 2,4: Yes, I think that it is important to
advance non-sexist language. In times of
some uncertainty, and even denial of gender
equality, it is very relevant to promote the use
of inclusive language that respects diversity.

PC 2,5: Not if egalitarian language means
replacing the generic male form with neutral

PC 2,6: I am willing to use neutral forms as
much as possible, but I am not willing to use
the term “alumnos “[pupils] with @, with X
or “alumnos” [male pupils] and “alumnas”
[female pupils], and so on. Ifind these
solutions worse than the original problem.
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Dimensions Code  Schools Excerpts

PC 2,7:1do not think that the language that

I use is sexist, but I generally do not like
language normalization. I just think that there
are bigger problems than this.

The first dimension of the interview and the responses to the interviews with the pro-
fessors at the ETSI and at the School of Telecommunications showed little awareness
of the use of an inclusive language that highlights women in their subjects. Despite
some exceptions, most professors choose to use the generic male form and justify it
in statements such as “includes both genders” (CU1,1), “is the grammar rule; in ad-
dition, it has always been done as such” (CU1,2), “I use the male form because most
of my students are men and I do not pay attention to word gender” (CU1,5) or “it is
absurd not to use the generic male form"(CU1,7).

Some have not even considered that there are other alternatives, with statements
such as “T have never thought about how I should address my students” or “I explain,
I do not know, as always ..." (CU1,3 / CU1,4).

In turn, the professors at the Schools of Education Sciences and Psychology show a
higher awareness of the use of inclusive language with slight differences between
fields of study. This is reflected in statements such as “I use epicene words” (CU2,1),
“T use “estudiantes” [students]” (CU2,3), “T usually use inclusive language, that is, gen-
der-neutral terms such as “estudiantes” [students]...” (CU2,6), or "I use “estudiantes”
[students] as a synonym for “alumnos” [pupils]” (CU2,9).

Regarding the category Professor's knowledge of inclusive language, the analyses
show that the professors at the ETSI and at the School of Telecommunications have
little knowledge of what inclusive language is, mentioning only the generic male form
as neutral and they hardly give any importance to considering alternatives, sometimes
hiding behind the Royal Spanish Academy (Real Academia Espafiola - RAE) rules, with
comments such as “this is determined by the RAE and is correct” (CO1,3) or “the ge-
neric male form is accepted by the RAE” (CO1,5). They always refer to word economy,
highlighting great ignorance because sometimes inclusive language is, linguistically
speaking, more economic.

Conversely, the professors at the Schools of Science Education and Psychology show a
homogeneous set of responses regarding the knowledge of inclusive language. This
fact denotes that they understand not only what inclusive language is but also the
implications that its non-use can entail, as shown by some of their answers, such as
“the feminine form and inclusive language must be used because it is not adequate to
reflect or highlight sexual or gender differences,” (C02,5), “I consider that the generic
male form is an error. I believe that it is time to change the generic male form and to
search for inclusive alternatives” (C02,4) or “I think that inclusive and non-sexist lan-
guage is used more naturally” (CO2,6).

In relation to the third dimension of the interview regarding the use of inclusive lan-
guage by professors, at ETSI and at the School of Telecommunications, the professors
usually use the generic male form to refer to students; a female professor of the sam-
ple even stated “I use the generic male form when I speak in general because our
language is like that. But that does not mean that [I would encourage] girls to pursue
engineering careers [otherwise]” (UL1,2), “I say engineers, it seems silly to use gen-
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der inflection” (UL1,6) or “I use them interchangeably, I do not pay attention to word
gender” (UL1,7).

Similarly, when they have to use teaching resources such as videos or images, they
fail to ensure the alternation between female and male characters and the duplication
of woman and man in the same image or do not usually include non-sexist formulas,
as demonstrated in responses such as “I do not usually use pictures of people. In the
event that the discoverer of something was a woman, I would use her photo, just as
I would if it had been a man” (UL1,9), “I do not pay much attention to these things.
I think that it is more important to be natural and not obsess about it. Naturally, all
cases in which men and women appear are highlighted” (UL1,10) or “I do not pay at-
tention to it, precisely because that is egalitarian” (UL1,12).

In turn, most professors at the School of Education Sciences and Psychology use, curi-
ously, the female form because, as some interviewees state “they are almost all wom-
en” (UL2,1). Other times they choose to name the field and even the inclusive term
“professional of pedagogy or Environmental Education” (UL2,2). They also complain
that scientific journals do not have that gender awareness when publishing articles.

They also comment that they try to include non-sexist materials and even female au-
thors in their teaching activities, which is reflected in the following statements: “I al-
ways strive for non-sexist works and activities formulated and stated as such” (UL2,6),
“Furthermore, I try to prioritise the use of female characters, as well as diverse ethnic
backgrounds” (UL2,7) or “Whenever I speak of any author, I try to give details of who
it is, in addition to the name” (UL2,9).

The last dimension of the interview is aimed at knowing the professors’ openness to
change regarding the use of inclusive language; in this regard, faculty members at the
ETSI and at the School of Telecommunications are not very open to the use of this type
of language, as shown in responses such as: “as long as the use [of the generic male
form] involves both genders equally, I do not see why” (PC1,1), “It do not care. I follow
the RAE rules, and as long as [the generic male form] is valid, I can use it” (PC1,2) or
“I think that many things should change, but I do not think that the way of speaking
contributes to equality” (PC1,3).

In this dimension, the professors at the Schools of Education Sciences and Psychology
are apparently not overtly open to change either. For the professors, it is more import-
ant to solve other equality problems than inclusive language, except for one professor
who argues that “Yes, I think that it is important to advance non-sexist language. In
times of some uncertainty, and even denial of gender equality, it is very relevant to
promote the use of inclusive language that respects diversity” (PC2,4).

The figure below shows the relationships between the dimensions after analysing the
interview responses.

As shown in Figure 2, awareness is related to knowledge of inclusive language, and
this relationship is bidirectional because the greater the knowledge of inclusive lan-
guage is, the higher the awareness of its use will be. The same goes for the openness
and knowledge dimensions. The interview responses showed a direct relationship be-
tween these two dimensions since the greater the knowledge of what inclusive lan-
guage implies professors have, the more open to change they will be.
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Figure 2
Relationship between the interview dimensions.

Knowledge

In turn, in order to use inclusive language, first of all, professors must realise and be
aware of it, in addition to having some knowledge, not only of what inclusive language
is but also of the implications that its use entail, and hence they must be open to
change, so this dimension is related to the previous three.

Discussion and Conclusions

The purpose of this research was to learn more about what a coeducational model
entails in educational institutions and to analyse the stance of professors on coeduca-
tional culture. As stated by Colds and Jiménez (2004): “Integrating the gender perspec-
tive in education and in the school curriculum and training professors in gender issues
are key educational challenges and needs to achieve desirable social transformations”
(p.418).

The transcripts of the interviews to the teaching staff provided an overview of how
they conceive and treat egalitarian language in their teaching work within a coeduca-
tional model.

In reference to the first specific objective of this research, which was to assess whether
university professors are aware and mindful of the use of inclusive language, in their
teaching work, in almost the entire sample of the two branches of knowledge, despite
their awareness of the use of inclusive language, they do not put it into practice in
their teaching work because their answers showed that they are not aware of the use
or the implications that such use have in a society where values such as equity be-
tween people should be promoted.

This notion is supported by other studies and by claims by authors such as Garcia et al.
(2011) who indicate that, the educational context displays strong resistance to using
non-sexist language for reasons ranging from defending the use of the generic male
form, through searching for the use of a neutral model, to considering this type of
language “inelegant and uneconomical”. These authors also consider that the lack of
training may be one of the main reasons for the lack of awareness and use of inclusive
language.
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Accordingly, Diaz and Carvajal (2010) state that “Universities do not consider the gen-
der perspective in a transversal way; moreover, there are hardly any subjects in their
curriculum that reflect the work of women throughout history and their contribution
to science, among other issues” (p. 39).

Assessing whether professors know what inclusive language actually is was the second
specific objective of this study. The analyses showed that the knowledge of inclusive
language was very poor among the professors of the technical branches, in contrast
to those of Education and Psychology degrees, who did show a greater knowledge of
inclusive language and of its cognitive and social implications. The greater knowledge
of these professors may have resulted from their training, from the object of study of
each branch of knowledge and from specificities of their Schools; in technical degrees,
male students prevail and, therefore, the professors see no need to use inclusive lan-
guage.

Our context is typically, in principle, non-neutral and non-egalitarian: These aspects
are thus reflected in educational and university settings. Therefore, both students and
teachers must be trained in values such as equality, tolerance, dialogue and practical
conflict resolution, in addition to introducing them to educational curricula through
specific titles related to gender, in specific subjects of equality, or through a transver-
sal approach (Gonzdlez et al., 2019).

The third specific objective of this study was to assess whether professors predom-
inantly use sexist language and the generic male form in their teaching discourse.
Accordingly, the data show that the use of the generic male form has been perpetuat-
ed in society and is perceived as such. Since feminism, the role of language in the re-
production and legitimisation of gender inequalities has been emphasized (Cameron,
2005). In general, most professors assume that equality between the two genders has
already been achieved; thus, they do not analyse other aspects that may continue to
influence and maintain that inequality in a more subtle way, thereby highlighting the
importance of progressing and advancing from a patriarchal society to a true egali-
tarian society. For this purpose, we must consider that, in the context of a patriarchal
society, language reproduces the androcentric and sexist structures of thought and
social organisation, depicting men as the only actors and references and women as
dependent and subordinate (Instituto Vasco De La Mujer, 1998). Sexual roles imposed
by a society that shapes our way of thinking and understanding the world are inev-
itably internalised. Since childhood (and perhaps long before birth), we have been
overwhelmed with sexist messages in all areas of life, which is why some attitudes and
behaviours seem natural to us. Also “androcentrism is the reason behind the majority
of sexist constructions, as well as the resistance that exists to incorporate inclusive
solutions” (Alvarez & Gonzélez, 2011, p. 69).

Regarding the use of the generic male form as universal to refer to both genders,
professors have valued such a use, albeit using it spontaneously, also highlighting the
lack of awareness of gender equality or the use of non-sexist language at the Univer-
sity. In addition, the professors are somewhat in agreement that the university culture
continues to perpetuate gender differences (Gdmez et al., 2018).

Regarding the results of our fourth objective of assessing whether female professors
are more or less sensitive to the use of an inclusive language than male professors,
our research does not highlight differences between both genders, perhaps because
of what authors such as Rebollo et al. (2011) argue when they indicate that “professors
are less aware of teaching practices and especially of the use of non-sexist language”
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(p. 542). However, the transcripts show that these female professors are more open
to change than their male counterparts, possible because “there is some awareness
and openness to the culture of equality, more markedly so in women than in men”
(Rebollo et al., 2011, p. 542). This greater awareness of female professors of social
sciences was not observed among the female professors of technical branches in our
study because, although they recognise that the trend must be changed, they assured
that they do not to put itinto practice, perhaps because these teachers do not feel the
appeal of what Martinez (2018) terms gender consciousness, that is, when “groups of
speakers feel the need to bring about a change in society and, in that fight, question
the language” (p.2).

Regarding the fifth specific objective of this research, to assess whether the profes-
sors are open to change and to use of inclusive language in their teaching, the results
showed that Engineering and Architecture professors (Informatics and Engineering),
are more resistant to the use of egalitarian language and that only the affected peo-
ple observe inequality and, in this case, most students were male due not only to the
gender bias in those degree but also to society, which values tradition more than ra-
tionality. In turn, the branch of Social and Legal Sciences (Education and Psychology),
shows a greater openness to not only change but also the use of inclusive language,
perhaps due to the humanistic training of the degrees taught at these two Schools
and to the efforts made by the deans of said Schools, accordingly, because most of
their students are female. A greater effort in training professors must be made, both
initially and continuously, so that, as stated by Heir (2019) “women are highlighted
through academic curricula, not only using inclusive language, but also exposing the
contributions that women have made to different fields of knowledge” (p.3), thereby
advance towards change to achieve a more democratic and egalitarian society. For this
purpose, the educational administration must also contribute to seeking a balance
between both genders, providing strategies and tasks for gender equality detection
and diagnosis (Pallarés, 2012).

Systematically, the results from this study have clearly shown differences in coedu-
cation between the different branches of knowledge that have been analysed in this
study, as intended in the last specific objective. Data analysis revealed completely
different assessments, and the Schools of Informatics and Engineering stood out
for their lower degree of agreement with the coeducational model or with the use of
non-sexist language in their activities. This difference may have resulted from all the
factors that have been discussed throughout this study.

Having more information about the real situation in our University regarding the use
of language by professors and by the institution itself opens up the possibility of de-
signing actions and interventions specifically for improving those aspects detected
in the study. Considering the results from our analysis, educational agents must ap-
propriately use language, analysing those aspects that may have a sexist content and
modify them.

We must take advantage of the versatility and adaptability that our language has in
those situations and in facing our needs. We must know how to use language as an in-
strument, adapting it to our various ways of relating to others and to reality. Although
changing or modifying the use of language takes time, it should not mean breaking
with the rules of communication but instead knowing how to use and take advantage
of its flexibility so that it truly represents and highlights both genders.
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As a final conclusion, we consider that, first and foremost, the existing measures re-
garding gender, in international agreements and even in Spanish legislation, must be
redesigned and applied. Second, university bodies responsible for academic policies,
such as the National Agency for Quality Assessment and Accreditation (Agencia Na-
cional de Evaluacién de la Calidad y Acreditacién - ANECA), must establish criteria that
clearly include the gender perspective, including in processes of accreditation, such as
the evaluation of their degrees, thereby ensuring compliance with the law and wide-
spread inclusion of all university degrees in this perspective.

People with political responsibilities, both public and academic, must also commit to
fostering effective equality between both genders throughout the university structure.

Last but not least, real equality plans must be developed, with specific budgets and
personnel trained in gender equality, and promoted in the entire university communi-
ty, through awareness and training programmes.
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Resumen

Introduccién: La diversidad de perfiles del profesional de la pedagogia evidencia las pro-
fusas competencias que se esperan de esta figura y dirige la mirada hacia los planes forma-
tivos que intentan darles respuesta. El articulo tiene por objetivo identificar las tendencias
actuales en la formacién de pedagogos en los planes de estudio de las universidades es-
pafiolas.

Método: Mediante revision documental, se analiza la presencia y peso de las dreas de co-
nocimiento en los planes de estudio del Grado en Pedagogia en una muestra de 10 univer-
sidades espafiolas en el curso 2020/2021.

Resultados: Se identifican cuatro tendencias en la formacion de pedagogos espafioles: a)
planes de estudio equilibrados que ofrecen al estudiantado una formacién inicial holistica,
b) planes de estudio transversales o profesionalizantes que se caracterizan por su acento
en la atencion de colectivos especificos y/o en contextos concretos; c) planes de estudio
disciplinares, que destacan por su marcada orientacion tedrica y academicista y, d) planes
de estudio didacticos, que muestran una formacién mayormente orientada al desempefio
en el dmbito escolar.

Conclusiones: Las conclusiones sefialan una diversidad de enfoques en la formacién de
pedagogos que puede ser analizada como una ventaja, debido a las posibilidades de elec-
cién de universidades que ofrecen, pero también una desventaja considerando la necesi-
dad de homogeneizar la formacion y el desempefio profesional de los pedagogos a lo largo
del territorio espafiol.

Palabras clave: anélisis comparativo, Espafia, formacion, pedagogia, perfiles.

Abstract

Introduction: The diversity of profiles of the pedagogy professional shows the profuse
competences that are expected of this figure and directs the gaze towards the training
plans that try to respond to them. The aim of this article is to identify current trends in
teacher training in the study plans of Spanish universities.

Method: By documentary review, it analyses the presence and weight of the areas of
knowledge in the curricula of the Bachelor’s Degree in Pedagogy in a sample of 10 Spanish
universities in the academic year 2020/2021.

Results: Four trends in the training of Spanish teachers are identified: a) balanced curricula
that offer students a holistic initial training; b) transversal or professionalising curricula that
are characterised by their emphasis on the attention of specific groups and/or in specific
contexts; c) disciplinary curricula, which stand out for their marked theoretical and aca-
demic orientation; and d) didactic curricula, which show a training that is mainly oriented
towards performance in the school environment.

Conclusions: The conclusions point to a diversity of approaches in the training of peda-
gogues which can be analyzed as an advantage, due to the possibilities of choice of univer-
sities offered, but also as a disadvantage considering the need to homogenise the training
and professional performance of pedagogues throughout the Spanish territory.

Keywords: comparative analysis, Spain, training, pedagogy, profiles.
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Pe3tome

BBezeHwe: PasHoobpasme npoduneii cnewmanncta B 061acTvi Nearorviki CBUAeTeNbCTBY-
€T 0 6ONbLIOM KOJMYECTBE KOMMETEHLUIA, OXUAAeMbIX OT 3Tol GUrypsl, N HanpaBasieT
HaLU B3r/1si4 Ha NaaHbl 06yYeHUs, KOTOpbIe MbITAOTCS UM COOTBETCTBOBATb. Lie/b AaHHoA
CTaTbM - ONPeAeNUTL COBPEMEHHbIE TEHAEHLMM B MOArOTOBKE NperogaBateneli B y4e6HbIX
NporpaMmax 1CrnaHcknX yHUBEPCUTETOB.

MeTog;: C nomoLLbio 0630pa AOKYMEHTOB aHAIM3MPYETCs Hanyme 1 BeC 061acTei 3HaHWi
B y4ebHbIX NporpammMax 6akanaspmara no negarorvike B Bblbopke 13 10 NCNAHCKMX YHU-
BepcmTeToB B 2020/2021 y4e6HOM rogy.

PesynbTaTbl: onpejeneHbl YeTbipe TeHAEHLMW B MOATOTOBKE MCMAHCKUX NeAaroros: a)
cbanaHcMpoBaHHble y4YebHble NPorpammbl, KOTopble NpeAaaratoT CTyAeHTaM LieSIoCTHYHO
HayalbHYl0 MOATOTOBKY; 6) TpaHCBepCanbHble MK NpodeccrioHann3mnpyoLmne yyebHole
MpOrpamMmbl, KOTOpble XapakTepuU3yrTCs akLLEHTOM Ha paboTe C KOHKPETHbLIMMW Fpynnamu
U/UNN B KOHKPETHbIX YCIOBHUSX; B) ANCLMNAMHAPHbIE yYebHble MPOrpaMmbl, KOTOPbIE Bbl-
[enstoTCa CBoel BblpaXeHHOW TeopeTnYeckoi 1 akageMnyeckoin HanpaBaeHHOCTbIO; U T)
AvAaKTuyeckye yyebHble NporpaMmsl, KOTOpbIe AeMOHCTPUPYIOT MOArOTOBKY, OPUEHTUPO-
BaHHY0 B OCHOBHOM Ha paboTy B LLIKONbHOW cpeje.

BbIBOAbI: BbIBOAbI YKA3bIBAKOT HAa pa3HOO6pa3vie NOAXOA0B B NMOATOTOBKE MeAaroros, Uto
MOXHO paccMaTpyrBaTh Kak MperMyLLecTBo, 61arofapsi BO3MOXHOCTU BbiGopa npejnarae-
MbIX YHV/BEPCUTETOB, HO TaKXe 1 Kak HeJoCTaToK, yUUTbIBas HEO6XOAMMOCTb YHUbMKALN
MOArOTOBKM 1 NPOeCccroHanbHO AesTeNbHOCTM NejaroroB Ha BCei Tepputopum Kcna-
HUN.

KntoueBble cnoBa: CpaBHI/ITerIbeII‘/'I aHanus, Ncnanus, O6y'~IEHVIe, neaarorvika, I'IpOd)VI}'II/I.

Introduccion

La adaptacion de los titulos de grado al Espacio Europeo de Educacién Superior (EEES)
modificé aspectos estructurales como el plan de estudios y modelo curricular, rol del
profesorado y metodologias de ensefianza, sistemas de evaluacién y garantia de la
calidad, organizacion y asignacién de créditos, entre otros. Desde el punto de vista del
plan de estudios, esto implicé la adaptacion de los perfiles profesionales a un modelo

Publicaciones 52(1), 209-230. https://doi.org/10.30827/publicaciones.v52i1.23906
Amber, D., & Suarez, C. I. (2022). Tendencias en la formacién de pedagogos...


http://doi.org/10.30827/publicaciones.v48i2.8331

212

basado en competencias transversales y especificas para un desempefio mas ajustado
a los desafios planteados en la regién europea.

Una de las premisas centrales del EEES y, en sentido mas amplio, de todos los sistemas
de Educacion Superior, radica en la pertinencia de la formacién ofrecida. Este principio
sefiala que las carreras que se ofrecen, desde su curriculum, el perfil de los egresados,
e incluso a nivel metodoldgico, han de responder a las necesidades de la sociedad
(Amber & Martinez-Valdivia, 2018; Pérez-Ferra et al., 2013). Por tanto, ha de existir
una estrecha relacién entre lo que se ensefia en las universidades y las demandas
de la sociedad. La pertinencia de la formacidn universitaria se sustenta en que los
profesionales desarrollen las competencias para aportar nuevo conocimiento y afron-
tar los retos sociales de su época (Machado & Montes, 2020; Tejada & Ruiz, 2016).
Sin embargo, este ha sido uno de los puntos de mayor complejidad en el proceso de
convergencia europea de Educacion Superior. Para Diazy Pons (2011), la problematica
radica en el paso de planes de estudio basados en asignaturas yuxtapuestas, con una
acumulacién de conocimientos, en ocasiones, de escasa significatividad, a un curricu-
lum fundamentado a partir de la identificacién del profesional que se espera formar.

En este marco, la investigacién sobre los estudios de pedagogia data de una amplia
trayectoria en el contexto europeo. Por caso, el estudio de Senent-Sanchez (2005) so-
bre 23 paises de la Unién Europea identificé dos tendencias en los estudios de peda-
gogia: paises con planes de estudio generalistas y paises con planes de estudio de
caracter aplicado. En el primer caso, se trata de planes de estudio compuestos por
muchas disciplinas de formacidn basica (por caso, Filosofia, Antropologia, Historia,
Sociologiay Psicologia de la Educacion) y un nimero menor de tipo profesionalizador.
Espafia y Francia serian ejemplos de este tipo de plan de estudio, para el autor. En el
caso de los paises con planes de estudio de caracter aplicado y mas orientados a la
profesionalizacién, se priorizan asignaturas como Pedagogia de la Salud, Educacién
Temprana, Educacién Especial, Gestion y administracién educativa, entre otras. Este
seria el caso de algunos paises escandinavos. La estrategia de convergencia del EEES
se orientd a lograr una homogeneizacion de los planes de estudio que facilitara la
movilidad y la cooperacién y reconocimiento internacional de las titulaciones. La pri-
mera década de este proceso origind asi un movimiento de reforma importante en
la mayoria de los sistemas de educacion superior de la region, aunque aun persisten
diferencias entre paises en cuanto a las estructuras de los grados (EHEA, 2020).

En el caso de los profesionales de la pedagogia en Espafia, se ha venido debatiendo los
contenidos y competencias que deberian formar parte de su formacién y son diversos
los autores que se han aventurado a definir los perfiles profesionales del pedagogo en
ejercicio. La revision de la literatura actual desvela ocho perfiles profesionales princi-
pales del pedagogo en Espafia: social y sociocomunitario, academicista e investigador,
orientador, hospitalario, directivo-gestor, laboral y empresarial, digital y judicial.

El perfil social y sociocomunitario, es amplio y diverso. Abarca multiples campos de
actuacién pedagégica, habitualmente asociados al dmbito de la educacién no formal
(animacién sociocultural, ambito penitenciario, ludotecas, museos, escuelas de vera-
no, etc.). Tal y como apuntan Romero y Castellé (2016), su ambito prioritario es la
educacién de personas en riesgo de exclusién. Belmonte y Bernardez-Gémez (2020)
sefiala algunas de las situaciones de vulnerabilidad social que atiende el pedagogo de
este perfil tales como maltrato, drogadiccion, delincuencia, marginacion social, etc.
Se trata del ambito social-personal definido por Mormeneo y Gonzalez (2018), como
representantes del Colegio Oficial de Pedagogos y Psicopedagogos de la Comunitat
Valenciana.
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El perfil academicista e investigador esta centrado en las &reas de conocimiento espe-
cificas de la teoria educativa y en la investigacién educativa, especialmente enfocado
al ambito universitario e incluido entre los perfiles profesionales del pedagogo por Ro-
mero y Castell6 (2016) y Belmonte y Berndrdez-Gémez (2020). Se dirige a la docencia
y a la investigacién en Educacion Superior.

El perfil del pedagogo orientador se corresponde integramente con el dmbito escolar
definido por Mormeneo y Gonzalez (2018) y parcialmente con la pedagogia escolar
contemplada por Romero y Castell6 (2016), en lo relativo a la orientacién escolar, el
diagndstico psicopedagogico, el asesoramiento educativo y la evaluacién de progra-
ma. Se centra especialmente en los procesos de orientacion en las etapas de Educa-
cién Primaria y Secundaria y en el asesoramiento familiar.

Por su parte, el perfil hospitalito se dirige hacia la tarea profesional pedagdgica re-
lacionada con el ambito sanitario o terapéutico (Mormeneo & Gonzdlez, 2018). Esta
orientado principalmente a la atencién educativa en centros hospitalarios (tanto de
las personas hospitalizadas, como de sus familias) asi como a la promocién de la edu-
cacion para la salud (Belmonte & Berndrdez-Gédmez, 2020; Romero & Castell, 2016).

El perfil directivo-gestor esta orientado a la direccion y gestion publica de servicios so-
cio-educativos pero también de instituciones de educacion y cultura o instancias en la
administracién publica; por ejemplo, en dependencias como la inspeccién educativa.
También contempla el desempefio en tareas como la evaluacién de programas y la
investigacion e innovacion educativa, en estas instituciones, entre otras tareas del rol
directivo (Belmonte & Bernardez-Gémez, 2020).

Dirigido a la orientacién e insercién profesional, encontramos el perfil laboral y em-
presarial (Belmonte & Bernardez-Gémez, 2020; Tejada, 2001). Este perfil incluye, en-
tre otras, las funciones de gestion de la formacién en empresas, reciclaje profesional,
formacion de formadores y asesoramiento en recursos humanos (Romero & Castelld,
2016).

En los ultimos tiempos, el perfil digital toma fuerza, pues esta orientado al disefio y
evaluacién de recursos pedagdgicos multimedia, produccién de material didactico en
editoriales, analisis de la influencia de los medios de comunicacién, formacién en red
y entornos virtuales (Belmonte & Bernardez-Gémez, 2020; Romero & Castelld, 2016).
Este perfil requiere de las competencias digitales que la sociedad actual reclama y
precisa (Rossi & Barajas, 2018).

Por ultimo, el perfil judicial es destacado por Mormeneo y Gonzalez (2018) como uno
de los cinco dmbitos de actuacién fundamentales del pedagogo. Se centra en la parti-
cipacién de este profesional en procesos judiciales (adopcién, custodias, peritaciones
educativas y familiares, etc.).

La diversidad de perfiles evidencia las profusas competencias que se esperan del pe-
dagogo y dirige la mirada hacia los planes formativos que intentan dar respuesta a
estos requerimientos. Para el desarrollo de todos estos perfiles es crucial y determi-
nante la formacion inicial que reciban los profesionales, por lo que las universidades
deben disefiar un plan de estudios que responda a esta necesidad formativa. Aunque
las areas de conocimiento propuestas para en el plan de estudios de Pedagogia en Es-
pafia estan definidas normativamente, el tratamiento o peso asignado a cada una de
ellas es competencia de cada institucion. Esta evidencia invita a explorar (mediante la
revisién de sus planes de estudio) la respuesta que la formacién universitaria da a los
diferentes perfiles profesionales del pedagogo a través de las areas de conocimien-
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to. En coincidencia con otros autores, el andlisis de los planes de estudio debe servir
para reflexionar no solo sobre qué significa ser competente sino también sobre qué
cambios deben realizarse en la titulacién para responder al perfil competencial que se
pretende alcanzar (Diaz & Pons, 2011). Mds aun, considerando que estudios recientes
sefialan que, en principio, los estudiantes de pedagogia que se han formado en el mo-
delo de ensefianza vigente no evidencian aprendizajes de mayor calidad (Vallejo-Ruiz
& Torres-Soto, 2020) y que aln perciben una falta de conexién entre el mundo acadé-
mico y el profesional, concretamente en lo referido a las competencias transversales
(Altuna et al., 2021). Esta situacién plantea una problematica no solo en relacién con
la formacion inicial sino también en su posible impacto en el desempefio profesional.

Al respecto, en este estudio nos planteamos como pregunta de investigacion ;Cuales
son las tendencias actuales en la formacion de pedagogos en el contexto espafiol? La
indagacion en su respuesta responde al objetivo principal de identificar las tenden-
cias actuales de los planes de estudio en la formacién del pedagogo en Espafia. Este
se concreta en dos objetivos de investigacidn especificos, que encauzan los analisis
realizados. El primero de ellos es desvelar la distribucién de las areas de conocimiento
en los planes de estudio del Grado en Pedagogia en las universidades espafiolas y,
el segundo, definir tendencias u orientaciones académicas en los planes de estudio
analizados.

Método

El disefio metodoldgico utilizado en este estudio es descriptivo y exploratorio y tiene
un caracter mixto (Johnson & Onwuegbuzie, 2004), con acento en lo cuantitativo, que
combina estrategias al servicio de los fines de este estudio. La principal técnica utili-
zada es el andlisis de contenido de los planes de estudio del Grado de Pedagogia de
universidades espafiolas.

Poblacién y muestra

La poblacion de este estudio estd compuesta por las universidades espafiolas que
ofertan el Grado en Pedagogia. La muestra de este estudio qued6 conformada por
las doce universidades recogidas en la Tabla 1, seleccionadas de forma intencional
atendiendo a los siguientes criterios:

« Estar incluidas en el Global Ranking of Academic Subjects en 2020 en el area de
Educacion (Shangai Ranking, 2020).

+ Impartir el Grado en Pedagogia durante el curso 2020/2021.

Tabla 1
Universidades que componen la muestra

Posicién en el Ranking Universidad Cédigo
201-300 Universidad de Barcelona uB
301-400 Universidad de Granada UGR
301-400 Universidad de La Laguna ULL
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Posicién en el Ranking Universidad Cédigo

301-400 Universidad de Salamanca USAL

301-400 Universidad de Sevilla us

301-400 Universidad del Pais Vasco UPV

401-500 Universidad Auténoma de UAB
Barcelona

401-500 Universidad Nacional de UNED
Educacién a Distancia

401-500 Universidad de Girona uDG

401-500 Universidad de Malaga UMA

401-500 Universidad de Oviedo UNIOVI

401-500 Universidad de Valencia uv

Nota. Tomado de Shangai Ranking (2020).

Procedimiento de recogida, codificacién y andlisis de la informacién

La recogida de informacion se realiz6 mediante el analisis documental de los planes
de estudio del Grado de Pedagogia del curso académico 2020-2021 de las doce uni-
versidades seleccionadas.

Las materias ofertadas por las distintas universidades en los planes de estudio fue-
ron categorizadas en édreas de conocimiento. Se utiliz el nimero de créditos de las
materias para cuantificar el peso concedido a cada una de las dreas de conocimiento.
La codificacién fue realizada paralelamente por dos investigadoras que compararon y
contrastaron de forma continuada el proceso para asegurar su validez. Para analizar la
importancia concedida a cada una de las areas no solo se consideré el nimero de cré-
ditos, sino también la modalidad en la que se ofrecian: obligatoria y troncal u optativa.
Mientras que los créditos de materias obligatorias y troncales son cursados por todo
el estudiantado, los créditos de las materias optativas son impartidos solo a quienes
las eligen, por lo que no se garantiza su implementacién como parte de la formacién
inicial del futuro profesional de la pedagogia. Por ello se calculé y contemplé en este
estudio el indice de optatividad, que indica el porcentaje de créditos optativos respec-
to al total de créditos de cada é&rea. La férmula utilizada para calcularlo es la siguiente:

Créditos optativos del drea- 100
Créditos totales del 4rea

{ndice de Optatividad =

Las areas o categorias utilizadas fueron definidas de forma aprioristica a partir de la
normativa existente y del Libro Blanco de la titulacién y complementadas posterior-
mente durante el andlisis mediante un proceso inductivo. De este modo, se utilizaron
como marco de referencia las areas establecidas por el Real Decreto 915/1992, de 17
de julio, por el que se establece el titulo universitario oficial de Licenciado en Peda-
gogia y la aprobacién de las directrices generales propias de los planes de estudios
conducentes a la obtencién de aquél. Estas fueron complementadas con las expuestas
por el Libro Blanco del Grado (ANECA, 2005) y por las incluidas en el Real Decreto
1393/2007, de 29 de octubre, por el que se establece la ordenacién de las ensefianzas
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universitarias oficiales, que mostraban afinidad con el Grado. Durante el andlisis de
los planes de estudio, a partir de los datos, algunas categorias previamente definidas
se agruparon o fueron suprimidas y surgieron otras de forma emergente, que no ha-
bian sido contempladas por las fuentes anteriores, pero tenian representacion en los
datos.

Las categorias resultantes mediante este proceso dieron lugar a un sistema de ca-
tegorias organizado en tres niveles en los que se incluyeron todas las materias de
los planes de estudio analizados. En el nivel de menor concrecién, el primer nivel, se
definieron cuatro tipologias, que organizaron las areas en: 1) Propias o especificas de
la pedagogia; 2) Afines, aquellas que complementan a la pedagogia, pertenecientes
al campo de la ciencias sociales; 3) Transversales, integran y relacionan conocimientos
de diferentes dreas orientadas a la intervencidn en un contexto o colectivo concreto; 4)
Aplicadas, se incluyen en este bloque el Trabajo Fin de Grado y las Practicas Externas,
pues requieren de la aplicacién de las competencias y contenidos de las diferentes
areas de conocimiento trabajados en el resto de las materias que conforman el plan
de estudios. El segundo nivel de concrecidn son las diferentes areas de conocimiento
y el tercero, el mas especifico, son las subdreas que estan integradas en las dreas. Este
tercer nivel s6lo se ha considerado en las areas propias de la pedagogia, por su mayor
especificidad y relacién con el Grado estudiado. La Tabla 2 recoge el sistema de cate-
gorias disefiado, indicando el cédigo utilizado, la fuente de procedencia y el origen
deductivo o inductivo de cada una de ellas.

Tabla 2
Sistema de categorias

Tipo Area Sub-Area Cédigo  Fuente Origen
Propias Teoria e Teoria e Historia TEH RD 915/1992 Deductivo
(PRO) Historia de la » )
Educacion Educacion EDC RD 915/1992 Deductivo
(THE) Comparada
Pedagogia Social PES RD 915/1992  Deductivo
Métodos de  Métodos de MIE RD 915/1992  Deductivo

Investigacion Investigacion
y Diagnéstico

en Educacion Diagnostico en DIE RD 915/1992  Deductivo
(MIDE) Educacion
Evaluacion de EVP RD 915/1992 Deductivo

programas, centros
y profesores

Did4cticay Did4cticay DIC RD 915/1992  Deductivo
Organizacién  Curriculum ANECA (2005)
Escolar
(DOE) Direccidn, DIO RD 915/1992 Deductivo
organizaciény ANECA (2005)
gestion
Tecnologia TEE RD 915/1992  Deductivo
Educativa ANECA (2005)
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Tipo Area Sub-Area Cédigo  Fuente Origen

Afines Antropologia Social ANT RD 915/1992  Deductivo
4D Psicologia Bésica, Evolutiva y de la PSB RD 915/1992  Deductivo
Educacién
Sociologia SocC RD 915/1992  Deductivo
Economia Aplicada ECA RD 915/1992  Deductivo
Ciencia Politicay de la CIp RD 915/1992  Deductivo

Administracion.
Derecho Administrativo

Filosofia FIL RD 1393/2007 Deductivo
Lenguay Linguistica LEL RD 1393/2007 Deductivo
Transversales  Desarrollo Comunitario DEC ANECA (2005)  Deductivo
(TRA)
Necesidades Educativas NEE ANECA (2005)  Deductivo
Educacion permanente y de adultos  EDP ANECA (2005)  Deductivo
Educacion especializada EDE ANECA (2005)  Deductivo
Formacioén en las organizaciones. FOO ANECA (2005)  Deductivo
Orientacion e insercion profesional
y laboral
Orientacién escolar ORE ANECA (2005)  Deductivo
Axiologia AXI Emergente de  Inductivo
los datos
Familia FAM Emergentede  Inductivo
los datos
Aplicadas Practicas externas PRE Emergente de  Inductivo
(APL) los datos
Trabajo Fin de Grado TFG Emergentede  Inductivo
los datos

La clasificacién de las diferentes materias incluidas en los planes de estudio del Grado
en Pedagogia de las doce universidades analizadas, y su cuantificacién mediante su
nimero de créditos permitié orientar el analisis en dos direcciones. En primer lugar,
un analisis global de los datos desvel la distribucidn de los créditos en areas de cono-
cimiento en las universidades espafiolas. A continuacién, el anélisis por universidades
sefial6 tendencias, orientaciones o especializaciones propias de cada institucién en la
distribucién de sus créditos por areas.
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Resultados

Distribucion de las areas de conocimiento en los planes de estudio

Los analisis realizados ofrecen una panoramica general de la distribucién de las ma-
terias del Grado por areas. En la Tabla 3 se muestra el nimero de créditos en valor
absoluto y en porcentaje respecto al total que cada una de las doce universidades
estudiadas dedica a cada blogue de areas: propias, afines, transversales y aplicadas.
En el caso de las areas propias, se ofrece también el desglose por categorias incluidas
en esta, asi como su sumario.

Las areas propias claramente se imponen al resto en nimero de créditos en todas las
universidades analizadas, suponiendo un 42% de los créditos totales ofrecidos, por-
centaje que varia entre universidades desde el 34% en la UGR hasta el 56% en la UMA.
Las areas transversales son el siguiente bloque mas frecuente, pues acopia un 26.5%
del total de las materias ofrecidas en los planes, con un alto rango entre universidades
(20%). Las areas afines suman un 17.1% de los créditos totales, con valores que varian
entre el 11.2% ofrecido por la UB y el 23.3% de la UGR. Las areas aplicadas suponen
el 14.4% de los datos analizados, teniendo una menor presencia en la UNIOVI (8%) y
alcanzando su valor maximo en la UDG (19%).

Atendiendo al desglose del bloque de las areas propias, se puede observar cémo el
area DOE predomina sobre THE y MIDE en nimero de créditos totales ofertados, acu-
mulando un 18.6% respecto al total, frente al 12.4% de MIDE y el 11% de THE. Esta
tendencia se mantiene en gran parte de las doce universidades, salvo excepciones,
como la UDG, que concede mas peso al drea THE, que a DOE y a MIDE (15.5%, 13.1%
y 8.3% respectivamente), o en la USAL y en la US, que se dedican el mismo nimero de
créditos a MIDE que a DOE. El caso que suscita un mayor contraste es el de la UV, que
invierte la tendencia, situando en primer Gltimo lugar en nimero de créditos a DOE.

La Tabla 4 permite una lectura mas concreta de las diferentes areas incluidas en cada
uno de los bloques. Ademas de las dreas propias, que concentran las cifras mas ele-
vadas de créditos, la categoria PRE, muestra un alto porcentaje (11.4%), algo superior
incluso a una de las propias (THE). Aunque este dato no es sorprendente, pues a las
materias orientadas a las practicas externas se le dedican un ndmero de créditos su-
perior al resto de asignaturas, si se advierten desde una lectura vertical por universi-
dades las grandes discrepancias observadas entre el nimero de créditos dedicados a
las practicas entre las diferentes universidades que varian desde los 18 créditos que le
otorga la UBy la UNIOVI hasta los 48 que ofrece la ULL. Esto supone una diferencia de
hasta 30 créditos de practicas entre los estudiantes, en funcién de la universidad en la
que cursen sus estudios.

Entre las areas afines, destaca la PSI, reuniendo un 4.9% de los créditos totales y te-
niendo presencia en mayor o menor medida en todas las universidades analizadas.
Esta, junto con la categoria CIP, que reine un 3.4% de los créditos totales, son las
Unicas areas afines con representacion en todos los planes de estudio analizados.

Dentro de las dreas transversales, FOO (Formacién en las organizaciones. Orientacion
e insercion profesional y laboral) es la categoria con mayor nimero de créditos totales
(6.9%), teniendo representacién en todas las universidades, a excepcién de la ULL. Las
categorias de este bloque presentes en todas las universidades son NEE y ORE.
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Destaca cdmo ademaés de las discrepancias entre el nimero de créditos dedicado a las
diferentes dreas, tampoco hay acuerdo interuniversitario en la inclusién o exclusion
de determinadas areas. Asi, mas de la mitad de las areas (11 de 20) no tienen repre-
sentacién en todas las universidades.

Un mayor nivel de concrecién en la distribucion de los créditos de las areas propias
es expuesto en la Tabla 5, que especifica cdmo se organizan en las distintas subareas.
Este desglose permite observar cémo las subédreas TEH, MIE y DIC, con un 7%, 7.5% y
9.1% respectivamente, son las que tienen una mayor presencia dentro de cada drea.
En el drea de THE el predominio de la subarea TEH se replica en todas las universida-
des. En el drea de MIDE, hay tres excepciones a la preeminencia de la subcategoria
MIE, concretamente en la USAL, en la ULL y en la UAB, la subcategoria con mayor
representacion es EVP. En el area de DOE, tan solo la UAB concede un mayor nimero
de créditos a DIO que a DIC.

La segregacion recreada en la Tabla 5 permite observar también cémo no todas las
subdreas son trabajadas en los planes de estudio de todas las universidades. Este
analisis también desvela los puntos fuertes de cada universidad dentro de cada drea.
Aunque con escasa diferencia respecto a otros planes de estudio, la UV es la que mas
créditos de TEH ofrece. Destacan en EDC la USAL y la UNED, ofreciendo el doble de cré-
ditos que el resto de las universidades (12 frente a 6). A la subcategoria PES, obviada
en cinco de las universidades, la UB concede 15 créditos. La ONIOVI es la universidad
que mas créditos de MIE imparte (42), la ULLy la UMA, las que conceden mas créditos
a DIE (12) y la USAL a EVP (24). En la subcategoria DIC destaca claramente la UMA, que
ofrece 60 créditos de esta subarea, frente a los 36 que ofrecen las universidades que
mas se aproximan. La subcategoria DIO tiene la maxima representacién en la UAB y
nuevamente la UMA ofrece el mayor nimero de créditos de la subcategoria TEE (30).

Los indices de optatividad recogidos en la Tabla 6 muestran el porcentaje de créditos
de materias optativas presente en cada una de las tipologias de areas (y en las areas
categorizadas como “propias”), sefialando discrepancias significativas entre bloques y
universidades.
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Tabla 3

Créditos por tipologias de dreas

Universidad PRO AFI TRA APLI Total

THE MIDE DOE Total V.A. % V.A. % V.A. %

V.A. % V.A. % V.A. % V.A. %
uB 39 13.3 24 8.2 69 235 132 449 33 1.2 99 33.7 30 10.2 294
UGR 37.5 11.6 30 9.3 42 13.0 109.5 34.0 75 233 90 27.9 48 14.9 322.5
ULL 30 10.2 42 14.3 56 19.0 128 435 54 18.4 58 19.7 54 18.4 294
uv 39 141 42 15.2 37.5 13.6 118.5 42.9 51 18.5 67.5 24.5 39 14.1 276
UNIOVI 24 8.0 48 16.0 54 18.0 126 42.0 42 14.0 108 36.0 24 8.0 300
USAL 36 115 48 154 48 15.4 132 423 42 135 96 30.8 42 13.5 312
us 24 8.0 48 16.0 48 16.0 120 40.0 66 22.0 66 22.0 43 16.0 300
UMA 30 10.0 30 10.0 108 36.0 168 56.0 36 120 48 16.0 48 16.0 300
uDG 39 15.5 21 83 33 13.1 93 36.9 57 226 54 214 48 19.0 252
UPv 30 1.1 30 1.1 36 13.3 96 35.6 54 200 78 28.9 42 15.6 270
UNED 30 10.2 36 12.2 54 18.4 120 40.8 48 16.3 90 30.6 36 12.2 294
UAB 24 9.3 30 11.6 60 233 114 44.2 36 14.0 66 25.6 42 16.3 258
Total 382.5 11.0 429 124 645.5 18.6 1457 42.0 594 171 920.5 26.5 501 14.4 3472.5

Nota. PRO: Propias; AFL: Afines; TRA: Transversales; APLIL: Aplicadas; THE: Teoria e Historia de la Educacion; MIDE: Métodos de Investigacién y Diagnéstico en Educacién; DOE: Didacticay

Organizacién Escolar; V.A.: Valor Absoluto.
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Tabla 5
Distribucién de los créditos en valor absoluto por subdreas de las dreas propias y por universidades

Universidad THE MIDE DOE

TEH EDC PES MIE DIE EVP DIC DIO TEE

uB 18 6 15 24 0 0 30 15 24
UGR 255 6 6 18 6 6 12 12 18
ULL 18 6 6 12 12 18 36 12 8
uv 27 6 6 36 6 0 18 6 13.5
UNIOVI 18 6 0 42 6 0 36 6 12
USAL 18 12 6 18 6 24 24 18 6
us 18 6 0 30 6 12 30 6 12
UMA 18 6 6 18 12 0 60 18 30
uDG 24 6 9 15 0 6 15 15 3
Upv 24 6 0 18 6 6 18 12 6
UNED 18 12 0 18 6 12 30 6 18
UAB 18 6 0 12 0 18 6 36 18
Total 2445 84 54 261 66 102 315 162 168.5
% 7 2.4 1.6 7.5 1.9 2.9 9.1 47 49

Nota. THE: Teoria e Historia de la Educacién; MIDE: Métodos de Investigacién y Diagnéstico en Educacion;
DOE: Diddctica y Organizacion Escolar; TEH: Teoria e Historia; EDC: Educacién Comparada; PES: Pedagogia
Social; MIE: Métodos de Investigacién; DIE: Diagnéstico en Educacién; EVP: Evaluacién de programas, centros
y profesores; DIC: Didéctica y Curriculum; DIO: Direccidn, organizacién y gestion; TEE: Tecnologia Educativa.
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Destacan sobre las demds por su ausencia de optatividad las areas aplicadas, que
tienen caracter obligatorio en todas las universidades analizadas, sin excepcién. Des-
pués de las aplicadas, las materias afines son las que tienen un menor indice de op-
tatividad (22.2%) a nivel global, llegando incluso a cero en la USAL, la UDG y la UABy
alcanzando el mayor porcentaje en la US (45.5%).

Las areas propias tienen un 24.8% de optatividad, que varia entre universidades y en-
tre areas. DOE, es el &rea propia con mayor optatividad (31.8%), frente a MIDE (24.5%)
y a THE, que se sitdla como el drea propia con menor optatividad, con un 13.3%. Las
areas propias con mayores porcentajes de optatividad coinciden a nivel global con las
que mas créditos ofrecen en los planes de estudio. Destaca la UMA'y la US por sus al-
tos porcentajes de optatividad en DOE, 66.7% y 50% respectivamente, lo que contrasta
con la UPV que no ofrece créditos optativos de esta area o con otras universidades
como la UDG, la ULL y la UNIOVI que ofrecen menos de una decena. THE es el area pro-
pia con menor optatividad, tanto a nivel global como en la mayoria de las universida-
des (a excepcién de la UV y UPV) siendo cero en cinco de las universidades analizadas.

Las areas transversales son las que muestran los porcentajes de optatividad mas al-
tos, siendo del 54.6% a nivel global, superando en todos los casos el 45% y llegando
incluso al 77.8 en la UDG.

Tendencias académicas de las implementaciones del Grado

Con los datos porcentuales mostrados en la Tabla 3 y el célculo de las desviaciones
tipicas entre tipos de areas y dreas propias para las distintas universidades, se esta-
blecieron cuatro tendencias u orientaciones académicas en los planes de estudio ana-
lizados: a) tendencia a una formacién equilibrada, b) tendencia a una formacién con
planes de estudio transversales o profesionalizantes; c) tendencia a planes de estudio
disciplinares y d) tendencia a planes de estudio didacticos. Se describen a continua-
cién cada uno de éstos.

Equilibrados

Son aquellos planes de estudio caracterizados por presentar una tendencia a la equi-
tatividad entre bloques y dreas propias, patente numéricamente en su baja desviacion
tipica entre areas. Estos planes de estudio ofrecen al estudiantado la posibilidad de
adquirir una formacion inicial que aborde todos los ambitos de forma equitativa, por
tanto, puede formar perfiles profesionales holisticos. El ejemplo mas representativo
de esta tendencia en los planes de estudio analizados es el plan de la ULL, cuya des-
viacion tipica la mds baja de la muestra (3.7%) y la relacién entre dreas se acerca a la
proporcionalidad, generando una figura hexagonal casi regular en el gréfico radial
representado en la Figura 1.
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Figura 1
Grdfico radial del plan de estudios de la ULL
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Nota. AFL: Afines; TRA: Transversales; APLI: Aplicadas; THE: Teoria e Historia de la Educacién; MIDE: Métodos
de Investigacién y Diagnéstico en Educacién; DOE: Diddctica y Organizacién Escolar.

Transversales o profesionalizantes

Se caracterizan por su acento en las areas transversales, que se orientan a la atencién
de colectivos y contextos especificos. Tienen un alto porcentaje de optatividad, por lo
que permiten una mayor especializacién del profesional de la pedagogia durante su
formacion inicial, pudiendo general perfiles profesionales inclinados al sector socio
comunitario. El ejemplo mas destacado entre los planes analizados es el propuesto
por la UNIOVI, su despunte en las dreas transversales se aprecia en la Figura 2.

Figura 2
Grdfico radial del plan de estudios de la UNIOVI
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Nota. AFL: Afines; TRA: Transversales; APLI: Aplicadas; THE: Teoria e Historia de la Educacién; MIDE: Métodos
de Investigacién y Diagnéstico en Educacién; DOE: Didctica y Organizacién Escolar.
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Disciplinares

Estos planes de estudio destacan por su marcado caracter académico, poniendo el
acento en las areas de conocimiento afines a la pedagogia (psicologia, sociologia, etc.)
y en las disciplinas propias mas teéricas que superan al resto en nimero de créditos
y que presentan bajos o nulos indices de optatividad. Estos planes fomentan perfi-
les academicistas que casan con la docencia en educacién secundaria y superior y
podrian orientarse al campo de la investigacion si se acompafian de un soporte en
metodologia de investigacién durante la formacion inicial, reforzado con estudios de
posgrado. El caso que mas se aproxima a este perfil entre los planes estudiados es el
de la UDG, véanse los puntos destacados en la Figura 3.

Figura 3
Grdfico radial del plan de estudios de la UDG
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Nota. AFI: Afines; TRA: Transversales; APLI: Aplicadas; THE: Teoria e Historia de la Educacién; MIDE: Métodos
de Investigacion y Diagndstico en Educacién; DOE: Did4ctica y Organizacién Escolar.

Did4cticos

Los planes de estudio de esta tipologia muestran su inclinacion hacia las areas pro-
pias, poniendo el acento en la didactica y la organizacién escolar y en sus subdreas
incluidas (Didactica y Curriculum; Direccién, organizacién y gestion; y Tecnologia Edu-
cativa). Estan especialmente orientados a formar perfiles profesionales orientados al
ambito escolar. El plan de estudios de la UMA es el caso analizado mas evidente de
esta tendencia, como queda representado en el acuciado vértice que sefiala a DOE en
el grafico radial de la Figura 4.

Publicaciones 52(1), 209-230. https://doi.org/10.30827/publicaciones.v52i1.23906
Amber, D., & Sudrez, C. I. (2022). Tendencias en la formacién de pedagogos...


http://doi.org/10.30827/publicaciones.v48i2.8331

Figura 4
Grdfico radial del plan de estudios de la UMA
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Nota. AFL: Afines; TRA: Transversales; APLI: Aplicadas; THE: Teoria e Historia de la Educacién; MIDE: Métodos
de Investigacién y Diagnéstico en Educacién; DOE: Diddctica y Organizacién Escolar.

Discusion y conclusiones

La identificacién de las cuatro tendencias en los planes de estudio de la formacién
del pedagogo en Espafia, responde al propésito de esta investigacién. Las diferencias
sustanciales halladas en los diferentes tipos de planes (equilibrados, transversales o
profesionalizantes, disciplinares y didacticos), desvelan un tratamiento distinto de las
diferentes areas académicas que influye indudablemente en el desarrollo o acentua-
cién de diferentes perfiles profesionales en funcién de la institucién en la que se for-
men. Por tanto, existen diferentes enfoques desde los que las universidades abordan
la formacién de los pedagogos.

La diversidad de enfoques puede ser una ventaja desde el punto de vista de la eleccién
de la universidad por parte del estudiantado (que puede barajar diferentes orienta-
ciones profesionales) y en términos de especializacién profesional. Sin embargo, la
unificacién de los planes de estudio de las diferentes universidades posibilitaria una
formaciéon mas homogénea y aseguraria unas pautas comunes en todo el territorio
nacional. La ausencia de un criterio comun y unificado, ademas de las implicaciones
para el ejercicio profesional en cada una de las comunidades auténomas, puede difi-
cultar las convalidaciones, realizacién de estancias y traslados de los estudiantes den-
tro del territorio nacional.

Adentrandonos en los pormenores del andlisis, otro de los hallazgos del estudio evi-
dencia que tampoco existe un criterio comun para determinar las horas de practicas
externas que se ofrecen al pedagogo (las cifras varian entre los 18 y los 48 créditos).
Aunque su importancia para el desarrollo de competencias profesionales no esta en
cuestion (Cabezas et al., 2017; Herndndez & Casillas, 2017) y todas las instituciones
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analizadas ofrecen un alto nimero de créditos de esta materia, en algunas universida-
des se imparten mas del doble de créditos practicos que en otras. No obstante, si tie-
nen en comun que en ninguna de las universidades esta materia es optativa, al igual
que el Trabajo de Fin de Grado, que es de curso obligatorio (Pegalajar et al., 2020). En
cuanto a las asignaturas optativas que ofrece cada universidad y que, por su mismo
caracter, no son necesariamente cursadas por todos los estudiantes, estas ayudan a
definir y ajustar los perfiles profesionales del pedagogo e incluso a reforzar su identi-
dad profesional (Escoto et al., 2014). El indice de optatividad mostrado en este estudio
permite concretar la influencia que estas materias pueden tener en la formacién de
perfiles profesionales.

Diversas son las implicaciones que se derivan de este estudio. En primer lugar, se plan-
tea como una oportunidad para la revision y mejora de los planes de estudio del Grado
de Pedagogia en Espafia por parte de las universidades, a fin de dar respuesta a los
diferentes perfiles profesionales que seran demandados a los egresados (Belmonte &
Berndrdez-Goémez, 2020; Rodriguez-Sabiote & Quiles, 2004), pues este estudio revela
los acentos y silencios disciplinares en las universidades analizadas. Esta actualizacién
y esfuerzo por parte de las instituciones permitiria introducir mejoras en los perfiles
ofrecidos y, por ejemplo, dotar de mayor peso a areas como las tecnologias que de-
mandan una actualizacién profesional constante para un mejor ejercicio profesional
(Peirats et al., 2018; Vargas-Murillo, 2019). En este sentido, los resultados aqui presen-
tados pueden ser una fuente de consulta al momento de reevaluar y ajustar los planes
de estudio ya que evidencian puntos fuertes y carencias formativas en los planes de
estudio. En segundo lugar, la imagen actualizada de la formacién de los pedagogos
ofrecida por los planes de estudio de las universidades espafiolas analizadas en este
estudio, es un recurso Util para el estudiantado al momento de elegir la universidad
donde cursar el Grado de Pedagogia. Conocer las tendencias de las universidades
permite al estudiantado elegir en qué universidad formarse para conseguir un perfil
formativo determinado. A nivel europeo, cabria preguntarse por las implicaciones de
estos resultados para la movilidad de profesionales y la internacionalizacién de las
titulaciones considerando que estos siguen siendo objetivos prioritarios para la con-
solidacion del EEES. Un plan de estudios de Pedagogia mas orientado a las prioridades
europeas no solo garantizaria un desarrollo a nivel competencial acorde con las de-
mandas actuales sino también un aporte a la internacionalizacién de estos profesiona-
les. El proceso de adaptacién de la titulacion de Pedagogia podria analizarse asi a nivel
nacional y también en el marco europeo, que plantea una oportunidad de cambio y
mejora en la formacion de profesionales de la pedagogia. Una definicion mas ajustada
de estos perfiles profesionales competenciales por parte de las universidades espa-
fiolas podria ayudar a los futuros estudiantes a definir su trayectoria profesional en
clave europea e internacional. Asimismo, las tendencias identificadas pueden servir a
las universidades para ajustar la orientacién que se pretende dar a la formacién, con
una lectura mas precisa del &mbito laboral no solo espafiol sino también a nivel de la
region europea en el marco del EEES. Este proceso, sequramente no exento de deba-
te y ciertas dificultades, puede representar una oportunidad para identificar perfiles
competenciales mds ajustados a las demandas actuales y que incorporen asignaturas
en areas emergentes como, por ejemplo, en el drea de las tecnologias o en el ambito
empresarial. Esto permitiria establecer sinergias entre profesionales de la pedagogia
de diversos paises y una estructura mas flexible en el grado analizado.

Como limitaciones de esta investigacién se puede sefialar el tamafio de la muestra
analizada, que se circunscribe a los planes de estudio del Grado en Pedagogia de las
diez universidades espafiolas incluidas en el drea de educacién del Shangai Ranking
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(2020). Otra limitacién de este estudio, comun a aquellas investigaciones que analizan
documentos académicos, es que estos, aunque establecen un marco de referencia va-
lido, pueden no reflejar fielmente lo que finalmente ocurre en las aulas universitarias
(San Martin et al., 2015).

En definitiva, se espera que este estudio contribuya y sirva de ayuda en la tarea de
articular y organizar las areas de conocimiento trabajadas por el profesional de la pe-
dagogia durante su formacion inicial, en sintonia con los perfiles profesionales que la
sociedad actual demanda.
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Abstract

Introduction: The diversity of profiles of the pedagogy professional shows the profuse
competences that are expected of this figure and directs the gaze towards the training
plans that try to respond to them. The aim of this article is to identify current trends in
teacher training in the study plans of Spanish universities.

Method: By documentary review, it analyses the presence and weight of the areas of
knowledge in the curricula of the Bachelor’s Degree in Pedagogy in a sample of 10 Spanish
universities in the academic year 2020/2021.

Results: Four trends in the training of Spanish teachers are identified: a) balanced curricula
that offer students a holistic initial training; b) transversal or professionalising curricula that
are characterised by their emphasis on the attention of specific groups and/or in specific
contexts; c) disciplinary curricula, which stand out for their marked theoretical and aca-
demic orientation; and d) didactic curricula, which show a training that is mainly oriented
towards performance in the school environment.

Conclusions: The conclusions point to a diversity of approaches in the training of peda-
gogues which can be analyzed as an advantage, due to the possibilities of choice of univer-
sities offered, but also as a disadvantage considering the need to homogenise the training
and professional performance of pedagogues throughout the Spanish territory.

Keywords: comparative analysis, Spain, training, pedagogy, profiles.

Resumen

Introduccién: La diversidad de perfiles del profesional de la pedagogia evidencia las pro-
fusas competencias que se esperan de esta figura y dirige la mirada hacia los planes forma-
tivos que intentan darles respuesta. El articulo tiene por objetivo identificar las tendencias
actuales en la formacion de pedagogos en los planes de estudio de las universidades es-
pafiolas.

Método: Mediante revision documental, se analiza la presencia y peso de las areas de co-
nocimiento en los planes de estudio del Grado en Pedagogia en una muestra de 10 univer-
sidades espafiolas en el curso 2020/2021.

Resultados: Se identifican cuatro tendencias en la formacién de pedagogos espafioles: a)
planes de estudio equilibrados que ofrecen al estudiantado una formacién inicial holistica,
b) planes de estudio transversales o profesionalizantes que se caracterizan por su acento
en la atencién de colectivos especificos y/o en contextos concretos; c) planes de estudio
disciplinares, que destacan por su marcada orientacién teérica y academicista y, d) planes
de estudio didacticos, que muestran una formacién mayormente orientada al desempefio
en el ambito escolar.

Conclusiones: Las conclusiones sefialan una diversidad de enfoques en la formacién de
pedagogos que puede ser analizada como una ventaja, debido a las posibilidades de elec-
cion de universidades que ofrecen, pero también una desventaja considerando la necesi-
dad de homogeneizar la formacion y el desempefio profesional de los pedagogos a lo largo
del territorio espafiol.

Palabras clave: andlisis comparativo, Espafia, formacion, pedagogia, perfiles.
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Pe3tome

BBezeHwe: PasHoobpasme npoduneii cnewmanncta B 061acTvi Nearorviki CBUAeTeNbCTBY-
€T 0 6ONbLIOM KOJMYECTBE KOMMETEHLUIA, OXUAAeMbIX OT 3Tol GUrypsl, N HanpaBasieT
HaLU B3r/1si4 Ha NaaHbl 06yYeHUs, KOTOpbIe MbITAOTCS UM COOTBETCTBOBATb. Lie/b AaHHoA
CTaTbM - ONPeAeNUTL COBPEMEHHbIE TEHAEHLMM B MOArOTOBKE NperogaBateneli B y4e6HbIX
NporpaMmax 1CrnaHcknX yHUBEPCUTETOB.

MeTog;: C nomoLLbio 0630pa AOKYMEHTOB aHAIM3MPYETCs Hanyme 1 BeC 061acTei 3HaHWi
B y4ebHbIX NporpammMax 6akanaspmara no negarorvike B Bblbopke 13 10 NCNAHCKMX YHU-
BepcmTeToB B 2020/2021 y4e6HOM rogy.

PesynbTaTbl: onpejeneHbl YeTbipe TeHAEHLMW B MOATOTOBKE MCMAHCKUX NeAaroros: a)
cbanaHcMpoBaHHble y4YebHble NPorpammbl, KOTopble NpeAaaratoT CTyAeHTaM LieSIoCTHYHO
HayalbHYl0 MOATOTOBKY; 6) TpaHCBepCanbHble MK NpodeccrioHann3mnpyoLmne yyebHole
MpOrpamMmbl, KOTOpble XapakTepuU3yrTCs akLLEHTOM Ha paboTe C KOHKPETHbLIMMW Fpynnamu
U/UNN B KOHKPETHbIX YCIOBHUSX; B) ANCLMNAMHAPHbIE yYebHble MPOrpaMmbl, KOTOPbIE Bbl-
[enstoTCa CBoel BblpaXeHHOW TeopeTnYeckoi 1 akageMnyeckoin HanpaBaeHHOCTbIO; U T)
AvAaKTuyeckye yyebHble NporpaMmsl, KOTOpbIe AeMOHCTPUPYIOT MOArOTOBKY, OPUEHTUPO-
BaHHY0 B OCHOBHOM Ha paboTy B LLIKONbHOW cpeje.

BbIBOAbI: BbIBOAbI YKA3bIBAKOT HAa pa3HOO6pa3vie NOAXOA0B B NMOATOTOBKE MeAaroros, Uto
MOXHO paccMaTpyrBaTh Kak MperMyLLecTBo, 61arofapsi BO3MOXHOCTU BbiGopa npejnarae-
MbIX YHV/BEPCUTETOB, HO TaKXe 1 Kak HeJoCTaToK, yUUTbIBas HEO6XOAMMOCTb YHUbMKALN
MOArOTOBKM 1 NPOeCccroHanbHO AesTeNbHOCTM NejaroroB Ha BCei Tepputopum Kcna-
HUN.

KntoueBble cnoBa: CpaBHI/ITerIbeII‘/'I aHanus, Ncnanus, O6y'~IEHVIe, neaarorvika, I'IpOd)VI}'II/I.

Introduction

The adaptation of degree titles to the European Higher Education Area (EHEA) modi-
fied structural aspects such as programmes of study and curricular models, teachers’
roles and teaching methodologies, evaluation systems and quality controls and the
organisation and allocation of credits, among others. With regard to the study plan,
this entailed the adaptation of professional profiles to a model based on transversal
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and specific competences that could lead to a performance which adjusted itself to the
challenges posed in the European region.

One of the central premises of the EHEA and, in a broader sense, of all Higher Educa-
tion systems, lies in the relevance of the training offered. This principle indicates that
the degrees that are offered must meet the needs of society, including their curricu-
lum, the graduates’ profile, and even their methodology (Amber & Martinez-Valdivia,
2018; Pérez-Ferra et al., 2013). Therefore, there must be a close relationship between
what is taught at universities and the demands of society. The relevance of university
education is based on professionals developing the competences required to produce
new knowledge and face the social challenges of their time (Machado & Montes, 2020;
Tejada & Ruiz, 2016). However, this has been one of the most complex points in the
process of European convergence in Higher Education. For Diaz and Pons (2011), the
problem lies in the transition from programmes of study based on juxtaposed sub-
jects, with an accumulation of knowledge, sometimes of little significance, to a curric-
ulum based on identifying the professional that is to be trained.

Within this framework, there is a long history of research on pedagogy studies in the
European context. For example, the study by Senent-Sanchez (2005) on 23 countries of
the European Union identified two trends in pedagogy studies: countries with general
programmes of study programmes and countries with applied programmes of study.
In the first case, these are programmes of study that consist of many basic training
disciplines (for example, Philosophy, Anthropology, History, Sociology and Educational
Psychology) and a smaller number of a professionalizing type. Spain and France would
be examples of this type of study programme, according to the author. In the case of
countries with programmes of study of an applied nature and more oriented towards
professionalization, subjects such as Health Pedagogy, Early Childhood Education,
Special Education, Management and educational administration, among others, are
prioritized. This would be the case in some Scandinavian countries. The convergence
strategy of the EHEA was aimed at achieving a homogenization of programmes of
study that would facilitate mobility and cooperation and the international recognition
of degrees. The first decade of this process therefore gave rise to an important reform
movement in most higher education systems in the region, although there are still
differences between countries in terms of degree structures (EHEA, 2020).

In the case of pedagogy professionals in Spain, the contents and skills that should
form part of their training have been debated, and various authors have ventured to
define the professional profiles of practicing pedagogues. The review of the current
literature reveals eight main professional profiles for pedagogues in Spain: social and
socio-community, academic and researcher, counsellor, hospital, executive-manager,
labour, and business, digital and judicial.

The social and socio-community profile is broad and diverse. It covers multiple fields
of pedagogical action, usually associated with the field of non-formal education (socio-
cultural animation, the penitentiary sector, toy libraries, museums, summer schools,
etc.). As Romero and Castell6 (2016) point out, its priority area is the education of
people at risk of exclusion. BelImonte and Bernardez-Gémez (2020) point out some
of the social vulnerability situations that this pedagogue profile attends to, such as
domestic abuse, drug addiction, delinquency, social marginalization, etc. This is the
socio-personal context defined by Mormeneo and Gonzélez (2018) as representatives
of the Official College of Pedagogues and Psycho-pedagogues of the Autonomous
Community of Valencia.
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The academic and researcher profile bases itself on the specific knowledge areas
within educational theory and educational research, especially those that focus on
the university environment, and it is included among the professional profiles for ped-
agogues set out by Romero and Castell (2016) and Belmonte and Bernardez-Gémez
(2020). It addresses teaching and research in Higher Education.

The counsellor pedagogue profile matches the school environment defined by Mor-
meneo and Gonzalez (2018) and, partially, the school pedagogy context contemplated
by Romero and Castell (2016), in relation to school guidance, psycho-pedagogical
diagnosis, educational counselling and programme evaluation. It particularly focuses
on guidance processes in the Primary and Secondary Education stages as well as fam-
ily counselling.

For its part, the hospital profile addresses the professional pedagogical work within
the health or therapy sectors (Mormeneo & Gonzalez, 2018). It is mainly oriented to-
wards educational care in hospital centres (both for hospitalized patients and their
families) as well as the promotion of health education (Belmonte & Bernardez-Gémez,
2020; Romero & Castelld, 2016).

The director-manager profile is oriented towards the public management of socio-ed-
ucational services as well as education and cultural institutions or authorities within
the public administration; for example, in departments such as those involved in ed-
ucational inspections. It also covers performing tasks such as programme evaluation
and educational research and innovation in these institutions, among other tasks of
the managerial role (Belmonte & Berndrdez-Gémez, 2020).

The labour and business profile addresses professional guidance and insertion (Bel-
monte & Berndrdez-Gédmez, 2020; Tejada, 2001). This profile includes, among others,
the functions of training management in companies, professional retraining, training
of trainers and consultancy services in human resources (Romero & Castell6, 2016).

In recent times, the digital profile is growing in popularity, as it is oriented towards
the design and evaluation of pedagogical multimedia resources, the production of
didactic material in publishing houses, the analysis of the media’s influence, online
training and virtual environments (Belmonte & Berndrdez -Gémez, 2020; Romero &
Castelld, 2016). This profile requires the digital skills that today’s society demands and
needs (Rossi & Barajas, 2018).

Finally, the judicial profile is highlighted by Mormeneo and Gonzélez (2018) as one
of the pedagogue’s five fundamental areas of action. It focuses on their participation
in legal proceedings (adoption, custody, educational and family expert reports, etc.).

The diversity of profiles shows the profuse skills expected to be found in a pedagogue
and directs the gaze towards the programmes of study that attempt to meet these
requirements. The initial training received by professionals is crucial and decisive for
the development of all these profiles and universities must therefore design a pro-
gramme of study that fulfils this need. Although the knowledge areas proposed within
the Pedagogy curriculum in Spain are defined by law, the approach or weight assigned
to each of them is the responsibility of each institution. This evidence invites us to ex-
plore (by reviewing their programmes of study) the response that university education
gives to the different professional profiles for pedagogues through their knowledge
areas. In agreement with other authors, the analysis of programmes of study should
serve to reflect on not only what it means to be competent but also on what changes
must be made in the degree so as to develop the competency profile that is intended
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to be achieved (Diaz & Pons, 2011). Moreover, recent studies indicate that, in principle,
pedagogy students who have been trained in the current educational model do not
display higher quality learning (Vallejo-Ruiz & Torres-Soto, 2020) and that they still
perceive a lack connection between the academic and professional worlds, particularly
with regard to transversal skills (Altuna et al., 2021). This situation poses a problem not
only in relation to initial training processes but also in its possible impact on profes-
sional performance.

With this in mind, in this study we pose, as a research question: What are the current
trends in the training of pedagogues in the Spanish context? Delving further into the
question and finding an answer is a response to the main objective of identifying the
current trends of the programmes of study in training of pedagogues in Spain. This is
specified in two specific research objectives, which channel the analyses carried out.
Thefirst of them is to reveal the distribution of the knowledge areas in the programmes
of study in the Degree in Pedagogy in Spanish universities and, the second, to define
trends or academic guidance in the programmes of study that were analysed.

Methods

The methodological design used in this study is descriptive and exploratory and has a
mixed character (Johnson & Onwuegbuzie, 2004), with an emphasis on a quantitative
approach and it is one which combines different strategies to serve the purposes of
this study.

The main technique used is a content analysis of the programmes of study of Spanish
universities' Degree in Pedagogy.

Population and sample

The population of this study consists of the Spanish universities that offer the Degree
in Pedagogy.

The sample for this study was made up of the twelve universities listed in Table 1,
intentionally selected according to the following criteria:

+ Inclusion in the Global Ranking of Academic Subjects in 2020 in the area of Edu-
cation (Shanghai Ranking, 2020).

+ Degree in Pedagogy being taught during the 2020/2021 academic year.

Table 1
Universities considered in the study sample

Ranking University Code
Position

201-300 University of Barcelona UB
301-400 University of Granada UGR
301-400 University of La Laguna ULL
301-400 University of Salamanca USAL
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Ranking University Code

Position

301-400 University of Sevilla us

301-400 University of Pais Vasco UPV

401-500 Autonomous University of UAB
Barcelona

401-500 Nacional University of UNED
Distance Education

401-500 University of Girona UDG

401-500 University of Malaga UMA

401-500 University of Oviedo UNIOVI

401-500 University of Valencia uv

Note. Shanghai Ranking (2020).

Data collection, coding, and analysis procedure

The collection of data was carried out by means of a document analysis of the pro-
grammes of study for the Degree in Pedagogy in the academic year 2020-2021 at the
twelve universities that were chosen.

The subjects offered by the different universities in the programmes of study were
categorized into knowledge areas. The number of subject credits was used to quan-
tify the weight given to each of the knowledge areas. The coding was carried out in
parallel by two researchers who compared and contrasted on an ongoing basis the
process to ensure its validity. To analyse the importance given to each of the areas, not
only was the number of credits considered, but also the modality in which they were
offered: compulsory and core subjects or optional ones. While the credits for compul-
sory and core subjects are taken by all students, the credits for optional subjects are
given only to those who choose them, so their implementation as part of the initial
training of future pedagogy professionals is not guaranteed. For this reason, the op-
tional subjects index, which indicates the percentage of optional credits in relation to
the total number of credits in each area, was calculated and taken into consideration
in this study. The formula used to calculate it is as follows:

Optional Credits per Area- 100
Total Credits per Area

Optional Subjects Index =

The areas or categories used were defined a priori based on the existing regulations
and the degree’s White Paper and subsequently complemented during the analysis by
means of an inductive process. In this way, the areas established by the Royal Decree
915/1992, of July 17, which establishes the official university degree of Bachelor in
Pedagogy and the approval of the programmes study’s general guidelines, were used
as a reference framework of the studies required to obtain the degree. These were
complemented with those set forth in the Degree’s White Paper (ANECA, 2005) and
by those included in the Royal Decree 1393/2007, of October 29th, which establishes
the arrangement of official university education, and which showed affinity with the
degree. During the analysis of the programmes of study, based on the data, some pre-
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viously defined categories were grouped or suppressed, and others emerged which
had not been contemplated by previous sources, but were nevertheless represented
in the data.

The resulting categories in this process gave rise to a category system organised in
three levels in which all the subjects of the analysed programmes of study were in-
cluded. At the least specific level, the first level, four typologies were defined, which
organised the areas into: 1) Specific to pedagogy; 2) Related to those that complement
pedagogy, belonging to the field of social sciences; 3) Transversal, which integrate
and connect knowledge from different areas and are aimed at intervening in a specific
context or group; 4) Applied, the End of Degree Project and the External Internship
are included in this block, since they require the application of the skills and contents
of the different knowledge areas that have been worked on in the rest of the subjects
that make up the programme of study. The second level of specification is the different
knowledge areas while the third one, the most specific, are the subareas that are inte-
grated into the areas. This third level has only been considered in the areas pertaining
to pedagogy, due to their greater specificity and relationship with the Degree studied.
Table 2 shows the category system designed, indicating the coding used, the source
and the deductive or inductive origin for each of them.

Table 2
Category system
Type Area Sub- Area Code Source Origin
Specific Theoryand  Theory and History TEH RD 915/1992  Deductive
(PRO) History of ) )
Education Comparative EDC RD915/1992  Deductive
(THE) Education
Social Pedagogy PES RD 915/1992  Deductive
Researchand Research Methods  MIE RD 915/1992 Deductive
Diagnostic . . .
Methods in Diagnosis in DIE RD 915/1992 Deductive
Education Education
(MIDE) Evaluation of EVP RD915/1992  Deductive
programmes,
centres, and
teachers
Didactics Didactics and DIC RD 915/1992 Deductive
and School Curriculum ANECA (2005)
Organization | .
(DOE) Direction, DIO RD 915/1992 Deductive
organization, and ANECA (2005)
management
Educational TEE RD 915/1992 Deductive
Technology ANECA (2005)
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Type Area Sub- Area Code Source Origin

Related Social Anthropology ANT RD 915/1992  Deductive
4D Basic, Developmental and PSB RD 915/1992  Deductive
Educational Psychology
Sociology SocC RD 915/1992  Deductive
Applied Economics ECA RD 915/1992  Deductive
Political Science and CIp RD915/1992  Deductive

Administration.
Administrative Law

Philosophy FIL RD 1393/2007 Deductive
Language and Linguistics LEL RD 1393/2007 Deductive
Transversal Community Development DEC ANECA (2005)  Deductive
(TRA)
Educational Needs NEE ANECA (2005)  Deductive
Adult and continuing education EDP ANECA (2005)  Deductive
Specialised education EDE ANECA (2005)  Deductive
Training in organizations. FOO ANECA (2005)  Deductive
Professional and labour insertion
and career guidance
School guidance ORE ANECA (2005)  Deductive
Axiology AXI Emerging Inductive
from the data
Family FAM Emerging Inductive
from the data
Applied External Internship PRE Emerging Inductive
(APL) from the data

End of Degree Project TFG Emerging Inductive
from the data

The classification of the different subjects included in the Degree in Pedagogy'’s pro-
grammes of study for the twelve universities that were analysed as well as their quan-
tification by using their number of credits allowed the analysis to go in two directions.
First, a global analysis of the data revealed the distribution of credits in knowledge
areas in Spanish universities. Next, the analysis by universities indicated tendencies,
orientations, or specializations specific to each institution in the distribution of its
credits by areas.

Publicaciones 52(1), 231-250. https://doi.org/10.30827/publicaciones.v52i1.23906
Amber, D., & Suarez, C.I. (2022). Trends in pedagogue training in Spain...

239


http://doi.org/10.30827/publicaciones.v48i2.8331

240

Results

Distribution of the knowledge areas in the programmes of study

The analyses carried out offer a general overview of the distribution of the subjects of
the Degree by areas.

Table 3 shows the number of credits in absolute values and in percentages in
relation to the total that each of the twelve universities studied dedicates to
each block of areas: specific, related, transversal and applied.

In the case of the specific areas, the breakdown by categories included in it is also
offered, as well as its summary.

Table 3
Credits by type of area
University PRO AFIL TRA APLI TOTAL

THE MIDE DOE Total

VA, % VA. % VA. %

VA. % VA % VA % VA. %
UB 39 133 24 82 69 235 132 449 33 112 99 337 30 102 294
UGR 375 116 30 93 42 13.0 1095340 75 233 90 279 48 149 3225
ULL 30 102 42 143 56 19.0 128 435 54 184 58 19.7 54 184 294
uv 39 141 42 152 37,5 13.6 1185429 51 185 675 245 39 141 276

UNIOVI 24 80 48 160 54 180 126 42.0 42 140 108 36.0 24 8.0 300

USAL 36 115 48 154 48 154 132 423 42 135 96 30.8 42 135 312
us 24 80 48 16.0 48 16.0 120 40.0 66 22.0 66 22.0 48 16.0 300
UMA 30 100 30 10.0 108 36.0 168 56.0 36 12.0 48 16.0 48 16.0 300
UDG 39 155 21 83 33 131 93 369 57 226 54 214 48 19.0 252
UPV 30 111 30 111 36 133 9 356 54 200 78 289 42 156 270

UNED 30 102 36 122 54 184 120 40.8 48 163 90 306 36 122 294
UAB 2493 30 116 60 233 114 442 36 140 66 256 42 163 258

TOTAL 38251.0 429 124 645518.6 1457 42.0 594 17.1 920.526.5 501 14.4 34725

Note. PRO: Specific; AFI: Related; TRA: Transversal; APLI: Applied; THE: Theory and History of Education; MIDE:
Research and Diagnostic Methods in Education; DOE: Didactics and School Organization; V.A.: Absolute Value.

The specific areas clearly prevail over the rest in number of credits in all the universi-
ties analysed, accounting for 42% of the total credits offered, a percentage that varies
among universities from 34% at the UGR to 56% at the UMA. The transversal areas are
the next most frequent block, since they represent 26.5% of the total of the subjects
offered in the programmes, with a high rank among universities (20%). Related areas
account for 17.1% of the total credits, with values that vary between the 11.2% offered
by the UB and the 23.3% offered by the UGR. The applied areas account for 14.4% of
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the data analysed, having a lower presence in the UNIOVI (8%) and reaching its maxi-
mum value in the UDG (19%).

Taking into account the breakdown of the block of specific areas, it can be seen how
the DOE area predominates over THE and MIDE in the number of total credits offered,
accumulating 18.6% of the total, compared to MIDE's 12.4% and THE's 11 %. This trend
is maintained in most of the twelve universities, with some exceptions, such as the
UDG, which gives more weight to the THE area than to DOE and MIDE (15.5%, 13.1%
and 8.3% respectively), or at USAL and US, which dedicate the same number of credits
to MIDE as to DOE. The case that raises the greatest contrast is that of the UV, which
reverses the trend, placing DOE in first and last place in number of credits. Table 4
allows a more specific reading of the different areas included in each of the blocks.
In addition to the specific areas, which concentrate the highest figures of credits, the
PRE category shows a high percentage (11.4%), somewhat higher even than one of
the specific (THE). Although this data is not surprising, since a higher number of cred-
its are dedicated to the subjects oriented to external internships than the rest of the
subjects, a vertical reading by universities does show the great discrepancies observed
between the number of credits dedicated to the practices between the different uni-
versities that vary from the 18 credits granted by the UB and the UNIOVI to the 48
offered by the ULL. This means a difference of up to 30 internship credits among stu-
dents, depending on the university where they study.

Table 4
Distribution of credits by areas of knowledge and universities

UNIVERSITY UB UGR ULL UV UNIOVI USAL US UMA UDG UPV UNED UAB TOTAL %

SPECIFIC THE 39 375 30 39 24 36 24 30 39 30 30 24 3825 11

MIDE 24 30 42 42 48 48 48 30 21 30 36 30 429 124

DOE 69 42 56 375 54 48 48 108 33 36 54 60 6455 18.6

RELATED ANT 6 6 0 6 6 6 0 6 6 0 0 9 51 1.5
PSB 6 24 6 105 18 12 30 12 15 12 18 6 169.5 4.9
soc o0 21 24 6 6 6 12 6 12 6 6 0 105 3
ECA 6 6 6 45 6 0 6 6 6 0 6 6 585 1.7
cap 6 12 18 12 6 6 6 6 12 6 12 15 117 34
FIL 3 6 0 12 0 0 6 0 0 0 6 0 33 1
LEL 6 0 0 0 0 12 6 0 6 30 0 0 60 1.7

TRANSVERSAL DEC 9 6 6 105 6 0 0 0 3 0 0 0 405 1.2
NEE 15 18 20 9 18 18 12 6 15 24 24 6 185 53
EDP 3 0 6 45 12 6 6 0 0 0 6 6 495 1.4

EDE 15 6 0 0 24 6 0 0 9 6 6 6 78 2.2
FOO 30 30 0 16.5 24 18 24 24 12 30 18 12 2385 6.9
ORE 6 18 6 6 6 18 18 18 6 12 12 6 132 38
AXI 21 6 14 165 12 12 6 0 3 6 24 30 1505 4.3

FAM 0 6 6 45 6 18 0 0 6 0 0 0 465 1.3
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UNIVERSITY UB UGR ULL UV UNIOVI USAL US UMA UDG UPV UNED UAB TOTAL %

APPLIED PRE 18 42 48 31 18 36 42 42 30 30 30 30 397 114
TFG 12 6 6 8 6 6 6 6 18 12 6 12 104 3
TOTAL 294 3225 294 276 300 312 300 300 252 270 294 258 34725 100

Note. THE: Theory and History of Education; MIDE: Research and Diagnostic Methods in Education; DOE:
Didactics and School Organization; ANT: Social Anthropology; PSB: Basic, Developmental and Educational
Psychology; SOC: Sociology; ECA: Applied Economics; CIP: Political Science and Administration. Administrative
Law; FIL: Philosophy; LEL: Language and Linguistics; DEC: Community Development; NEE: Educational Needs;
EDP: Adult and continuing education; EDE: Specialised education; FOO: Training in organizations. Professional
and labour insertion and career guidance; ORE: School guidance; AXI: Axiology; FAM: Family; PRE: External
Internship; TFG: End of Degree Project.

Among related areas, PSI stands out, gathering 4.9% of total credits and having a pres-
ence to a greater or lesser extent in all the universities analysed. This, along with the
CIP category, which accounts for 3.4% of total credits, are the only related areas with
representation in all of the programmes of study analysed.

Within the transversal areas, FOO (Training in organizations). Professional and labour
insertion and career guidance is the category with the highest number of total credits
(6.9%), being represented in all the universities, with the exception of the ULL. This
block’s categories which are present in all universities are NEE and ORE.

It must be highlighted how, in addition to the discrepancies regarding the number of
credits dedicated to the different areas, there is also no inter-university agreement on
the inclusion or exclusion of certain areas. Thus, more than half of the areas (11 out of
20) are not represented in all of the universities.

A greater level of specification in the distribution of the credits of the specific areas
is shown in Table 5, which specifies how they are organized in the different sub-ar-
eas. This breakdown allows us to observe how the TEH, MIE and DIC subareas, with
7%, 7.5% and 9.1% respectively, are the ones with the greatest presence within each
area. In the THE area, the predominance of the TEH subarea is replicated in all of the
universities. In the MIDE area, there are three exceptions to the pre-eminence of the
MIE subcategory, specifically in the USAL, in the ULL and in the UAB, the subcategory
with the greatest representation is EVP. In the DOE area, only the UAB grants a greater
number of credits to DIO than to DIC.

Table 5
Distribution of credits in absolute value by sub-areas of specific areas and by universities

University THE MIDE DOE

TEH EDC PES MIE DIE EVP DIC DIO TEE

uB 18 6 15 24 0 0 30 15 24
UGR 25.5 6 6 18 6 6 12 12 18
ULL 18 6 6 12 12 18 36 12 8
uv 27 6 6 36 6 0 18 6 13.5
UNIOVI 18 6 0 42 6 0 36 6 12
USAL 18 12 6 18 6 24 24 18 6

Publicaciones 52(1), 231-250. https://doi.org/10.30827/publicaciones.v52i1.23906
Amber, D., & Suarez, C.I. (2022). Trends in pedagogue training in Spain...


http://doi.org/10.30827/publicaciones.v48i2.8331

us 18 6 0 30 6 12 30 6 12
UMA 18 6 6 18 12 0 60 18 30
ubG 24 6 9 15 0 6 15 15 3
Upv 24 6 0 18 6 6 18 12 6
UNED 18 12 0 18 6 12 30 6 18
UAB 18 6 0 12 0 18 6 36 18
TOTAL 2445 84 54 261 66 102 315 162 168.5
% 7 24 1.6 7.5 1.9 29 9.1 4.7 4.9

Note. THE: Theory and History of Education; MIDE: Research and Diagnostic Methods in Education; DOE:
Didactics and School Organization; TEH: Theory and History; EDC: Comparative Education; PES: Social
Pedagogy; MIE: Research Methods; DIE: Diagnosis in Education; EVP: Evaluation of programmes, centres, and
teachers; DIC: Didactics and Curriculum; DIO: Direction, organization, and management; TEE: Educational
Technology.

The segregation shown in Table 5 also allows us to observe how not all of the subareas
are worked on in the programmes of study in all of the universities. This analysis also
reveals each university’s strengths within each area. Despite there being little differ-
ence compared to other programmes of study, the UV is the one that offers the most
TEH credits. USAL and UNED stand out in EDC, offering twice as many credits as the rest
of the universities (12 compared to 6). The UB grants 15 credits to the PES subcategory,
left out in five of the universities. The ONIOVI is the university that grants the most
MIE credits (42) while the ULL and the UMA are the ones that grant the most credits to
DIE (12) and the USAL to EVP (24). In the DIC subcategory, the UMA clearly stands out,
offering 60 credits in this sub-area, compared to the 36 offered by universities which
are closest in the list. The DIO subcategory has the highest representation at the UAB
and again the UMA offers the largest number of credits in the TEE subcategory (30).

The optionality indices shown in Table 6 show the percentage of credits of optional
subjects present in each of the types of areas (and in the areas categorized as “specif-
ic"), indicating significant discrepancies between blocks and universities.

Table 6
Index of optional subjects and number of optional credits by type of subjects and university

University PRO AFI TRA APLI

THE MIDE DOE TOTAL

VA. % VA % VA % VA % VA % VA % VA %
uB 6 154 6 250 21 304 33 2503 91 45 4550 0
UGR 6 16.0 12 40.0 18 429 36 329 24 32054 6000 O
ULL 6 2006 1436 107 18 1416 11136 6210 0
uv 9 2310 .0 135 360 225 19.0 9 176 315 467 0 0
UNIOVI 0 .0 18 3756 1.1 24 190 12 286 54 500 0 O
USAL 12 333 18 375 12 250 42 318 0 .0 54 5630 0
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us 0 .0 24 500 24 50.0 48  40.0 30 455 42 63.6 0 0
UMA 0 .0 12 40.0 72 66.7 84 50.0 12 333 24 5000 0
uDG 0 0 3 143 3 91 6 65 0 0 42 778 0 0
UPV 6 2000 0 0 0 6 63 18 333 42 538 0 0
UNED 6 200 0 0 12 222 18 15.0 18 375 42 467 0 0
UAB 0 0 6 20.0 18 300 24 2110 0 36 545 0 0

TOTAL 51 133 105 245 2055 31.8 361.5 24.8 132 22.2 502.5 546 0 .0

Note. PRO: Specific; AFI: Related; TRA: Transversal APLI: Applied; THE: Theory and History of Education; MIDE:
Research and Diagnostic Methods in Education; DOE: Didactics and School Organization; V.A.: Absolute Value.

The applied areas, which are compulsory in all of the universities analysed, without
exception, stand out above the others due to their absence of optionality. After those
applied, related subjects are the ones with the lowest rate of optional subjects (22.2%)
globally, even reaching zero at USAL, UDG and UAB and reaching the highest percent-
age at US (45.5%).

The specific areas have 24.8% optional subjects, which in turn varies between univer-
sities and areas. DOE is the specific area with the highest number of optatives (31.8%),
compared to MIDE (24.5%) and THE, which is the specific area with the least optional
subjects, with 13.3%.

The specific areas with the highest percentages of optional subjects coincide at a glob-
al level with those that offer the most credits in the programmes of study. The UMA
and the US stand out with their high percentages of optional subjects in the DOE,
66.7% and 50% respectively, which contrasts with the UPV, which does not offer op-
tional credits in this area, or with other universities such as the UDG, the ULL and the
UNIOVI that offer less than a dozen. THE is the area with the least optional subjects,
both globally and in most universities (with the exception of the UV and UPV), zero in
five of the universities analysed.

The cross-sectional areas are those that show the highest optional subject percentag-
es, this being 54.6% globally and exceeding 45% in all cases and even reaching 77.8
in the UDG.

Academic trends of Degree implementations

With the percentage data shown in Table 3 and the calculation of the typical devi-
ations between types of areas and specific areas for the different universities, four
tendencies or academic orientations were established in the programmes of study an-
alysed: a) a trend towards a balanced type of training, b) a trend towards training with
transversal or professionalizing programmes of study; c) a trend towards disciplinary
programmes of study and d) a trend towards didactic programmes of study. Each of
these are described below.

Balanced
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They are those programmes of study characterized by the fact that they show a trend
towards equality between blocks and their specific areas, numerically evident in their
low standard deviation between areas. These programmes of study offer students the
possibility of acquiring initial training that addresses all areas equally and, therefore,
they can develop holistic professional profiles. The most representative example of
this trend in the programmes of study analysed is the ULL plan, whose standard devi-
ation is the lowest in the sample (3.7%) and the relationship between areas is close to
being proportional, generating a hexagonal shape which is close to being regular, in
the radial graph shown in Figure 1.

Figure 1
Radial graph of the ULL programme of study

THE
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APLI 30 MIDE

TRA DOE
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Note. AFL: Related; TRA: Transversal; APLL: Applied; THE: Theory and History of Education; MIDE: Research and
Diagnostic Methods in Education; DOE: Didactics and School Organization.

Transversal or professionalizing

They are characterized by their emphasis on cross-cutting areas, which are geared
towards serving specific groups and contexts. They have a high percentage of optional
subjects, which is why they allow a greater specialization of the pedagogy profession-
al during their initial training, being able to generate professional profiles that veer
towards the socio-community sector. The most outstanding example among the anal-
ysed plans is the one proposed by UNIOVI and its prominence in the transversal areas
can be seen in Figure 2.

Figure 2
Radial graph of the UNIOVI programme of study
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Note. AFL: Related; TRA: Transversal; APLI: Applied; THE: Theory and History of Education; MIDE: Research and
Diagnostic Methods in Education; DOE: Didactics and School Organization.

Disciplinary

These programmes of study stand out for their marked academic nature, emphasizing
the knowledge areas related to pedagogy (psychology, sociology, etc.) and the more
theoretical disciplines that surpass the rest in number of credits and have low or zero
opt-in rates. These plans promote academic profiles that match the teaching in sec-
ondary and higher education and could be oriented to the field of research if they are
accompanied by support in research methodology during initial training and are then
strengthened with postgraduate studies. The case that comes closest to this profile
among the programmes studied is that of the UDG and this is highlighted in Figure 3.

Figure 3
Radial graph of the UDG programme of study
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Note. AFL: Related; TRA: Transversal; APLI: Applied; THE: Theory and History of Education; MIDE: Research and
Diagnostic Methods in Education; DOE: Didactics and School Organization.

Didactic
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The programmes of study of this typology show their inclination towards their specif-
ic areas, emphasising didactic approaches and school organization and its included
sub-areas (Didactics and Curriculum; Direction, organization and management; and
Educational Technology). They are especially aimed at training professional profiles
oriented to the school context. The UMA study plan is the most evident analysed case
that displays this trend, as shown by the pointed vertex that points to DOE in the radial
graph of Figure 4.

Figure 4
Radial graph of the UMA programme of study
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Note. AFL: Related; TRA: Transversal; APLL: Applied; THE: Theory and History of Education; MIDE: Research and
Diagnostic Methods in Education; DOE: Didactics and School Organization.

Discussion and Conclusions

The identification of the four trends in the curricula of pedagogue training in Spain,
serves the purpose of this research. The substantial differences found in the different
types of programmes (balanced, transversal or professionalizing, disciplinary and di-
dactic), reveal a different management of the different academic areas that undoubt-
edly influences the development or enhancement of different professional profiles
depending on the institution in which they are trained. Therefore, there are different
ways in which universities approach the training of pedagogues.

The diversity of approaches can be an advantage from the point of view of the choice
of universities by the student body (which can consider different professional orienta-
tions) and in terms of professional specialization. However, unifying the programmes
of study of the different universities would allow for more homogeneous training and
would ensure common guidelines throughout the national territory. The absence of a
common and unified criterion, in addition to the implications for professional practice
in each of the autonomous communities, can make it difficult to validate, carry out
stays and transfers of students within the national territory.

Delving further into the details of the analysis, another of the study’s findings is that
there is also no common criterion to determine the hours of external internships of-
fered to the pedagogue (the figures vary between 18 and 48 credits). In spite of this,
its importance for the development of professional skills is not in question (Cabezas et
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al., 2017; Hernandez & Casillas, 2017) and all of the institutions analysed offer a high
number of credits in this subject, with some universities teaching more than twice as
many practical credits than in others. However, they do have in common that in none
of the universities is this subject optional, and neither is the End of Degree Project,
which is a compulsory course (Pegalajar et al., 2020). As for the optional subjects of-
fered by each university and which, due to their very nature, are not necessarily taken
by all students, they help define and adjust the professional profiles of the pedagogue
and even reinforce their professional identity (Escoto et al., 2014). The optional subject
index shown in this study allows us to specify the influence that these subjects can
have on the development of professional profiles.

There are several implications derived from this study. In the first place, it is presented
as an opportunity for universities to review and improve the programmes of study
for the Degree in Pedagogy in Spain, in order to develop the different professional
profiles that will be demanded of graduates (Belmonte & Bernardez-Gémez, 2020; Ro-
driguez-Sabiote & Quiles, 2004), as this study reveals the disciplinary emphasis and
omissions in the universities analysed.

This upgrading and effort by the institutions would make it possible to introduce im-
provements in the profiles offered and, for example, give greater weight to areas such
as technologies that demand constant professional updating for better professional
practices (Peirats et al., 2018; Vargas-Murillo, 2019). In this sense, the results present-
ed here can be a reference source when re-evaluating and adjusting the programmes
of study, since they show both strengths and training shortcomings. Secondly, the up-
to-date picture of the training of pedagogues offered by the curricula in the Spanish
universities analysed in this study is a useful resource for students when choosing the
university where they wish to study the Degree in Pedagogy. Knowing the trends at
universities allows the student body to choose which university to study at in order
to achieve a specific training profile. At a European level, one might wonder about
the implications of these results for the mobility of professionals and the internation-
alization of degrees, especially when we take into account that these continue to be
priority objectives for the consolidation of the EHEA. A Pedagogy programme of study
more oriented towards European priorities would not only guarantee a development
at the level of competences in accordance with current demands, but also a contribu-
tion to the internationalization of these professionals. The adaptation process of the
Pedagogy degree could thus be analysed at the national level and also within the Eu-
ropean framework, which provides an opportunity for change and improvement in the
training of pedagogy professionals. A more accurate definition of these professional
competency profiles by Spanish universities could help future students to define their
professional career within a European and international context. Likewise, the trends
identified can be used by universities to adjust the orientation that is intended to be
given to training, with a more precise reading of the labour market, not only in Spain
but also at the European level within the framework of the EHEA.

This process, certainly not exempt from debate and certain difficulties, may represent
an opportunity to identify competency profiles more adjusted to current demands and
that incorporate subjects in emerging areas such as, for example, in the area of tech-
nology or in the corporate sector. This would allow for the establishment of synergies
between pedagogy professionals from different countries and a more flexible struc-
ture in the degree.

As limitations of this research, the size of the analysed sample can be pointed out,
which is limited to the programmes of study of the Degree in Pedagogy in ten Spanish
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universities included in the education sector shown in the Shanghai Ranking (2020).
Another limitation of this study, common to any research that analyse academic docu-
ments, is that these, although they establish a valid frame of reference, may not faith-
fully reflect what ultimately happens in university classrooms (San Martin et al., 2015).

In short, it is expected that this study contributes and helps in the task of articulating
and organizing the knowledge areas worked on by the pedagogy professional during
their initial training, in line with the professional profiles that today’s society demands.
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Resumen

Introduccién: La COVID-19 ha generado una serie de problemdticas como la del sector
educacion que permitié utilizar plataformas digitales para no perder el afio escolar, esto
ha producido en docentes y estudiantes el desafio de adaptarse a una nueva realidad de
ensefianza y aprendizaje, por lo tanto, amerita adaptar instrumentos que evallen el estrés
académico producido. El objetivo fue evaluar las propiedades psicométricas de la escala
estresores académicos (ECEA) en el contexto de la COVID-19.

Método: La muestra estuvo conformada en el primer estudio de 300 participantes y en el
segundo estudio se logré evaluar a 566 estudiantes de universidades publicas y privadas
con edades entre los 18 y 30 afios . En el primer estudio se verificé la estructura interna del
constructo a través del andlisis factorial exploratorio, en tanto, en el segundo estudio se
verificd mediante el analisis factorial confirmatorio.

Resultados: Los resultados del primer estudio indicaron una estructura factorial equiva-
lente a la conceptualizacion tedrica, no obstante, la recomendacion empirica consistié en
retirar algunos items, debido a que su factorizacién fue compleja. Con respecto al segundo
estudio, se obtuvieron cuatro modelos, del cual el modelo oblicuo de siete factores es el
mas significativo (x2=2393.181; gl=608; x2/gl= .121; CFI= .999; TLI= .999; SRMR=.022; RM-
SEA=.020). Asimismo, la fiabilidad de la escala y de las puntuaciones estuvieron valores
significativos.

Conclusiones: Finalmente el ECEA es un instrumento que cuenta con adecuadas propieda-
des psicométricas, es apto para fines de investigacion y descripcion de grupos universita-
rios peruanos bajo el contexto producido por la COVID-19.

Palabras clave: validez, confiabilidad, estresores académicos, universitarios.

Abstract

Introduction: The COVID-19 has generated a series of problems such as that of the edu-
cation sector that allowed the use of digital platforms in order not to lose the school year,
this has produced in teachers and students the challenge of adapting to a new reality of
teaching and learning, therefore, it is worth adapting instruments that assess the academic
stress produced. The objective was to evaluate the psychometric properties of the academic
stressors scale (ECEA) in the context of COVID-19.

Method: The sample consisted of 300 participants in the first study and 566 students
from public and private universities between 18 and 30 years of age (M_age=21.34;SD_
age=2.926) in the second study. In the first study, the internal structure of the construct
was verified through exploratory factor analysis, while in the second study it was verified
through confirmatory factor analysis.

Results: The results of the first study indicated a factorial structure equivalent to the theo-
retical conceptualization; however, the empirical recommendation consisted of removing
some items because their factorization was complex. With respect to the second study,
four models were obtained, of which the seven-factor oblique model is the most significant
(x2=2393.181; gl=608; x2/gl= .121; CFI=.999; TLI= .999; SRMR= .022; RMSEA=.020). Like-
wise, the reliability of the scale and the scores were significant.

Conclusions: Finally, the ECEA is an instrument that has adequate psychometric properties
and is suitable for research purposes and for describing Peruvian university groups in the
context produced by COVID-19.

Keywords: validity, reliability, academic stressors, university students.
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Pe3tome

BeegeHue: COVID-19 nopoann psg npobneMHbIXx BONPOCOB B CeKTOpe 06pa3oBaHms, Ko-
TOpble NMO3BOAVIN UCMONb30BaTh LMdpoBble NAaTGOPMbl, YTOObI He MOTEPSATb YYebHbIN
rof. 3To MOCTaBWIO YYUTENel 1 CTYAEHTOB Mepes HeObX0AMMOCTbIO afanTpoBaThCs K
HOBOW peanbHOCTU MPenojaBaHns U 0byyveHWs, NO3TOMY CTOUT afAanTMpPOBaTb UHCTPY-
MEHTbI, OLeHMBalOLLMe akageMuyecknin ctpecc. Llenbto nccnefoBaHms 6bi10 OLEHWUTb
NCYXOMeTpUYecKre CBOMCTBA LUKabl akageMuyeckunx crpecc daktopos (ECEA) B koHTekcTe
COVID-19.

MeTog;: Beibopka coctosna 13 300 y4acTHUKOB B NepBOM UCCEA0BaHN 1 566 CTYAEHTOB ro-
CYAapPCTBEHHbIX 1 YaCTHbIX YHVBEPCUTETOB B Bo3pacTe oT 18 fo 30 et (M=21.34;SD=2.926)
BO BTOPOM WCCNef0BaHWN. B MepBOM mnccnesoBaHNN BHYTPEHHSAS CTPYKTypa KOHCTPYKTa
6bl1a NpoBepeHa € MOMOLLbIO 3KCMNOPATUBHOIO GaKTOPHOrO aHann3a, a BO BTOPOM - C
MOMOLLbIO MOATBEPXAAtOLLEro ¢akTOPHOro aHanmsa.

PesynbTatbl: PesynbtaTbl NepBoro McciefoBaHus nokasann GpakTopHyto CTPYKTYpY, SKBU-
Ba/NleHTHYI0 TeOPETUYECKOl; OJHaKO 3MMMpUYeckas pekoMeHaLns 3akayanacs B yja-
NeHNW HEeKOTOPbIX 31EMEHTOB LUKabl, MOCKOALKY UX dakTopu3aLms bbina CloXHON. YTo
KacaeTcs BTOPOro UccnefoBaHus, 6bl10 NoNy4YeHo YeTbipe Mogenu, 13 KoTopbix cemmdak-
TOpHas kocas Mofenb ABsSeTcs Hanbonee 3Haunmoii (x2=2393,181; gl=608; x2/gl= .121;
CFI=.999; TLI= .999; SRMR=.022; RMSEA= .020). Kpome TOro, HafeXHoCTb LUKabl 1 nepe-
MEHHBIX 6bIN 3HaUNTENBHBIMU BETNUYNHAMM.

BbiBogbl: B 3akntoueHue, ECEA - 3TO MHCTPYMEHT C aZleKBaTHbIMU NCUXOMETPUYECKUMU
CBOWCTBAMU, OH MOAXOAMUT AN UCCNEA0BATENbCKMX LieNneil U OnncaHns nepyaHcknx yHu-
BEPCUTETCKUX rpynn B KOHTekcTe COVID-19.

Kntouesble C/10Ba: BaAIUAHOCTb, HAAEXKHOCTb, aKaAeMUUYECKUe CTPECCopbI, CTYAEHTbI YHI-
BepcuTeTa.
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Introduccion

El proceso de formacién educativa en el mundo se ha visto trastocada, por los efectos
de la COVID-19 (Murillo & Duk, 2020). En ese contexto, para no perder su continuidad,
muchos paises se vieron obligados a implementar sobre la marcha, una educacién de
ensefianza virtual (Marquina, 2020). Asi, practicamente todos los gobiernos comenza-
ron a generar politicas, sistemas y modelos de ensefianza sincronay asincrona (Britez,
2020; El Peruano, 2020), creando nuevas alternativas para adquirir los conocimientos
(Gutiérrez-Rubi, 2020). Asi, todos los centros de ensefianza, y en particular las universi-
dades tuvieron que modificar sus modelos pedagdgicos, para continuar con su mision
de formar profesionales, a través de diversas plataformas digitales, metodologias de
aprendizaje virtual colaborativas, propiciando clases interactivas y dindmicas, que per-
mitan mantener la atencién de sus estudiantes.

Las universidades contindan formando, en tanto, sus estudiantes siguen aprendien-
do, a pesar de que tales cambios afecten mds a unos que otros (Marquina, 2020; Mu-
rillo & Duk, 2020). La educacién virtual es todo un desafio para docentes y estudian-
tes, porque ambos deben adaptarse a un nuevo entorno de aprendizaje, con el uso
intensivo de las tecnologias de informacién y comunicaciones (TICs). Si anterior a la
pandemia (COVID 19), investigar sobre el estrés, era una preocupacién concurrente
para muchos investigadores (Alania et al., 2020; Karnes, 2020; Marquina, 2020; Muri-
llo & Duk, 2020; Ozamiz-Etxebarria et al., 2020); ahora, en el contexto de la pandemia
investigar las consecuencias del estrés, se torna en una imperiosa necesidad, porque
afectan al ambito laboral, familiar, académico, entre otros.

El estrés académico, se ha convertido en una linea de trabajo significativo para la psi-
quiatria, dentro del campo de la medicina humana, asi como la psicologia clinica e
incluso organizacional (Moussavi et al., 2007; Tanaka et al., 2011). En el presente siglo
y en el contexto actual, el estrés al igual que la ansiedad y la depresién, de acuerdo
con la Organizacién Mundial de Salud (OMS), son enfermedades de mayor impacto en
el devenir de la humanidad, los cuales exigen de la academia respuestas concretas y
contundentes (Lozano-Vargas, 2020; OMS, 2013).

El estrés, un término de uso frecuente en la actualidad, describe los desajustes emo-
cionales que experimentan las personas, producto de las cargas, tensiones y preocu-
paciones del dia a dia. Desde Selye (1960), que concibe como la respuesta adaptativa
del organismo hacia los factores estresores del entorno, tenemos posiciones de (Gar-
cia-Herrero et al., 2013; Levi, 1998; Lu et al., 2015), quienes conciben como el patrén
de respuestas del organismo humano, frente a las exigencias externas. A su turno
Lazarus y Folkman (1986), mencionan que el cambio o novedad, la falta de informa-
cién, la ambigliedad, la inminencia, entre otros, determinan el estado estresante en
las personas, situacion que les dificultan establecer enlaces entre sus habilidades y
expectativas (Pasca & Wagner, 2012).

En el caso del estrés académico, motivo del presente estudio, a pesar de que exis-
ten innumerables investigaciones, sigue siendo un campo amplio y complejo (Orte-
ga-Marlasca, 2015), pues abarca no solo el entorno académico propiamente, sino tam-
bién aspectos relacionados a la incertidumbre laboral cuando egresan, mas aun, si se
tiene en cuenta, la brecha existente entre lo que se ensefia y lo que exige el mercado
laboral.

Los estudios sobre el estrés académico son diversos. Asi, los estudiantes que perciben
un entorno académico estresante, en lo referido a la sobrecarga académica y los exa-
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menes a los cuales se someten, de acuerdo con Souto-Gestal et al. (2019), muestran
mayor predisposicién depresiva. En esa misma linea Castillo et al. (2016), identifican
que los principales estresores académicos son la sobrecarga académica, tiempo para
cumplir con las actividades académicas y los exdmenes. Por su lado, Cabanach et al.
(2014), encontraron que el estrés académico puede obstruir en estudiantes, los proce-
sos cognitivos basicos, especialmente en la concentracion, recuperacion de informa-
cién en la memoria y toma de decisiones. Tales hallazgos se corroboran ain més, con
las investigaciones de Pozos-Radillo et al. (2014), que manifiestan las intervenciones
en clases, trabajos obligatorios y exdmenes, predicen un elevado estrés crénico, prin-
cipalmente en estudiantes del género femenino, que oscilan entre los 18 y 25 afios.

Por otro lado, estudiantes con elevadas capacidades de control y aceptacién de sus
estados emocionales, de acuerdo con Pozos-Radillo et al. (2014), tienden a adaptarse
mejor y experimentan menores respuestas de estrés, dado que sus habilidades de
gestionar adecuadamente sus emociones propician una mejor adaptacién a los esti-
mulos estresantes (Cabanach et al., 2017). En ese orden de ideas, estudiantes con alta
claridad emocional, presentan bajos niveles de percepcion de estresores, en tanto,
estudiantes con baja claridad emocional, valoran las condiciones del entorno acadé-
mico, como mas estresantes (Cabanach et al., 2016). De alli que la identificacién opor-
tuna de los estresores podria ayudar a entender mejor, al estrés y los efectos que ello
ocasiona en los estudiantes (Pozos-Radillo et al., 2014).

Considerando la relevancia que tiene, medir los estresores académicos en estudiantes
universitarios, en situaciones sanitarias complejas a nivel global (COVID-19) y la ne-
cesidad de contar con instrumentos de medicion, que cumplan con las normas para
las pruebas educativas y psicolégicas (American Educational Research Association et
al., 2018), amerita estudiar las propiedades psicométricas de la escala de estresores
académicos (ECEA), en jévenes universitarios peruanos.

Retrospectiva de la escala de estresores académicos (ECEA)

El estrés académico se ha venido investigando desde la década del 80 del siglo pasado
Cohen et al. (1983). Se crearon instrumentos para medir el estrés, en contextos acadé-
micos diversos (Barraza, 2007; Cabanach et al., 2010; Malo et al., 2010). No todos los
instrumentos miden el estrés en contextos académicos propiamente, algunos miden
los estresores académicos relacionados al contexto laboral.

La presente investigacién se realiz en un contexto atipico, teniendo como propésito
principal, encontrar evidencias psicométricas de la escala de estresores académicos
en universitarios peruanos en contexto de la COVID-19, dado que los profesionales de
la salud mental no cuentan con instrumentos validados y acorde a la realidad peruana.
Por ello se considera de suma importancia, evidenciar las propiedades psicométricas
de la Escala de Estresores Académicos (ECEA) propuesto por Cabanach et al. (2008). En
esa linea, un estudio reciente de las propiedades psicométricas de ECEA realizado por
Chavez et al. (2019) no estarian garantizando resultados concluyentes, por su practi-
cidad y utilidad para futuras investigaciones (American Educational Research Associa-
tion et al., 2018; Ferrando & Anguiano-Carrasco, 2010).

Es oportuno precisar que los mismos autores, han aplicado dicho instrumento, en di-
versos contextos académicos (Cabanach et al., 2014; Cabanach et al., 2010; Cabanach
et al., 2016; Cabanach et al., 2017; Cabanach et al., 2018; Cabanach et al., 2010). De
alli, para tener una idea completa de las evidencias reportadas en diferentes contex-
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tos del instrumento ECEA (Cabanach et al., 2008), se presentan en la Tabla 1, diversos
estudios, aplicados en su mayoria por los mismos autores, asi como la evolucién del
instrumento en el tiempo.

Tabla 1
Retrospectiva de aplicacién y adaptacion de la ECEA

Autor Titulo del manuscrito Muestra
Cabanach et al. (2010) Estresores académicos percibidos por 258
estudiantes universitarios de ciencias de la
salud.
Casuso (2011) Estudio del estrés, engagement y rendimiento 504

académico en estudiantes universitarios de
Ciencias de la Salud.

Souto-Gestal (2013) Regulacién emocional y estrés académico en 504
estudiantes de fisioterapia.

Taboada (2015) La medicion del estrés en contextos 468
académicos en estudiantes universitarios.

Vizoso & Gundin (2016) Estresores académicos percibidos por 532
estudiantes universitarios y su relacién con el
burnout y el rendimiento académicos.

Cabanach, Souto-Gestal, & Escala de Estresores Académicos para la 1196
Franco (2016) evaluacion de los estresores académicos en
estudiantes universitarios.

Cabanach et al. (2016) Efectos diferenciales de la atenciény la 500
claridad emocional sobre la percepcién de
estresores académicos y las respuestas de
estrés de estudiantes de fisioterapia.

Cabanach et al. (2017) Perfiles de regulacién emocional y estrés 504
académico en estudiantes de fisioterapia.

Cabanach, Franco, et al. ¢Media la orientacién de las metas 468
(2017) académicas el estrés en estudiantes
universitarios?

Chavez Anaya et al. (2019) Andlisis psicométrico de la escala de 150
estresores académicos (ECEA), en estudiantes
de la Universidad Catélica de Santa Maria.

Souto-Gestal et al. (2019) Sintomatologia depresiva y percepcion de 485
estresores académicos en estudiantes de
Fisioterapia.
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Métodos

Tipo de estudio

Se desarrollé un estudio instrumental, debido a que fue orientado al analisis de las
propiedades psicométricas de un instrumento (Ato et al., 2013).

Participantes

Se administré una encuesta a través del formulario Google para los dos estudios, dis-
tribuyéndose via redes sociales y correos electrénicos a todos los participantes bajo un
muestreo a juicio de investigador. El primero estudio comprendié un periodo de 6 al
15 de junio del 2020. Durante este periodo se encuestd a 304 estudiantes de diferen-
tes niveles de estudios de universidades peruanas publicas y privadas que cursaban
clases virtuales, que al depurarse algunos datos quedaron en 300 participantes en-
cuestados (Tabla 2). Los cuatro depurados fueron identificados como estudiantes de
instituto superior, lo cual no cumplian con el perfil planteado.

Tabla 2
Participantes segun drea de estudio - prueba 1

Areas de estudio Participantes Porcentaje Carreras
Ciencias Econémicas y Empresariales 194 65 9
Ciencias Sociales y Humanas 9 3 6
Ciencias de la Salud 42 14 9
Ingenieria y Arquitectura 55 18 14

Total 300 100 38

En el primer estudio se verificd que del 100% de los encuestados el 54.7% fueron mu-
jeresy el 45.3% hombres, con edades entre los 18 y 30 afios , comprendidos del pri-
mero al décimo semestre. A este grupo pertenecen 38 carreras agrupadas en 4 areas
de estudio (Tabla 2).

Para el sequndo estudio y con los mismos criterios, se encuesto a partir del 20 de junio
al 02 julio, obteniéndose 570 respuestas. De la misma forma, se realizé el control de
calidad de los datos obtenidos, reduciéndose a una data de 562 participantes, donde
8 encuestados no cumplian con el perfil requerido (Tabla 3).
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Tabla 3
Participantes segun drea de estudio - prueba 2

Areas de estudio Participantes Porcentaje Carreras
Ciencias Econémicas y Empresariales 366 65 11
Ciencias Sociales y Humanas 15 3 7
Ciencias basicas 2 0.4 2
Ciencias de la Salud 72 13 8
Ingenieria y Arquitectura 107 19 19

Total 562 100 47

En esta segunda prueba, se corrobor6 que el 56.4% son mujeres y 43.6% hombres,
con edades que oscilan entre 18 a 30 afios que pertenecen a 47 carreras universitarias,
agrupadas en 5 dreas de estudio, siendo el drea de Ciencias Econdmicas y Empresaria-
les con mayor participacion (65%), seguido de Ingenieria y Arquitectura (19%). En esta
prueba, también hubo participantes del drea de ciencias basicas.

Instrumento

Se utilizé la Escala de Estresores Académicos (ECEA) elaborado por Cabanach et al.
(2008), que de acuerdo con la Tabla 1, hubo diversos estudios posteriores. El instru-
mento original fue construido con 54 items, escala tipo Likert de 5 alternativas (1 =
nunca; 2 = alguna vez; 3 = bastantes veces; 4 = casi siempre; 5 = siempre), conformada
inicialmente en 9 factores. Posteriormente se reduce en 8 factores: intervenciones en
publico (IP), exdmenes (EE), deficiencias metodoldgicas del profesorado (DMP), ca-
rencia de valor de los contenidos (CVC), creencias sobre el rendimiento académico
(CSRA), sobrecarga del estudiante (SE), dificultades de participacion (DP) y clima social
negativo (CSN). En este, todos los autores utilizaron el instrumento, en un escenario
de educacién presencial.

En el presente estudio, dada la coyuntura de la pandemia COVID-19, obligé adaptar
el instrumento a un escenario de ensefianza virtual y se verificé a través de un gru-
po focal de 22 estudiantes universitarios en una reunién virtual via Meet de Google,
donde se revisé la claridad y la comprensién de cada uno de los items del ECEA. Es alli
donde se decide excluir los items 3y 9, porque el sentido de tales preguntas responde
exclusivamente, al formato presencial, es decir, el item 3: “Me pongo nervioso 0 me
inquieto al salir a la pizarra” y item 9: “Me pongo nervioso 0 me inquieto, si tengo
que exponer en publico una opinién”. En los 52 items restantes, no fueron necesarios
modificar el sentido de las preguntas, debido a que los estudiantes manifestaron que
las preguntas eran comprensibles y se adecuaban perfectamente al formato de la en-
sefianza virtual. Sin embargo, la supresién de tales preguntas no resta seriedad y el
propésito de la investigacion, sino, mas por el contrario, permite adaptar y encontrar
nuevas evidencias en un escenario de educacién distinta a la que se vinieron aplicando
el instrumento ECEA.
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Procedimiento y analisis de datos

Esta investigacion parti6 con la busqueda de informacién documentaria del instru-
mento ECEA en diferentes bases de datos y repositorios digitales, donde se hizo el
seguimiento riguroso de la adaptacién del ECEA en diversos escenarios y paises. Se-
guido se adaptaron los items del instrumento y se verificd a través de un grupo focal la
adaptaciény claridad de estos. Luego, el grupo de investigacién considerd de acuerdo
con las recomendaciones, realizar dos estudios.

El primero consistié en analizar la estructura del constructo a través del analisis facto-
rial exploratorio (AFE) en una muestra de 300 estudiantes universitarios, para luego
hacer el segundo estudio mediante el (AFC) en 562 participantes. En ese sentido, de
acuerdo con los criterios establecidos acerca de las evidencias de validez basado en la
estructura interna (American Educational Research Association et al., 2018) se obtuvie-
ron tanto en el analisis factorial exploratorio (AFE) y confirmatorio (AFC), mediante el
programa FACTOR para el AFE (Ferrando & Lorenzo-Seva, 2018), y el software R Studio
version 4.0.2, especificamente la libreria Lavaan para el AFC (Rosseel, 2012).

Los criterios utilizados para el AFE fueron: la adecuacién muestral evaluada a tra-
vés del KMO = .80 (Kaiser, 1974), que al ser mayor se considera un indice adecuado
(Costello & Osborne, 2005; Ferrando & Anguiano-Carrasco, 2010); ademas, la rotacién
fue oblicua y con estimacion de minimos cuadrados no ponderados (Jéreskog, 1977),
debido a que este método es el més recomendado (Flora et al., 2012). Con respecto a
la extraccién del factor, el método que se emple6 fue el de analisis paralelo, debido a
que la seleccién de los factores comunes necesarios presenta valores propios mayores
a lo que se obtendria si se analizara al azar (Horn, 1965). Por dltimo, respecto al AFE,
también se verific6 el indice de simplicidad factorial (Kaiser, 1974) con la finalidad de
obtener una estructura simple (Bentler, 1977), donde el valor 0 representa estructura
muy compleja y 1.0 como estructura muy simple; ademas, se consideré como punto
de corte el valor minimo de .80 (Kaiser, 1974).

Con respecto a los criterios de andlisis del AFC, se considero la estimacién de los fac-
tores a través del weighted least squares means and variance adjusted (Muthén, 1984;
Muthén et al., 1997), que es un procedimiento robusto cuando se tiene variables cate-
géricas (Brown, 2015; Lei, 2009; Raykov, 2012) y el no cumplimiento de la normalidad
multivariada (Kyriazos, 2018). El ajuste del modelo fue contrastado a través del X?y sus
grados de libertad, el indice de ajuste comparativo y Tucker Lewis (CFIy TLI = . 95) (Hu
& Bentler, 1999), el indice de aproximacién de la raiz de cuadrados medios de error
y la raiz cuadrada media residual estandarizada (RMSEA y SRMR < .05) (Hu & Bentler,
1999). Se consideraron valores de las cargas factoriales >. 40 como aceptables (Brown,
2015; Tabachnick & Fidell, 2019).

La estimacion del AFC se realizé en cuatro fases: En la primera se evalu6 el modelo
original (Cabanach et al., 2008). En la segunda fase, se obtuvo un modelo estructural
jerarquico de segundo orden, con el propdsito de conocer las cargas factoriales del
factor general (FG) sobre los factores especificos (FEs). En la tercera fase, se evalu6
el modelo bifactor, con el objetivo de contrastar el grado de influencia de la varianza
explicada en cada uno de los items por el FG y FEs, para precisar si los items son in-
fluenciados mayormente por el FG o FEs, o ambos de manera significativa. Ademas,
se verifico los indices informativos como: varianza comun extractada (ECV = .80) (Si-
jtsma, 2009; Ten & Socan, 2004), porcentaje de correlaciones no contaminadas (PUC
>.80) (Reise et al., 2013), coeficiente Hh (Hh >.70) (Raykov & Hancock, 2005) y omega
jerarquica (wH >.70) (Zinbarg et al., 2006), recomiendan que el constructo, tendria un
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comportamiento unifactorial. Finalmente, en la Ultima fase con los valores obtenidos
previamente en la fase tres, se analizé un modelo unifactorial.

En cuanto a la confiabilidad del ECEA, se analizd a nivel del constructo y puntuaciones
observadas. Para ello, se estim6 a través del coeficiente a (Cronbach, 1951) y omega
(w), considerandose el modelo congenérico (se comprende este proceso cuando los
items son influidos significativamente por el mismo constructo) mas robusto (Dunn et
al., 2014), en comparacion al coeficiente alfa, por lo que se tomaron valores >.70 como
aceptables (Hunsley & Marsh, 2008; Ponterotto & Ruckdeschel, 2007).

Resultados

Estadisticos descriptivos

Los valores obtenidos de la asimetria y curtosis para cada item de la ECEA, se encuen-
tra en el rango establecido [-1.5, 1.5], lo que indica que existe una variacion tolerable
de la distribucion univariada de los datos, por tanto, aporta a los supuestos de norma-
lidad que debe cumplir para su respectiva ejecucién de un analisis factorial (Gravetter
& Wallnau, 2013; Pérez & Medrano, 2010). Ademads, se obtuvo la normalidad multi-
variada mediante la distancia de Mardia con valores distantes (G2=146.976) de los
establecido (G2<5.0) (Tabla 4), los cuales fueron considerados en la obtencion del AFC.

Tabla 4
Andlisis de los estadisticos de distribucion

ftems M DE Asimetria  r.c Curtosis r.c

IP1 2.70 1.128 .679 8.138 -.607 -3.640
P2 2.49 1.168 .668 8.008 -.495 -2.967
IP3 2.68 1.156 .572 6.861 -.595 -3.567
EE1 2.51 1.175 .643 7.707 -.403 -2.416
EE2 2.89 1.195 .355 4.251 -.876 -5.249
EE3 2.63 1.206 449 5.378 -.762 -4.565
EE4 2.94 1.193 297 3.556 -.907 -5.437
DMP1 2.94 1.208 197 2.357 -.944 -5.655
DMP2 2.69 1.208 .354 4.246 -.841 -5.042
DMP3 2.99 1.189 .163 1.953 -.928 -5.559
DMP4 2.98 1.175 229 2.750 -.884 -5.299
DMP5 2.92 1.196 226 2.704 =91 -5.458
DMP6 3.15 1.199 .038 453 -1.016 -6.087
DMP7 2.99 1.202 148 1.772 -.938 -5.621
DMP8 2.92 1.201 .265 3.182 -.917 -5.493
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DMP9 3.24 1.225 -.057 -.686 -1.039 -6.224

DMP10 3.24 1.198 -.110 -1.316 -.971 -5.820
DMP11 3.24 1.240 -.130 -1.552 -1.047 -6.275
DMP12 3.07 1.206 .033 400 -.990 -5.935
cvct 2.87 1.161 232 2.781 -.854 -5.118
cvez 2.78 1.153 328 3.926 -.719 -4.312
cva 2.80 1.202 .245 2.935 -.891 -5.341
cvca 2.89 1.204 .259 3.103 -.906 -5.432
CSRA1 3.1 1.236 .049 .593 -1.080 -6.471
CSRA2 3.17 1.226 -.010 -.115 -1.048 -6.282
CSRA3 2.87 1.234 224 2.687 -.969 -5.808
CSRA4 2.71 1.263 .355 4.258 -.908 -5.442
CSRA5 2.69 1.262 373 4.467 -.952 -5.706
CSRA6 2.85 1.247 .303 3.633 -.945 -5.664
CSRA7 2.75 1.253 377 4.515 -.932 -5.585
CSRA8 2.76 1.273 .370 4.430 -.961 -5.761
CSRA9 2.74 1.261 .365 4.380 -.932 -5.587
CSRA10 2.66 1.285 401 4.807 -.934 -5.600
SE1 2.73 1.257 409 4.902 -.869 -5.208
SE2 3.04 1.282 136 1.629 -1.119 -6.707
SE3 3.1 1.291 .078 941 -1.141 -6.838
SE4 3.13 1.259 .067 .800 -1.165 -6.981
SE5 3.1 1.268 .068 813 -1.122 -6.725
SE6 3.09 1.265 .092 1.101 -1.134 -6.794
SE7 3.03 1.264 AN 1.329 -1.072 -6.426
SE8 3.16 1.263 .064 .764 -1.154 -6.919
SE9 2.94 1.281 196 2.347 -1.084 -6.499
SE10 3.01 1.269 148 1.768 -1.077 -6.454
DP1 2.72 1.256 419 5.028 -.888 -5.323
DP2 2.68 1.261 434 5.206 -.885 -5.303
DP3 2.73 1.264 373 4.466 -.915 -5.484
CSN1 2.42 1.258 .618 7.403 -.687 -4.120
CSN2 2.62 1.255 444 5.323 -.841 -5.042
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CSN3 2.53 1.225 .558 6.692 -.696 -4.172

CSN4 2.47 1.232 .623 7.469 -.636 -3.812
CSN5 2.72 1314 .365 4.374 -1.047 -6.273
CSNé6 2.44 1.320 .609 7.302 -.818 -4.904
Multivariante 750.300 146.976

Nota. M: media, DE: desviacion estandar, r.c.: ratio critico o puntuacion Z, ritc: relacion
item total corregido.

Evidencia de validez basado en la estructura interna mediante el AFE

Como primer paso se calcularon los indices de adecuacion muestral, reportando que
los indices factorizados se concentraron en los valores adecuados (KMO= .987, x>
=58874 Bartlett, gl=1326 y p< .001), con comunalidades > .40 considerados adecua-
dos (Bandalos & Finney, 2010). Consecuentemente, su ejecucion a través del analisis
factorial exploratorio ha sido justificado. Ademas, las estimaciones de las cargas facto-
riales se evidenciaron en gran parte > .40, considerado como apropiadas (Bandalos &
Finney, 2010); ademads, se destacaron la presencia de correlaciones significativas entre
factores con ausencia de multicolinealidad (¢ < .80) (Tabla 5). Para fortalecer estos
resultados, se obtuvieron indice de simplicidad factorial (ISF; Fleming & Merino, 2005)
siendo evaluado con criterio > .80 (Fleming & Merino, 2005), donde se observé que los
items “SE1”, “CSRA1”, “CSRA2", “CSN2", “DP1", “DP2", “DP3", “DMP1”, “DMP2", “DMP3",
“DMP6", “DMP7", “DMP8", “DMP9", “DMP11"y “DMP12" registraron valores por debajo
del umbral permitido. Estos items que no lograron superar el criterio establecido fue-
ron retirados del AFC; dicho de otro modo, los items extraidos (“DP1”, “DP2", “DP3"),
fueron eliminados de la dimensién dificultad de participacion (DP).

Tabla 5
Cargas factoriales del AFE

Factores h2  ISF

F1 F2 F3 F4 F5 F6 F7 F8
SE3 .878 -.009 -.030 .015 .010 .020 041 .022 84 .99
SE8 .866 -.043 .027 .058 .017 .009 -.065 .057 82 .98
SE6 .850 .014 -.022 .001 .054 .022 .005 .025 83 .99
SE4 .843 .088 -.063 .010 -.062 .045 .065 .017 82 97
SE7 .807 .055 .046 .040 .073 -.033 -.077 .032 83 .97
SE2 .759 .075 -.054 .033 .052 .078 .088 -.076 82 .94
SE10 .746 -.058 161 .060 -.029 .034 .034 .080 85 .92
SE9 .688 -.085 184 .059 .091 .013 -.004 .001 76 .89
SES .658 107 .014 .002 .067 .002 .065 .085 79 .93
SE1 .583 192 .092 .029 .092 .042 .054 -.164 76 T7*
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Factores h2  ISF
CSRA7 .014 .837 .029 .001 .006 .081 .009 .000 86 .99
CSRA5 -.031 .828 .009 .062 .053 .040 .0M -.008 .85 .98
CSRA4 .030 814 .011 .023 011 .036 .036 -.023 80 .99
CSRA6 .026 735 -.008 .053 .066 .066 .031 .029 82 97
CSRA8 .090 .692 116 .023 -.002 .041 .049 .018 84 94
CSRA9 .070 677 144 .020 -.012 .059 .046 .036 84 92
CSRA3 .054 .634 .005 117 31 -.068 -.034 41 76 .85
CSRA10 .064 .632 199 .037 -.015 .040 .057 -.002 .81 .88
CSRA1 .061 416 -.108 125 339 .010 -.044 190 73  51*
CSRA2 109 .354 -.004 105 .206 -022  .004 295 T4 A48*
CSN4 -.050 .083 .674 113 138 .054 -.035 .009 76 .90
CSN3 .022 .021 .669 .072 .080 .075 .091 .043 .81 .93
CSN1 .060 117 .632 041 .084 .018 .063 -.017 77 .92
CSN6 -.007 .106 .586 109 .106 .029 .015 .004 .68 .89
CSN5 A31 .024 .576 .098 .068 .045 -.023 .091 71 .87
CSN2 118 163 .501 .072 .017 138 -.074 .096 74 T73*
DP2 242 183 -.083 481 .037 .000 182 -.014 .78  .60*
DP1 232 193 -.019 437 .006 .054 149 .004 .78 .60*
DP3 272 153 -.006 421 .005 .048 142 .018 77  .59*
EE3 -.029 .073 .055 .000 .827 .010 .012 -.023 79 .98
EE4 .091 .033 -011 .012 .821 -.062 .034 .038 82 .97
EE2 .021 .0mM -.019 -.010 .810 .073 .018 .048 81 .99
EE1 .050 -.061 128 .039 .620 .206 .047 -.105 73 .81
cve2 .026 .012 .044 -.012 .070 .851 .017 -.025 87 .99
cves .032 .063 .049 .057 .002 .693 .067 -.012 75 .97
cvel .096 -.032 .082 .014 .047 .652 .086 .085 81 .92
cvc4 .056 123 .031 .041 .016 615 .036 .033 71 93
DMP12 .082 .002 .087 .029 .016 372 .204 .307 .80 .51*
P2 -.017 -.030 .029 -.026 .030 -.004 951 -.022 85 1.0
IP1 .017 .050 -.027 .019 -.023 .017 .836 .031 78 .99
1P3 .024 .058 -.023 .064 .009 -.046 .786 .033 75 .98
DMP5 .060 .063 .082 .063 145 .022 .028 .599 .81 .89
DMP4 .086 174 -011 120 .034 .040 .068 .545 78 .81
DMP2 .005 -.042 .100 A77 .160 .065 .000 .537 72 78*
DMP7 .017 .015 .080 .055 153 .051 210 .525 .80 .75*
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Factores h2  ISF

DMP6 .074 .073 .006 .081 117 .077 .208 467 .80  .70*
DMP3 .044 139 -.023 .250 .048 .019 106 443 73 .65*
DMP1 189 -017 -.019 .261 .085 .165 .053 293 69 41
DMP8 .092 188 .045 .095 .084 127 199 270 74 36*
DMP10 115 .062 .061 .083 .047 139 105 .558 .85 .82
DMP9 102 .097 .083 .050 .016 149 154 512 .82 .75*
DMP11 139 .010 .003 .033 174 .060 .255 416 .78  .58*
% de varianza 17.16 14.50 9.78 8.70 9.09 7.04 8.05 4.95

explicada

%varianza  79.30

acumulada

F1 1.000 J35FKk - p8EFF  720**k  721*Kk GO8FFE  §33FA*  5rkE

F2 1.000 696**F  724% Kk gQQFHFE  gEBIEK  GELREK  A7(QkE*

F3 1.000  .552%**  g54***  L)7kEk - ATQEAk - D5QR*

F4 1.000 650%** [ 730***  p52***  5QQFF*

F5 1.000  .555%** 727%** - gQkk*

F6 1.000  .503*** 394**

F7 1.000 .642%**

F8 1.000

KMO 0.987

Test de X?=58874 gl=1326 p<.001

esfericidad de

Bartlett

Nota. h2: comunalidades, ISF: indice de simplicidad factorial, KMO: adecuacién maestral [Kaiser Mayer Olkin],
*:valores de ISF por debajo de lo permitido

Evidencia de validez de la estructura interna mediante el AFC

Se analizé el modelo M1, considerando la estructura factorial exploratorio planteado
por Cabanach et al. (2016) que va acorde a la estructura interna del constructo, a ex-
cepcion de un factor que fue retirado en su totalidad, debido a que no cumplia con
el criterio de simplicidad factorial (ISF), esto permitié encontrar indices de ajuste con
valores apropiados: x2/gl=.121, CFI=.999, TLI=.999, SRMR=.022 y RMSEA=.020 (Tabla
6). Asimismo, el M2 consistié en verificar el modelo de sequndo orden, cuyos valores
de indice fueron robustos: x2/gl=.151, CFI= .998, TLI= .998, SRMR= .029 y RMSEA=
.027; aunque sus diferencias con M1 parecen no ser significativas en cuanto a las mag-
nitudes de sus indices de ajuste.
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Tabla 6
Indice de bondad de ajuste de los modelos propuestos mediante el AFC

Modelo 2 gl x2/gl CFI TLI SRMR RMSEA  RMSEAIC 90%

Inferior  Superior

M1 2393.181 608 0.121 999 .999 .022 .020 .019 .033
M2 3282.605 622 0.151 .998 .998 .029 .027 .026 .054
M3 2905.516 592 0.144 999 .998 .027 .026 .025 .062
M4 12963.722 629 0.165 .991 .991 .061 .061 .060 .075

Nota. x2: Chi cuadrado, gl: grado de libertad, CFI: indice de ajuste comparativo, TLI: indice de Taker Lewis,
SRMR: raiz media cuadratica estandarizada, RMSEA: raiz media estandarizada de error de aproximacién, M1:
modelo oblicuo, M2: modelo segundo orden, M3: modelo bifactor, M4: modelo unifactorial.

El M3, consistié ver el grado de influencia del factor general sobre los especificos,
logrando valores de indice de bondad de ajuste, aparentemente, mejor que los dos
modelos descritos; sin embargo, si las interpretaciones solo se basaran en aquellos
indices de ajuste, se podria estar cometiendo interpretaciones menos precisas. En ese
sentido, un analisis descriptivo de los coeficientes de configuracion evidencié que las
cargas factoriales, en promedio, pertenecientes al factor general (FGApromedio=.788)
es mayor en comparacion a los factores especificos, que en promedio reporté FEApro-
medio= .42. Ademas, los valores del wH =.931, PUC con estimaciones de .848, el co-
eficiente Hh=.985 y ECV= .783 estarian, aparentemente, favoreciendo la condicién
unifactorial (Tabla 7). Por consiguiente, el M4 respondi6 a verificar la propuesta de
la unidimensionalidad, obteniéndose indices de ajuste muy similares a los otros mo-
delos (x2/gl=.165, CFI= .991, TLI= .991); sin embargo, los indices de ajuste como el
SRMR=.061 y RMSEA= .060 obtuvieron valores ligeramente por encima de .05y en
comparacion al resto del modelo que reportaron indices de ajuste menores que el
umbral de .05. En suma, la solucién factorial que puede representar mejor a los datos,
seria el M1 de siete factores oblicuos para la muestra de estudio.

Tabla 7
Estimaciones de los indices de ajuste del Modelo Bifactor

Indices estadisticos de Modelos bifactor Valores observados Valores esperados

Monto de varianza comun ECV .783 >.80
estractada (ECV)

Porcentaje de correlaciones PUC .848 =.70
no contaminadas (PUC)

Omega jerarquico (wH) wH 931 =.70
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Indices estadisticos de Modelos bifactor Valores observados Valores esperados

Omega jerdrquico especifico  wH S1 413 =30
(WHS) wH S2 .240

wH S3 123

wH S4 162

wH S5 180

wH S6 195

wH S7 197
El coeficiente Hh jerérqujco Hh G .985 =70
(Hh G) y especifico (Hh Si) Hh ST 33

Hh S2 .509

Hh S3 .283

Hh S4 571

Hh S5 .648

Hh S6 489

Hh S7 455
Carga factorial promedio (G)y Apromedio G .788 =.30

especifico (A\promedio Si) )
Apromedio ST~ .597

Apromedio S2  .447
Apromedio S3 319
Apromedio S4  .369
Apromedio S5 .384
Apromedio S6 396

Apromedio S7  .406
Nota. FG: factor jerarquico, FE: Factor especifico

En cuanto a la fiabilidad de las puntuaciones obtenidos, se evalu6 el modelo M1 de la
version propuesta de siete factores, compuesta por 37 items que cuenta valores acep-
tables mas préximo al constructo; por ende, la consistencia interna a través de ay w
registraron valores superiores a .80 en todas sus dimensiones (Tabla 8).
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Tabla 8

Confiabilidad
Dimensiones ftems M DE ritc a w
Dimension 1 IP1 2.7 1.13 .83 .92 .92
P2 2.49 1.17 .86
IP3 2.68 1.16 .82
Dimension 2 EE1 2.51 1.18 .80 .93 .93
EE2 2.89 1.19 .87
EE3 2.63 1.21 .85
EE4 2.94 1.19 .86
Dimensién 3 DMP4 2.98 1.17 .81 .89 .90
DMP5 2.92 1.2 .81
DMP10 3.24 1.2 75
Dimensién 4 cvct 2.87 1.16 .85 .94 .94
ez 2.78 1.15 .89
cves 2.8 1.2 .84
4 2.89 1.2 .81
Dimensién 5 CSRA3 2.87 1.23 .84 .97 .97
CSRA4 2.71 1.26 .88
CSRA5 2.69 1.26 .90
CSRA6 2.85 1.25 .89
CSRA7 2.75 1.25 91
CSRA8 2.76 1.27 91
CSRA9 2.74 1.26 91
CSRA10 2.66 1.29 .88
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Dimensiones items M DE ritc a w

Dimensién 6 SE1 2.73 1.26 .83 .98 .98
SE2 3.04 1.28 .89
SE3 3N 1.29 .90
SE4 3.13 1.26 .89
SE5 3N 1.27 .87
SE6 3.09 1.26 .90
SE7 3.03 1.26 .90
SE8 3.16 1.26 .89
SE9 2.94 1.28 .85
SE10 3.01 1.27 .90
Dimensién 7 CSN1 2.42 1.26 .83 .94 .94
CSN3 2.53 1.23 .88
CSN4 2.47 1.23 .85
CSN5 2.72 1.31 .82
CSN6 2.44 1.32 .80

Nota. M: media, DE: desviacién estandar, ritc: relacién item total corregido, a: coeficiente alfa, w: coeficiente
omega

Discusion
El objetivo de esta investigacidn fue evaluar las propiedades psicométricas de la escala
de estresores académicos (ECEA) en el contexto de la COVID-19, asi como su estructura

interna del constructo y su consistencia interna en estudiantes universitarios perua-
nos.

Con respecto a la evidencia de validez basada en la estructura interna del primer es-
tudio, se evidenci6 resultados apropiados, sin embargo, algunos items presentaron
indices de simplicidad factorial por debajo del umbral establecido (Kaiser, 1974). Por
tanto, el criterio psicométrico basado en el ISF recomendo, para el segundo estudio,
retirar aquellos items que no cumplieran el umbral establecido; es ese sentido, se optd
por retirar la totalidad de items perteneciente a la dimensién dificultad de participa-
cién (DP). Al parecer, estos items podrian formar parte de las dimensiones de sobre-
carga del estudiante (SE), creencias sobre rendimiento académico (CSRA) o interven-
cién en publico (IP), resultados que difieren de los estudios realizado por Cabanach et
al. (2008), Cabanach et al. (2016), Cabanach et al. (2018), Chavez et al. (2019) y Taboada
(2015). Esta diferencia en la estructura del constructo probablemente se explicaria,
porque el nivel de percepcion de los estresores académicos en estudiantes universi-
tarios peruanos, no se estaria manifestando en ocho dimensiones, tal como vienen
reportando en otros contextos (Cabanach et al., 2017; Cabanach, Souto-Gestal, & Fran-
co, 2016; Cabanach, Valle et al., 2010; Casuso, 2011; Chavez et al., 2019; Souto-Gestal
et al., 2019; Souto-Gestal, 2013; Taboada, 2015; Vizoso & Gundin, 2016). Ademas, al
hacer un analisis de su contenido, los items retirados pueden ser representado por las
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dimensiones antes mencionadas, y por Ultimo, cabe sefialar, el proceso de adaptacion
de un instrumento psicoldégico de una cultura a otra, probablemente exija algunos
cambios debido a que vivimos en un entorno cada vez mas multicultural y multilinglie
(Mufiz et al., 2013), argumentos suficientes para justificar el retiro de algunos items,
asi como el escenario atipico de la ensefianza virtual en tiempos de pandemia cuyos
items estan direccionados al entorno de la prespecialidad (p.ej., items 3= “al salir a la
pizarra” e items 9= “si tengo que exponer en publico una opinién”)

Por consiguiente, para evidenciar la validez, en el sequndo estudio no se considera-
ron la dimensién DP, claro estd, los argumentos que sostendrian no solamente son
los aspectos psicométricos, sino también, el proceso de adaptacién a una realidad
como la peruana, que presenta diversas caracteristicas culturales e idiosincraticas
hacen que la adaptacién sea mas compleja. No obstante, en el segundo estudio se
obtuvieron cuatro modelos, de los cuales el modelo oblicuo de siete factores es la que
estaria representando mejor al constructo, sin dejar de mencionar los otros modelos
propuestos (segundo orden, bifactor y unifactorial) que también brindan informacién
relevante al analisis psicométrico, en comparacién con los estudios que anteceden, en
donde no evidenciaron analisis de modelos jeradrquicos (Cabanach, Fernandez-Cervan-
tes et al., 2010; Cabanach, Souto-Gestal et al., 2017; Chavez et al., 2019).

Referente a la fiabilidad del ECEA, la comprobacién mediante los coeficientes ay w
reportaron valores muy buenos (ay w > .90). Este resultado en comparacion con las
declaraciones de Souto-Gestal (2014), Franco (2015) y Cabanach et al. (2016) son muy
similares, por lo tanto se podria considerar que el instrumento asegura la estabili-
dad en la interpretacion de las puntuaciones y la disminucion de los falsos negativos
(Ponterotto & Ruckdeschel, 2007). Otra de las bondades, de contar con el coeficiente
a como un estimador de la fiabilidad de las estimaciones observadas, es su utilidad
en la elaboracién de datos normativos (Livingston, 1972), o incluso en las investigacio-
nes longitudinales, en donde la evaluacién del error transitorio es de suma relevancia
[test-retest] (Green, 2003). En consecuencia, los valores obtenidos de la fiabilidad en
esta investigacion resultaron

Como muchas investigaciones de tipo instrumental, se identificaron algunas limitacio-
nes que seria conveniente evitar en futuras investigaciones. Un ejemplo claro seria la
obtencion de invarianza de medicién, dado que es analisis previo para comparar gru-
pos, debido a que los estresores académicos pueden manifestarse de forma diferente
en funcion al género, profesion que estudian, experiencia curricular, entre otros. En
cuanto a la muestra, el procedimiento de seleccion de participantes en esta investiga-
cién, puede representar un factor de riesgo a la validez externa de la investigacion,
debido a que la generalizacién es un objetivo principal de las investigaciones cuanti-
tativas (Ato et al., 2013); en ese sentido, los valores de interpretacién como adecuados
en esta investigacion, seran mayormente puntualizados para la muestra de investiga-
cién; por ese motivo, se recomienda ampliar el tamafio de la muestra e incluir estudios
con muestra probabilistica.

A pesar de las limitaciones, se puede concluir que la ECEA es un instrumento que
evidencia propiedades psicométricas muy buenas para la muestra de estudio que son
estudiantes universitarios del contexto peruano durante la pandemia del COVID-19,
con estructura interna que refleja una varianza total explicada de magnitudes signifi-
cativas, equivalencia empirica con variables tedricamente vinculadas y puntuaciones
observadas bastantes fiables; lo que respalda las inferencias que se efectden de las
puntuaciones de la ECEA, siendo como una alternativa en futuras investigaciones y de
descripcion grupal.
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Se recomienda en futuras investigaciones ampliar el alcance de la evaluacién en otras
ciudades del Per(y su elaboracién de datos normativos en funcién a una muestra sig-
nificativa, lo cual permitira obtener conclusiones de caracter diagndstico con respecto
a los estresores académicos en estudiantes universitarios peruanos.
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Abstract

Introduction: The COVID-19 has generated a series of problems such as that of the edu-
cation sector that allowed the use of digital platforms in order not to lose the school year,
this has produced in teachers and students the challenge of adapting to a new reality of
teaching and learning, therefore, it is worth adapting instruments that assess the academic
stress produced. The objective was to evaluate the psychometric properties of the academic
stressors scale (ECEA) in the context of COVID-19.

Method: The sample consisted of 300 participants in the first study and 566 students
from public and private universities between 18 and 30 years of age (M_age=21.34;SD_
age=2.926) in the second study. In the first study, the internal structure of the construct
was verified through exploratory factor analysis, while in the second study it was verified
through confirmatory factor analysis.

Results: The results of the first study indicated a factorial structure equivalent to the theo-
retical conceptualization; however, the empirical recommendation consisted of removing
some items because their factorization was complex. With respect to the second study,
four models were obtained, of which the seven-factor oblique model is the most significant
(x2=2393.181; gl=608; x2/gl= .121; CFI=.999; TLI= .999; SRMR= .022; RMSEA= .020). Like-
wise, the reliability of the scale and the scores were significant.

Conclusions: Finally, the ECEA is an instrument that has adequate psychometric properties
and is suitable for research purposes and for describing Peruvian university groups in the
context produced by COVID-19.

Keywords: validity, reliability, academic stressors, university students.

Resumen

Introduccién: La COVID-19 ha generado una serie de problemdticas como la del sector
educacion que permitié utilizar plataformas digitales para no perder el afio escolar, esto
ha producido en docentes y estudiantes el desafio de adaptarse a una nueva realidad de
ensefianza y aprendizaje, por lo tanto, amerita adaptar instrumentos que evallen el estrés
académico producido. El objetivo fue evaluar las propiedades psicométricas de la escala
estresores académicos (ECEA) en el contexto de la COVID-19.

Método: La muestra estuvo conformada en el primer estudio de 300 participantes y en el
segundo estudio se logré evaluar a 566 estudiantes de universidades publicas y privadas
con edades entre los 18 y 30 afios . En el primer estudio se verificé la estructura interna del
constructo a través del andlisis factorial exploratorio, en tanto, en el segundo estudio se
verificd mediante el analisis factorial confirmatorio.

Resultados: Los resultados del primer estudio indicaron una estructura factorial equiva-
lente a la conceptualizacién tedrica, no obstante, la recomendacién empirica consistié en
retirar algunos items, debido a que su factorizacién fue compleja. Con respecto al segundo
estudio, se obtuvieron cuatro modelos, del cual el modelo oblicuo de siete factores es el
mas significativo (x2=2393.181; gl=608; x2/gl=.121; CFI=.999; TLI= .999; SRMR=.022; RM-
SEA=.020). Asimismo, la fiabilidad de la escala y de las puntuaciones estuvieron valores
significativos.

Conclusiones: Finalmente el ECEA es un instrumento que cuenta con adecuadas propieda-
des psicométricas, es apto para fines de investigacion y descripcion de grupos universita-
rios peruanos bajo el contexto producido por la COVID-19.

Palabras clave: validez, confiabilidad, estresores académicos, universitarios.
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Pe3tome

BeegeHue: COVID-19 nopoann psg npobneMHbIXx BONPOCOB B CeKTOpe 06pa3oBaHms, Ko-
TOpble NMO3BOAVIN UCMONb30BaTh LMdpoBble NAaTGOPMbl, YTOObI He MOTEPSATb YYebHbIN
rof. 3To MOCTaBWIO YYUTENel 1 CTYAEHTOB Mepes HeObX0AMMOCTbIO afanTpoBaThCs K
HOBOW peanbHOCTU MPenojaBaHns U 0byyveHWs, NO3TOMY CTOUT afAanTMpPOBaTb UHCTPY-
MEHTbI, OLeHMBalOLLMe akageMuyecknin ctpecc. Llenbto nccnefoBaHms 6bi10 OLEHWUTb
NCYXOMeTpUYecKre CBOMCTBA LUKabl akageMuyeckunx crpecc daktopos (ECEA) B koHTekcTe
COVID-19.

MeTog;: Beibopka coctosna 13 300 y4acTHUKOB B NepBOM UCCEA0BaHN 1 566 CTYAEHTOB ro-
CYAapPCTBEHHbIX 1 YaCTHbIX YHVBEPCUTETOB B Bo3pacTe oT 18 fo 30 et (M=21.34;SD=2.926)
BO BTOPOM WCCNef0BaHWN. B MepBOM mnccnesoBaHNN BHYTPEHHSAS CTPYKTypa KOHCTPYKTa
6bl1a NpoBepeHa € MOMOLLbIO 3KCMNOPATUBHOIO GaKTOPHOrO aHann3a, a BO BTOPOM - C
MOMOLLbIO MOATBEPXAAtOLLEro ¢akTOPHOro aHanmsa.

PesynbTatbl: PesynbtaTbl NepBoro McciefoBaHus nokasann GpakTopHyto CTPYKTYpY, SKBU-
Ba/NleHTHYI0 TeOPETUYECKOl; OJHaKO 3MMMpUYeckas pekoMeHaLns 3akayanacs B yja-
NeHNW HEeKOTOPbIX 31EMEHTOB LUKabl, MOCKOALKY UX dakTopu3aLms bbina CloXHON. YTo
KacaeTcs BTOPOro UccnefoBaHus, 6bl10 NoNy4YeHo YeTbipe Mogenu, 13 KoTopbix cemmdak-
TOpHas kocas Mofenb ABsSeTcs Hanbonee 3Haunmoii (x2=2393,181; gl=608; x2/gl= .121;
CFI=.999; TLI= .999; SRMR=.022; RMSEA= .020). Kpome TOro, HafeXHoCTb LUKabl 1 nepe-
MEHHBIX 6bIN 3HaUNTENBHBIMU BETNUYNHAMM.

BbiBogbl: B 3akntoueHue, ECEA - 3TO MHCTPYMEHT C aZleKBaTHbIMU NCUXOMETPUYECKUMU
CBOWCTBAMU, OH MOAXOAMUT AN UCCNEA0BATENbCKMX LieNneil U OnncaHns nepyaHcknx yHu-
BEPCUTETCKUX rpynn B KOHTekcTe COVID-19.

Kntouesble C/10Ba: BaAIUAHOCTb, HAAEXKHOCTb, aKaAeMUUYECKUe CTPECCopbI, CTYAEHTbI YHI-
BepcuTeTa.
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Introduction

The world's educational training process has been disrupted by the effects of COVID-19
(Murillo & Duk, 2020). In this context, in order not to lose continuity, many countries
were forced to implement e-learning education on the fly (Marquina, 2020). Thus,
practically all governments began to generate policies, systems, and models of syn-
chronous and asynchronous education (Britez, 2020; El Peruano, 2020), creating new
alternatives for acquiring knowledge (Gutiérrez-Rubi, 2020). Thus, all educational cen-
ters, and universities, in particular, have had to modify their pedagogical models in
order to continue with their mission of training professionals through various digital
platforms, collaborative virtual learning methodologies, and promoting interactive
and dynamic classes that allow them to maintain the attention of their students.

Universities continue to educate while their students continue to learn, even though
such changes affect some more than others (Marquina, 2020; Murillo & Duk, 2020).
Virtual education is a challenge for teachers and students because both must adapt to
a new learning environment with intensive information and communication technol-
ogies (ICTs). If prior to the pandemic (COVID 19), research on stress was a concurrent
concern for many researchers (Alania et al., 2020; Karnes, 2020; Marquina, 2020; Mu-
rillo & Duk, 2020; Ozamiz-Etxebarria et al., 2020); now, in the context of the pandemic,
researching the consequences of stress becomes an imperative need, because it af-
fects the workplace, family, academia, among others.

Academic stress has become a significant line of work for psychiatry within the field
of human medicine and clinical and even organizational psychology (Moussavi et al.,
2007; Tanaka et al., 2011). In the present century and the current context, stress, like
anxiety and depression, according to the World Health Organization (WHO), are dis-
eases with the most significant impact on the future of humanity, which demand con-
crete and forceful responses from academia (Lozano-Vargas, 2020; WHO, 2013).

Stress, a term frequently used nowadays, describes the emotional imbalances people
experience due to everyday life’s burdens, tensions, and worries. Since Selye (1960),
who conceives it as the adaptive response of the organism to environmental stress-
ors, we have positions (Garcia-Herrero et al., 2013; Levi, 1998; Lu et al., 2015) who
conceive it as the pattern of responses of the human organism, in the face of external
demands. In turn, Lazarus and Folkman (1986) mention that change or novelty, lack of
information, ambiguity, and imminence, among others, determine the stressful state
in people. This situation makes it difficult for them to establish links between their
abilities and expectations (Pasca & Wagner, 2012).

In the case of academic stress, the subject of this study, despite the existence of count-
less research studies, is still a broad and complex field (Ortega-Marlasca, 2015), as it
encompasses not only the academic environment itself but also aspects related to job
uncertainty when graduating, especially if we take into account the gap between what
is taught and what the labor market demands.

Studies on academic stress are diverse. According to Souto-Gestal et al. (2019), stu-
dents who perceive a stressful academic environment, in terms of academic overload
and the exams they are subjected to show a greater predisposition to depression.
Similarly, Castillo et al. (2016) identify that the main academic stressors are academ-
ic overload, time to complete academic activities, and exams. Cabanach et al. (2014)
found that academic stress can obstruct students’ basic cognitive processes, especially
concentration, information retrieval in memory, and decision-making. These findings
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are further corroborated by Pozos-Radillo et al. (2014), who states that interventions
in classes, compulsory work, and exams predict high chronic stress, mainly in female
students between 18 and 25 years.

On the other hand, students with high capacities to control and accept their emotional
states, according to Pozos-Radillo et al. (2014), tend to adapt better and experience
lower stress responses, given that their abilities to adequately manage their emotions
favor a better adaptation to stressful stimuli (Cabanach, Souto-Gestal, et al., 2017). In
that order of ideas, students with high emotional clarity present low levels of percep-
tion of stressors, while students with low emotional clarity value the conditions of the
academic environment as more stressful (Cabanach, Souto-Gestal, Gonzdlez, et al.,
2016). Hence, timely identification of stressors could help better understand the stress
and its effects on students (Pozos-Radillo et al., 2014).

Considering the relevance of measuring academic stressors in university students in
complex global health situations (COVID-19) and the need for measurement instru-
ments that meet the standards for educational and psychological testing (American
Educational Research Association et al., 2018), it is worth studying the psychometric
properties of the Academic Stressors Scale (ECEA) in young Peruvian university stu-
dents.

Retrospective of the Academic Stressors Scale (ECEA)

Academic stress has been researched since the 1980s Cohen et al. (1983). Instruments
have been developed to measure stress in various academic contexts (Barraza, 2007;
Cabanach, Valle, et al., 2010; Malo et al., 2010). Not all instruments measure stress
in academic contexts per se; some measure academic stressors related to the work
context.

The present research was conducted in an atypical context, with the primary pur-
pose of finding psychometric evidence of the academic stressors scale in Peruvian
university students in the context of COVID-19, given that mental health profession-
als do not have validated instruments according to the Peruvian reality. Therefore, it
is considered of utmost importance to demonstrate the psychometric properties of
the Academic Stressors Scale (ECEA) proposed by Cabanach et al. (2008). Along these
lines, a recent study of the psychometric properties of the ECEA by Chavez et al. (2019)
does not guarantee conclusive results due to its practicality and usefulness for future
research (American Educational Research Association et al., 2018; Ferrando & Angui-
ano-Carrasco, 2010).

It should be noted that the same authors have applied this instrument in different ac-
ademic contexts (Cabanach et al., 2014; Cabanach, Fernandez-Cervantes, et al., 2010;
Cabanach, Souto-Gestal, & Franco, 2016; Cabanach, Souto-Gestal, et al., 2017; Caban-
ach, Souto-Gestal, Gonzélez-Doniz, et al., 2018; Cabanach, Souto-Gestal, Gonzalez, et
al., 2016; Cabanach, Valle, et al., 2010). Hence, to have a complete idea of the evidence
reported in different contexts of the ECEA instrument (Cabanach et al., 2008), Table 1
presents various studies applied mainly by the same authors, as well as the evolution
of the instrument over time.
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Table 1
Retrospective implementation and adaptation of the ECE

Autor Manuscript title Sample
Cabanach, Ferndndez- Academic stressors perceived by university health 258
Cervantes, et al. (2010) science students.

Casuso (2011) Study of stress, engagement and academic 504
performance in university students of Health Sciences.

Souto-Gestal (2013) Emotional regulation and academic stress in 504
physiotherapy students.

Taboada (2015) The measurement of stress in academic contexts in 468
university students.

Vizoso & Gundin (2016)  Academic stressors perceived by university students 532
and their relationship with burnout and academic
performance.

Cabanach, Souto-Gestal, Academic Stressors Scale for the assessment of 1196

& Franco (2016) academic stressors in university students.

Cabanach, Souto-Gestal, Differential effects of mindfulness and emotional 500

Gonzdlez, et al. (2016) clarity on the perception of academic stressors and
stress responses of physiotherapy students.

Cabanach, Souto-Gestal, Emotional regulation profiles and academic stress in 504

etal. (2017) physiotherapy students.

Cabanach, Franco, etal.  Does academic goal orientation mediate stress in 468

(2017) university students?

Chavez Anaya et al. Psychometric analysis of the academic stressors scale 150

(2019) (ECEA) in Catholic University of Santa Maria students.

Souto-Gestal et al. Depressive symptomatology and perception of 485

(2019)

academic stressors in physiotherapy students.

Methods

Type of study

An instrumental study was developed because it was oriented toward the analysis of

the psychometric properties of an instrument (Ato et al., 2013).

Participants

A Google Form survey was administered for both studies and distributed via social me-
dia and email to all participants on a judgmental sampling basis. The first study cov-
ered a period from 6 to 15 June 2020. During this period, 304 students from different
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levels of study at public and private Peruvian universities taking virtual classes were
surveyed, which, when some of the data were cleaned, left 300 participants surveyed
(Table 2). The four purged respondents were identified as high school students who
did not meet the profile.

Table 2
Participants by subject area - test 1

Areas of study Participants Percentage Careers
Economics and Business Studies 194 65 9

Social and Human Sciences 9 3 6
Health Sciences 42 14 9
Engineering and Architecture 55 18 14
Total 300 100 38

In the first study, it was verified that of the 100% of the respondents, 54.7% were wom-
en and 45.3% were men, aged between 18 and 30 years , from the first to the tenth
semester. This group includes 38-degree courses grouped into four areas of study
(Table 2).

For the second study and with the same criteria, the survey was carried out from 20
June to 2 July, obtaining 570 responses. In the same way, the quality control of the data
obtained was carried out, reducing the data to 562 participants, where eight respon-
dents did not meet the required profile (Table 3).

Table 3
Participants by subject area - test 2

Areas of study Participants Percentage Careers
Economics and Business Studies 366 65 1"
Social and Human Sciences 15 3 7

Basic sciences 2 4 2
Health Sciences 72 13 8
Engineering and Architecture 107 19 19
Total 562 100 47

In this second test, it was confirmed that 56.4% are women and 43.6% are men, with
ages ranging from 18 to 30 years who belong to 47 university careers, grouped into
five areas of study, with the area of Economics and Business Studies having the high-
est participation (65%), followed by Engineering and Architecture (19%). There were
also participants from the area of basic sciences in this test.
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Instrument

The Academic Stressors Scale (ECEA) developed by Cabanach et al. (2008) was used,
and according to Table 1, there were several subsequent studies. The original instru-
ment was constructed with 54 items, a Likert-type scale with 5 alternatives (1 = never;
2 = sometimes; 3 = quite often; 4 = almost always; 5 = always), initially made up of 9
factors. Subsequently, it was reduced into eight factors: public speaking (PI), exam-
inations (EE), teacher methodological deficiencies (DMP), lack of content value (CVC),
beliefs about academic performance (CSRA), student overload (SE), participation diffi-
culties (PD) and negative social climate (CSN). In this study, all authors used the instru-
ment in a face-to-face educational setting.

In the present study, given the situation of the COVID-19 pandemic, it was necessary to
adapt the instrument to a virtual teaching scenario, and it was verified through a focus
group of 22 university students in a virtual meeting via Google Meet, where the clarity
and understanding of each of the ECEA items were reviewed. It is there where it was
decided to exclude items 3 and 9 because the meaning of these questions responds
exclusively to the face-to-face format, i.e., item 3: “I get nervous or uneasy whenIgo to
the blackboard” and item 9: “I get nervous or uneasy if I have to present an opinion in
public.” In the remaining 52 items, it was not necessary to modify the meaning of the
questions because the students stated that the questions were understandable and
perfectly suited to the e-learning format. However, the deletion of such questions does
not detract from the seriousness and purpose of the research but, on the contrary,
allows for adapting and finding new evidence in a different educational setting than
the one in which the ECEA instrument was applied.

Procedure and data analysis

This research started with the search for documentary information on the ECEA instru-
ment in different databases and digital repositories, where the adaptation of the ECEA
in different scenarios and countries was rigorously monitored. Next, the instrument
items were adapted, and their adaptation and clarity were verified through a focus
group. By the recommendations, the research group then considered carrying out two
studies.

The first consisted of analyzing the structure of the construct through exploratory fac-
tor analysis (EFA) in a sample of 300 university students, followed by a second study
using CFA in 562 participants. In that sense, according to the criteria established re-
garding the evidence of validity based on internal structure (American Educational
Research Association et al., 2018), both the exploratory factor analysis (EFA) and con-
firmatory factor analysis (CFA) were obtained using the FACTOR program for the EFA
(Ferrando & Lorenzo-Seva, 2018), and the R Studio software version 4.0.2, specifically
the Lavaan library for the CFA (Rosseel, 2012).

The criteria used for the AFE were sample adequacy assessed through the KMO =
.80 (Kaiser, 1974), which, when higher, is considered an adequate index (Costello &
Osborne, 2005; Ferrando & Anguiano-Carrasco, 2010); in addition, the rotation was
oblique and with unweighted least squares estimation (Jéreskog, 1977) because this
method is the most recommended (Flora et al., 2012). Concerning factor extraction,
the method used was parallel analysis because selecting the necessary common fac-
tors presents higher eigenvalues than what would be obtained if analyzed randomly
(Horn, 1965). Finally, concerning the AFE, the factorial simplicity index (Kaiser, 1974)
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was also checked to obtain a simple structure (Bentler, 1977), where the value 0 rep-
resents a very complex structure and 1.0 as a straightforward structure; in addition,
the minimum value of .80 was considered as the cut-off point (Kaiser, 1974).

Regarding the analysis criteria of the CFA, the estimation of the factors was consid-
ered through the weighted least squares mean and variance adjusted (Muthén, 1984;
Muthén et al., 1997), which is a robust procedure when there are categorical variables
(Brown, 2015; Lei, 2009; Raykov, 2012) and the non-compliance with multivariate nor-
mality (Kyriazos, 2018). Model fit was contrasted through the X2 and its degrees of
freedom, the comparative fit index and Tucker Lewis (CFI and TLI = 95) (Hu & Bentler,
1999), the root mean squares error approximation index, and the standardized resid-
ual root means square (RMSEA and SRMR < .05) (Hu & Bentler, 1999). Values of factor
loadings >. Forty were considered acceptable (Brown, 2015; Tabachnick & Fidell, 2019).

The estimation of the AFC was carried out in four phases: In the first, the original mod-
el was evaluated (Cabanach et al., 2008). In the second phase, a second-order hierar-
chical structural model was obtained to determine the factor loadings of the general
factor (GF) on the specific factors (SFs). In the third phase, the bifactor model was
evaluated to contrast the degree of influence of the variance explained in each of the
items by the GF and SFs, to determine whether the items are significantly influenced
by the GF or SFs, or both. Furthermore, informative indices such as: extracted common
variance (ECV = .80) (Sijtsma, 2009; Ten & Socan, 2004), percentage of uncontaminated
correlations (PUC > .80) (Reise et al., 2013), Hh coefficient (Hh > .70) (Raykov & Han-
cock, 2005) and hierarchical omega (wH > .70) (Zinbarg et al., 2006), recommend that
the construct, would have a unifactorial behaviour. Finally, a unifactorial model was
analyzed in the last phase, with the values previously obtained in phase three.

The reliability of the ECEA was analyzed at the construct level and observed scores.
For this, it was estimated through the a (Cronbach, 1951) and omega (w) coefficients,
with the congeneric model (this process is understood when the same construct sig-
nificantly influences the items) being considered more robust (Dunn et al., 2014), com-
pared to the alpha coefficient, so values >.70 were taken as acceptable (Hunsley &
Marsh, 2008; Ponterotto & Ruckdeschel, 2007).

Results

Descriptive statistics

The values obtained for the skewness and kurtosis for each item of the ECEA are in the
established range [-1.5, 1.5], indicating a modest variation in the univariate distribu-
tion of the data. Therefore, it contributes to the assumptions of normality that must be
met for the respective execution of factor analysis (Gravetter & Wallnau, 2013; Pérez &
Medrano, 2010). In addition, multivariate normality was obtained using Mardia’s dis-
tance with values distant (G2=146.976) from the established ones (G2<5.0) (see Table
4), which were considered in obtaining the AFC.
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Table 4

Analysis of distribution statistics

Items M SD Asymmetry r.c Kurtosis r.c

IP1 2.70 1.128 679 8.138 -.607 -3.640
P2 2.49 1.168 .668 8.008 -.495 -2.967
IP3 2.68 1.156 572 6.861 -.595 -3.567
EE1 2.51 1.175 .643 7.707 -.403 -2.416
EE2 2.89 1.195 355 4.251 -.876 -5.249
EE3 2.63 1.206 449 5.378 -.762 -4.565
EE4 2.94 1.193 297 3.556 -.907 -5.437
DMP1 2.94 1.208 197 2.357 -.944 -5.655
DMP2 2.69 1.208 354 4.246 -.841 -5.042
DMP3 2.99 1.189 163 1.953 -.928 -5.559
DMP4 2.98 1.175 229 2.750 -.884 -5.299
DMP5 2.92 1.196 226 2.704 -9 -5.458
DMP6 3.15 1.199 .038 453 -1.016 -6.087
DMP7 2.99 1.202 148 1.772 -.938 -5.621
DMP8 2.92 1.201 .265 3.182 -.917 -5.493
DMP9 3.24 1.225 -.057 -.686 -1.039 -6.224
DMP10 3.24 1.198 -.110 -1.316 -.971 -5.820
DMP11 3.24 1.240 -.130 -1.552 -1.047 -6.275
DMP12 3.07 1.206 .033 400 -.990 -5.935
cva 2.87 1.161 232 2.781 -.854 -5.118
cvez 2.78 1.153 328 3.926 -.719 -4.312
cves 2.80 1.202 .245 2.935 -.891 -5.341
Cvc4 2.89 1.204 .259 3.103 -.906 -5.432
CSRA1 3.11 1.236 .049 .593 -1.080 -6.471
CSRA2 317 1.226 -.010 -.115 -1.048 -6.282
CSRA3 2.87 1.234 224 2.687 -.969 -5.808
CSRA4 2.71 1.263 .355 4.258 -.908 -5.442
CSRA5 2.69 1.262 373 4.467 -.952 -5.706
CSRA6 2.85 1.247 303 3.633 -.945 -5.664
CSRA7 2.75 1.253 377 4.515 -.932 -5.585
CSRA8 2.76 1.273 370 4.430 -.961 -5.761
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Items M SD Asymmetry r.c Kurtosis r.c

CSRA9 2.74 1.261 .365 4.380 -.932 -5.587
CSRA10 2.66 1.285 401 4.807 -.934 -5.600
SE1 2.73 1.257 409 4.902 -.869 -5.208
SE2 3.04 1.282 136 1.629 -1.119 -6.707
SE3 3N 1.291 .078 .941 -1.141 -6.838
SE4 3.13 1.259 .067 .800 -1.165 -6.981
SE5 3N 1.268 .068 .813 -1.122 -6.725
SE6 3.09 1.265 .092 1.101 -1.134 -6.794
SE7 3.03 1.264 11 1.329 -1.072 -6.426
SE8 3.16 1.263 .064 .764 -1.154 -6.919
SE9 2.94 1.281 196 2.347 -1.084 -6.499
SE10 3.01 1.269 148 1.768 -1.077 -6.454
DP1 2.72 1.256 419 5.028 -.888 -5.323
DP2 2.68 1.261 434 5.206 -.885 -5.303
DP3 2.73 1.264 373 4.466 -.915 -5.484
CSN1 2.42 1.258 .618 7.403 -.687 -4.120
CSN2 2.62 1.255 444 5.323 -.841 -5.042
CSN3 2.53 1.225 .558 6.692 -.696 -4.172
CSN4 2.47 1.232 .623 7.469 -.636 -3.812
CSN5 2.72 1.314 .365 4374 -1.047 -6.273
CSN6 2.44 1.320 .609 7.302 -.818 -4.904
Multivariate 750.300 146.976

Note. M: mean, SD: standard deviation, c.r.: critical ratio or Z-score.

Evidence of validity based on the internal structure using the AFE

As a first step, sample adequacy indices were calculated, reporting that the factor in-
dices were concentrated in adequate values (KM0=.987, x* =58874 Bartlett, gl=1326
and p<.001), with commonalities >.40 considered adequate (Bandalos & Finney, 2010).
Consequently, its execution through exploratory factor analysis has been justified. In
addition, the estimates of factor loadings were large>. 40, considered appropriate
(Bandalos & Finney, 2010); furthermore, the presence of significant correlations be-
tween factors with the absence of multicollinearity (¢ < .80, see Table 5) was highlight-
ed. To strengthen these results, we obtained a factorial simplicity index (FSI; Fleming
& Merino, 2005) being evaluated with criteria >. 80 (Fleming & Merino, 2005), where
it was observed that the items “SE1”, “CSRA1", “CSRA2", “CSN2", “DP1", “DP2", “DP3",
“DMP1", “DMP2", “DMP3", “DMP6", “DMP7", “DMP8”, “DMP9", “DMP11" and “DMP12"
registered values below the permitted threshold. These items that failed to pass the
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criterion were removed from the CFA; in other words, the extracted items (“DP1”,
“DP2", “DP3") were removed from the participation difficulty (PD) dimension.

Table 5
Factor loadings of Exploratory Factor Analysis (EFA)

Factors h2 ISF

F1 F2 F3 F4 F5 F6 F7 F8
SE3 .878 -.009 -.030 .015 .010 .020 041 .022 84 .99
SE8 .866 -.043 .027 .058 .017 .009 -.065 .057 .82 .98
SE6 .850 .014 -.022 .001 .054 .022 .005 .025 .83 .99
SE4 .843 .088 -.063 .010 -.062 .045 .065 .017 82 .97
SE7 .807 .055 .046 .040 .073 -.033 -.077 .032 .83 97
SE2 .759 .075 -.054 .033 .052 .078 .088 -.076 82 .94
SE10 746 -.058 161 .060 -.029 .034 .034 .080 .85 .92
SE9 .688 -.085 184 .059 .091 .013 -.004 .001 76 .89
SE5 .658 107 .014 .002 .067 .002 .065 .085 .79 93
SE1 .583 192 .092 .029 .092 .042 .054 -.164 76 77
CSRA7 .014 .837 .029 .001 .006 .081 .009 .000 .86 .99
CSRA5 -.031 .828 .009 .062 .053 .040 .0M -.008 .85 .98
CSRA4 .030 814 011 .023 011 .036 .036 -.023 .80 .99
CSRA6 .026 735 -.008 .053 .066 .066 .031 .029 82 .97
CSRA8 .090 .692 116 .023 -.002 .041 .049 .018 84 94
CSRA9 .070 677 144 .020 -.012 .059 .046 .036 84 .92
CSRA3 .054 .634 .005 17 131 -.068 -.034 141 76 .85
CSRA10 .064 632 199 .037 -.015 .040 .057 -.002 .81 .88
CSRA1 .061 416 -.108 125 339 .010 -.044 .190 73 51*
CSRA2 .109 354 -.004 .105 .206 -.022 .004 295 74 .48*
CSN4 -.050 .083 674 113 138 .054 -.035 .009 76 .90
CSN3 .022 .021 .669 .072 .080 .075 .091 .043 .81 .93
CSN1 .060 117 .632 .041 .084 .018 .063 -017 77 .92
CSN6 -.007 .106 .586 .109 .106 .029 .015 .004 .68 .89
CSN5 131 .024 .576 .098 .068 .045 -.023 .091 71 .87
CSN2 118 163 .501 .072 .017 138 -.074 .096 74 73*
DP2 242 183 -.083 481 .037 .000 182 -014 78  .60*
DP1 232 193 -.019 437 .006 .054 149 .004 .78 .60*
DP3 272 153 -.006 421 .005 .048 142 .018 77 .59*
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Factors h2 ISF
EE3 -.029 .073 .055 .000 .827 .010 .012 -.023 79 98
EE4 .091 .033 -.011 .012 .821 -.062 .034 .038 82 97
EE2 .021 .01 -.019 -.010 .810 .073 .018 .048 .81 99
EE1 .050 -.061 128 .039 .620 .206 .047 -.105 73 .81
ez .026 .012 .044 -.012 .070 .851 .017 -.025 .87 .99
cves .032 .063 .049 .057 .002 .693 .067 -.012 75 97
vl .096 -.032 .082 .014 .047 .652 .086 .085 .81 92
cvca .056 123 .031 .041 .016 .615 .036 .033 71 93
DMP12 .082 .002 .087 .029 .016 372 .204 .307 .80 51*
P2 -.017 -.030 .029 -.026 .030 -.004 .951 -.022 85 1.0
IP1 .017 .050 -.027 .019 -.023 .017 .836 .031 .78 .99
IP3 .024 .058 -.023 .064 .009 -.046 .786 .033 75 .98
DMP5 .060 .063 .082 .063 145 .022 .028 .599 .81 .89
DMP4 .086 174 -011 120 .034 .040 .068 .545 78 .81
DMP2 .005 -.042 .100 77 160 .065 .000 .537 72 78*
DMP7 .017 .015 .080 .055 153 .051 210 .525 .80 75%
DMP6 .074 .073 .006 .081 17 .077 .208 467 .80 .70*
DMP3 .044 139 -.023 .250 .048 .019 .106 443 73 .65*
DMP1 189 -.017 -.019 .261 .085 165 .053 293 .69 A1*
DMP8 .092 .188 .045 .095 .084 127 199 270 74 36*
DMP10 115 .062 .061 .083 .047 139 105 .558 .85 .82
DMP9 102 .097 .083 .050 .016 149 154 512 .82 75*
DMP11 139 .010 .003 .033 174 .060 .255 416 78 .58*
% variance  17.16 14.50 9.78 8.70 9.09 7.04 8.05 4.95
explained
% 79.30
cumulative
variance
F1 1.000 J35%Kk - p8E*FR  720%KE  721kKk gO8FFE  33FHk 5wk
F2 1.000 696***  724**k  fQQFFE  fGFE*  GLGERK  A7QRF*
F3 1.000 552% %% ph4*Fk )7k kE - A7QFER - 50**
F4 1.000 .650%** [ 730***  g52***  QQF**
F5 1.000 LS55%FE - 727FR - §29%k*
F6 1.000 .503***  394**
F7 1.000 .642%**
F8 1.000

Publicaciones 52(1), 277-299. https://doi.org/10.30827/publicaciones.v52i1.22091
Serpa-Barrientos, A. et al. (2022). Psychometric evidence of the academic...

289


http://doi.org/10.30827/publicaciones.v48i2.8331

290

Factors h2 ISF

KMO 987

Bartlett's  x*=58874 gl p<.001
test of =1326

sphericity

Note. h2: communalities, FSI: factorial simplicity index, KMO: master adequacy [Kaiser Mayer Olkin], *: FSI
values below the allowed values.

Evidence of the validity of internal structure using the CFA

The M1 model was analyzed, considering the exploratory factor structure proposed
by Cabanach et al. (2016), which follows the internal structure of the construct, except
for one factor that was removed entirely because it did not meet the factor simplicity
criterion (FSI). This allowed us to find fit indices with appropriate values: x2/gl=.121,
CFI=.999, TLI=.999, SRMR=.022, and RMSEA=.020 (Table 6). Likewise, M2 consisted
of checking the second-order model, whose index values were robust: x2/gl= .151,
CFI=.998, TLI=.998, SRMR=.029, and RMSEA=.027, although their differences with M1
appear insignificant in terms of the magnitudes of their fit indices.

Table 6
Goodness-of-fit index of the proposed models using the CFA

Model  x2 df  x2/gl CFI TLI. SRMR RMSEA  RMSEAIC 90%

Inferior  Superior

M1 2393.181 608 121 999 .999 .022 .020 .019 .033
M2 3282.605 622 151 998 .998 .029 .027 .026 .054
M3 2905.516 592 144 999 .998 .027 .026 .025 .062
M4 12963.722 629 .165 .991 .991 .061 .061 .060 .075

Note. y2: Chi-square, df: degree of freedom, CFI: comparative fit index, TLI: Taker Lewis index, SRMR: standardized
root mean square, RVMSEA: standardized root means a square error of approximation, M1: obliqgue model, M2:
second-order model, M3: bifactor model, M4: one-factor model.

The M3 consisted of looking at the degree of influence of the general factor on the
specific ones, achieving goodness-of-fit index values that were better than the two
models described; however, if interpretations were based only on those fit indices,
less accurate interpretations could be made. In that sense, a descriptive analysis of
the configuration coefficients evidenced that the factor loadings, on average, about
the general factor (mean FGAaverage=.788) are higher in comparison to the specific
factors, which on average reported mean FEAaverage=.42. Furthermore, the values of
the wH =.931, PUC with estimates of .848, the coefficient Hh=.985 and ECV=.783 would
be favoring the unifactorial condition (Table 7). Consequently, the M4 responded to
verify the one-dimensionality proposition, obtaining very similar fit indices to the oth-
er models (x2/gl= .165, CFI=.991, TLI=.991); however, fit indices such as SRMR=.061
and RMSEA=.060 obtained values slightly above .05 and in comparison, to the rest of
the model which reported fit indices lower than the .05 threshold. In sum, the factor
solution that best represents the data would be the seven-factor oblique M1 for the
study sample.
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Table 7
Estimates of the fit indices of the Bifactor Model

Statistical indices of bifactor models Observed values Expected values
Common stratified variance ECV .783 =.80
amount (ECV)
Percentage of untainted PUC .848 =.70
correlations (PUC)
Hierarchical Omega (wH) wH 931 =.70
Specific hierarchical Omega wH S1 413 =30
(wH Si)

wH S2 240

wHS3 123

wH 54 162

wH S5 .180

wH S6 .195

wH S7 197
The hierarchical (Hh G) and Hh G .985 =.70
specific (Hh Si) coeficient

Hh S1 .633

Hh S2 .509

Hh S3 .283

Hh S4 571

Hh S5 .648

Hh S6 489

Hh S7 .455
Average factor loadings (G) Apromedio G .788 =.30
and specific factor loadings .
(Aaverage Si) Apromedio ST .597

Apromedio S2  .447
Apromedio S3  .319
Apromedio S4  .369
Apromedio S5  .384
Apromedio S6  .396

Apromedio S7  .406
Note. HF: hierarchical factor, SF: specific factor.

As for the reliability of the scores obtained, the M1 model of the proposed seven-fac-
tor version, composed of 37 items with acceptable values closer to the construct, was
evaluated; therefore, the internal consistency through a and w recorded values above
.80 in all its dimensions (Table 8).
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Table 8

Reliability
Dimensions Items M DS ritc a w
Dimension 1 IP1 2.7 1.13 .83 .92 .92
IP2 2.49 1.17 .86
IP3 2.68 1.16 .82
Dimension 2 EE1 2.51 1.18 .80 .93 .93
EE2 2.89 1.19 .87
EE3 2.63 1.21 .85
EE4 2.94 1.19 .86
Dimension 3 DMP4 2.98 1.17 .81 .89 .90
DMP5 2.92 1.2 .81
DMP10 3.24 1.2 .75
Dimension 4 vl 2.87 1.16 .85 94 .94
cve2 2.78 1.15 .89
cves 2.8 1.2 .84
cvc4 2.89 1.2 .81
Dimension 5 CSRA3 2.87 1.23 .84 .97 .97
CSRA4 2.71 1.26 .88
CSRA5 2.69 1.26 .90
CSRA6 2.85 1.25 .89
CSRA7 2.75 1.25 91
CSRA8 2.76 1.27 91
CSRA9 2.74 1.26 91
CSRA10 2.66 1.29 .88
Dimension 6 SE1 2.73 1.26 .83 .98 .98
SE2 3.04 1.28 .89
SE3 3N 1.29 .90
SE4 3.13 1.26 .89
SE5 3N 1.27 .87
SE6 3.09 1.26 .90
SE7 3.03 1.26 .90
SE8 3.16 1.26 .89
SE9 2.94 1.28 .85
SE10 3.01 1.27 .90
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Dimensions Items M DS ritc a w

Dimension 7 CSN1 2.42 1.26 .83 .94 .94
CSN3 2.53 1.23 .88
CSN4 2.47 1.23 .85
CSN5 2.72 1.31 .82
CSN6 2.44 1.32 .80

Note. M: mean, SD: standard deviation, ritc: total corrected item ratio, a: alpha coefficient, w: omega
coefficient.

Discussion

This research aimed to evaluate the psychometric properties of the academic stressors
scale (ECEA) in the context of COVID-19 and its internal construct structure and inter-
nal consistency in Peruvian university students.

Concerning the evidence of validity based on the internal structure of the first study,
relevant results were found; however, some items presented factorial simplicity indi-
ces below the established threshold (Kaiser, 1974). Therefore, the psychometric crite-
rion based on the ISF recommended, for the second study, removing items that did
not meet the established threshold; in this sense, it was decided to remove all items
belonging to the participation difficulty (PD) dimension. It seems that these items
could be part of the dimensions of student overload (SE), beliefs about academic per-
formance (CSRA) or public speaking (PI), results that differ from the studies conducted
by Cabanach et al. (2008), Cabanach, Souto-Gestal, & Franco (2016), Cabanach, Sou-
to-Gestal, Gonzdlez, et al. (2018), Chavez et al. (2019) and Taboada (2015). This differ-
ence in the structure of the construct is probably explained by the fact that the level
of perception of academic stressors in Peruvian university students is not manifested
in eight dimensions, as has been reported in other contexts (Cabanach, Franco, et al.,
2017; Cabanach et al., 2016; Cabanach, Valle, et al., 2010; Casuso, 2011; Chavez et al.,
2019; Souto-Gestal et al., 2019; Souto-Gestal, 2013; Taboada, 2015; Vizoso & Gundin,
2016). Furthermore, the items removed can be represented by the dimensions men-
tioned above when analyzing their content. Finally, it should be noted that the process
of adapting a psychological instrument from one culture to another probably requires
some changes because we live in an increasingly multicultural and multilingual envi-
ronment (Mufiiz et al., 2013). There are arguments enough to justify the removal of
some items, as well as the atypical scenario of virtual teaching in times of pandemic
whose items are addressed to the specialty environment (e.g., items 3= “when going
out to the blackboard” and items 9= “if I have to expose in public an opinion”).

Consequently, to demonstrate validity, the PD dimension was not considered in the
second study; of course, the arguments that would support it are not only psycho-
metric aspects but also the process of adaptation to reality, such as the Peruvian one,
which has diverse cultural and idiosyncratic characteristics that make adaptation more
complex. However, in the second study, four models were obtained, of which the sev-
en-factor oblique model is the one that best represents the construct, not to mention
the other proposed models (second order, bifactor, and unifactorial) that also provide
relevant information to the psychometric analysis, in comparison with the previous
studies, where no hierarchical model analysis was found (Cabanach, Fernandez-Cer-
vantes, et al., 2010; Cabanach, Souto-Gestal, et al., 2017; Chavez et al., 2019).
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Regarding the reliability of the ECEA, the a and w coefficients reported excellent val-
ues (a and w >.90). This result, in comparison with the statements of Souto-Gestal
(2014), Franco (2015), and Cabanach et al. (2016) are very similar. Therefore it could
be considered that the instrument ensures stability in the interpretation of the scores
and a decrease in false negatives (Ponterotto & Ruckdeschel, 2007). Another benefit
of having the a coefficient as an estimator of the reliability of the observed estimates
is its usefulness in the elaboration of normative data (Livingston, 1972) or even in lon-
gitudinal research, where the assessment of transient [test-retest] error is of utmost
relevance (Green, 2003). Consequently, the reliability values obtained in this research
were as follows.

Like many instrumental research studies, some limitations were identified that should
be avoided in future research. A clear example would be obtaining measurement in-
variance, given that it is a preliminary analysis to compare groups because academic
stressors can manifest themselves differently depending on gender, profession stud-
ied, and curricular experience, among others. As for the sample, the selection proce-
dure of participants in this research may represent a risk factor for the external validity
of the research since generalization is the main objective of quantitative research (Ato
etal., 2013); in this sense, the values of interpretation as adequate in this research will
be mostly punctuated for the research sample; for this reason, it is recommended to
expand the sample size and include studies with a probability sample.

Despite the limitations, it can be concluded that the ECEA is an instrument that shows
excellent psychometric properties for the study sample of university students in the
Peruvian context during the COVID-19 pandemic, with an internal structure that re-
flects a total explained variance of significant magnitude, empirical equivalence with
theoretically linked variables and fairly reliable observed scores; which supports the
inferences to be made from the ECEA scores, as an alternative in future research and
group description.

Future research is recommended to expand the scope of the assessment in other Pe-
ruvian cities and to develop normative data based on a significant sample, which will
allow diagnostic conclusions to be drawn regarding academic stressors in Peruvian
university students.
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Resumen

El proceso de ensefianza y aprendizaje es un fendmeno social que requiere una comuni-
cacion interpersonal entre el docente y sus estudiantes, por lo cual es necesario que ésta
sea lo mas asertiva posible. Por ello, se planted como objetivo analizar la metacapacidad
comunicativa asertiva de los docentes de las carreras de Enfermeria de la Universidad Na-
cional Experimental de la Fuerza Armada Bolivariana (UNEFAB), nticleo Maracay durante el
segundo periodo del afio 2011. Para ello en una muestra de 172 estudiantes, se aplic6 un
cuestionario con 63 items que presenté cinco opciones de respuestas con escala tipo Likert
(1-5), para estudiar segun sus percepciones las dimensiones de competencia comunicativa,
rasgos del habla y la empatia de los docentes; adicionalmente, se estudi6 si la repitencia
de los estudiantes afectaba la percepcion acerca de la metacapacidad comunicativa de los
docentes, por lo que se aplicd un ANOVA para observar si existian diferencias significativas
entre repitientes y no repitientes. Se observé un alto nivel de presencia para las dimensio-
nes estudiadas, lo que en promedio evidenci6 un alto nivel de metacapacidad comunicativa
asertiva (3.82 + .2) en los docentes; por otra parte, no se observaron diferencias signifi-
cativas entre las percepciones de los estudiantes repitientes y no repitientes (P > .05). Se
concluye que los docentes de las carreras de enfermeria de la UNEFAB presentaron un alto
nivel de metacapacidad comunicativa asertiva, desde la perspectiva de los estudiantes, los
docentes fueron capaces de comunicar abiertamente sus ideas, con respeto y buscando el
beneficio estudiantil.

Palabras clave: comunicacién no verbal, competencia comunicativa, linguistica, paralingdis-
tica, empatia.

Abstract

The teaching-learning process is a social phenomenon that requires an interpersonal
communication between the teacher and students, therefore it’s necessary that this is as
assertive as possible, especially in university environments. Therefore, the objective was
analyze the assertive communication meta-capability in the teachers of Universidad Na-
cional Experimental de la Fuerza Armada Bolivariana (UNEFAB), in Maracay during second
period of year 2011. For this, in a sample of 172 students, a questionnaire with 63 items
that presented five answer options with Likert scale (1-5) was applied, to study according
to their perceptions the dimensions of communicative competence, speech features and
empathy of the teachers; additionally, the students repetition effect in their perceptions
about the communicative meta-capability of the teachers was studied, for which an ANO-
VA was applied to observe if there were differences between repeating and non-repeating
students. A high level of presence in the dimensions studied was observed, that on average
evidenced a high level of assertive commucative meta-capability (3.82 + .2) in the teach-
ers; on the other hand, no significant differences (P >.05) in the perceptions of repeating
and non-repeating students. It concludes that the nursing careers teachers of UNEFAB pre-
sented a high level of assertive communicative meta-capability, according to the students’
perspective, the teachers were able to communicate openly their ideas, with respect and
searching the student benefit.

Keywords: nonverbal communication, communicative competence, linguistics, paralinguis-
tics, empathy.
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HEFPIIEE—MBERMNFEZEHTARORNERINE, ML ZIRNRE]
BEHIEILHE IRV B 5. BT X NRE, 0N 2011 F3% — FHiMaracayfz/ O IEF
IREVEBRPAEZSRBE RS (UNEFAB) 1325 L 2UMAY B E50MAE T 1T Al A X 172
BFEHT T AE3BAENNERE, HPEAEREER (1-5) A HR REET.
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Pe3tome

lMpouecc npenogasBaHmns 1 06y4eHWs - 3TO coLanbHoe aBeHne, TpebytoLLee MeXINYHOCT-
HOro 06LLeHNs Mexay NpenojaBaTensaMun N NX y4eHKamu, mo3ToMy He06Xo0AMMO, YTO6bI
OH 6bIN1 MaKCMMaNbHO accepTUBHBIM. 10 3TOR MpUYMHE LieNbio AaHHOTO WUCCief0BaHMUS
6b1710 MPOaHaNN3UPOBaTb METacMoCOOHOCTb aCCEPTVBHON KOMMYHMKaLIMK NpenojaBate-
Neii KypcoB Mo yxogy 3a 601bHbIMY B HaLyOHaNbHOM 3KCMepVIMEHTaIbHOM YHBepCUTeTe
BonusapuraHckunx BoopyxeHHbix cun (UNEFAB), Mapakaii, Bo BTopoli nepuog 2011 roga.
[Jns 310ro Ha BbIbOpKe M3 172 CTYAEHTOB bblNa UCNONb30BaHa aHKeTa M3 63 NyHKTOB, B
KOTOPOIA 6b110 NPeACTaBAeHO NATb BapUaHTOB OTBETOB MO LKane JlarkepTa (1-5), Ans n3y-
YeHNS UX BOCMIPUATUS N3MEPEHNI KOMMYHUKATUBHOI KOMMETEHTHOCTY, peYeBbIX KavecTB
1 3MNaTUK NpenojasaTeneit; KPOMe Toro, 6bI10 U3yYeHO, BANSET N MOBTOPHOE 0by4yeHne
CTYZJleHTOB Ha BOCMPUATUE KOMMYHMKATUBHOW MeTacrnocobHOCTU npenojasaTeneii, nos-
ToMy 6611 NpMeHeH ANOVA ans HabnogeHus 3a TeM, eCTb M 3HaYUTENbHbIE Pa3Inyms
MeXzy NOBTOPHMKaMU 1 HEMOBTOPHMKaMU. BbICOKMIA ypoBeHb NpUCYTCTBUSA Habtogancs
AN N3yyYaeMblX 3MEPEHUIA, YTO B CpeHeM CBUAETENbCTBOBAO O BbICOKOM YPOBHe accep-
TVBHOV KOMMYHWUKATUBHOI MeTacnocobHocTy (3,82 +.2) y yuuteneid; c Apyrovi CTOPOHbI, He
Habnt0anoch 3HaUYNTENbHBIX PA3NNUNIA MeXAY BOCNPUATEM MOBTOPHbIX 1 HEMOBTOPHbIX
crypeHToBs (P > .05). CaenaH BbIBOZ, UTO rpenogasaTenun cectpuHckoro gena UNEFAB nipo-
[LEeMOHCTPVPOBany BbICOKMI YPOBEHb aCCePTUBHOI KOMMYHUKATUBHON MeTacnocobHoCTK,
C TOYKM 3pEHUS CTyEeHTOB, NPenojaBaTe/ivi CMO/IN JOHECTN CBOW UAEN OTKPLITO, C yBaxe-
HVeM 1 C pac4yeToOM Ha UHTepechbl CTYAEHTOB.

KntoueBble cnoBa: HeBep6aanoe obLeHwe, KOMMYHWKaTUBHasA KomMneTeHUWna, NNHIBU-
CTWKa, NapanmMHrenCTnKa, amMnaTna.

Introduccion

El lenguaje presenta una innegable importancia en el devenir de los seres humanos,
siendo definido como un proceso Unico de éste, por medio de un proceso creativo e
innovador producto de sus capacidades cognitivas de orden superior. Las variadas for-
mas del lenguaje forman parte del sistema general de la comunicacién, por lo que el
lenguaje y la comunicaciéon humana son dos conceptos, dos realidades absolutamente
inseparables (Albaladejo Mur, 2008; Hoon et al., 2017; Pipa & Jaradat, 2010).

Publicaciones 52(1), 301-318. https://doi.org/10.30827/publicaciones.v52i1.18119
Barrios, N. et al. (2022). Metacapacidad comunicativa asertiva universitaria...

303


http://doi.org/10.30827/publicaciones.v48i2.8331

304

El ser humano como ser complejo, social y simpético, atendiendo a su necesidad fun-
damental de interrelacionarse, satisface mediante la comunicacion esta necesidad al
entrar en relacién con los demas y consigo mismo, buscando siempre comunicarse
de la manera mas eficaz posible, asegurando una mejor relacién en los diferentes
ambitos sociales y en gran variedad de colectivos (Levin & Moore, 1977)established
by earlier dialogue. These patterns have been represented b. Asi en el area educativa
también es esencial que la comunicacién sea enérgica y asertiva; por consiguiente,
los parametros bésicos que influyen en el acto comunicativo que realiza el docente
durante la interaccion con el estudiante en el aula, vislumbrando de ser necesario,
la inclusién de cambios practicos que permitan optimizar el proceso de ensefianza y
aprendizaje (Turturean, 2016). De hecho, una comunicacion efectiva es un elemento
complejo, dependiente de diversos aspectos, asociados tanto al emisor como al recep-
tor, destacando asimismo, que una teorfa, propuesta, idea o informacién solo es va-
liosa en la medida de que tan bien es retransmitida; asimismo la importancia de la co-
municacién como proceso central de todas las interacciones humanas desde cualquier
contexto, politico, econémico, legislativo, incluso religioso, entre otros (Joseph, 2017).

Visualizando la capacidad de comunicacién del docente como un proceso complejo,
en el cual se conjugan muchos de sus recursos basicos como la emisién del verbo,
las caracteristicas vocales, su cuerpo e imagen entre otros, éste debe ser capaz de
informar, convencer, ensefiar, e inducir cambios conductuales en los estudiantes. De
ahi que, es necesario conocer el nivel de esta capacidad de comunicacién en estos
profesionales, sobre todo como personas influyentes en otros individuos, como lo son
los alumnos de cualquier nivel educativo. No obstante, el nivel técnico y universitario,
es donde se capacitan a los futuros responsables en la atencion a las necesidades
de otros, mas aun los profesionales de la enfermeria, quienes tratan directamente
con otras personas, por lo que estos deben desarrollar capacidades de comunicacién
asertivas (Arnold & Boggs, 2019; Gultekin et al., 2018; Omura et al., 2016, 2019), y es
aqui donde la influencia de los docentes es también determinante.

En el campo de la salud y especificamente para la disciplina de enfermeria, el Proyec-
to Tuning para América Latina, identificé las competencias genéricas y especificas de
ésta disciplina, destacando la capacidad de comunicacién oral y escrita, la comunica-
cién en un segundo idioma, asi como las habilidades en el uso de las tecnologias de la
informacién y de la comunicacién (Beneitone et al., (2007). En este sentido, el docente
es unade las principales influencias comunicativas en los estudiantes a todo nivel edu-
cativo, aunque en el nivel superior es un ejemplo hacia el profesionalismo, sin perder
el enfoque humanistico que debe presentarse en una metacapacidad comunicativa
asertiva.

Por lo anterior, se hace necesario definir lo que es una metacapacidad; segun Aguilary
Yepes (2006) ésta es una capacidad necesaria para el desarrollo de otras capacidades,
muy dependiente de los retos y exigencias que se manifiestan en su entorno, también
denomindndolo capacidades dinamicas. Por lo tanto, se hace referencia al término
metacomunicacién, que es la interaccién de elementos, como la expresiones verbales,
no verbales y relacionales, para la comunicacién (Watzlawick et al., 2011). Por otra
parte, la comunicacién como una metacapacidad, es de mayor valor si es asertiva, es
decir, sin agresividad y emocionalmente expresiva, ademas de directa y honesta, sin
que esto viole los derechos y libertades de otros; lo cual es sumamente importante
dentro del salén de clases (Turturean, 2016).

Le corresponde a la educacién y a la investigacion ser el verdadero motor estratégico
para logar el desarrollo y el progreso de la sociedad moderna; en este sentido se ne-
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cesita un sistema educativo que aparte de ser poseedor de gran calidad e innovacién
continua, sea capaz de transformar y/o educar a los estudiantes para adaptarse al
contexto social actual con una enorme capacidad comunicativa, para lo cual se requie-
re de individuos preparados con una alta capacitacién humana, pero sobre todo con
métodos comunicativos que sean capaces de servir de ejemplo, ademas de transmitir
lainformacion dentro del aula de una forma efectiva, que genere verdaderos espacios
agradables para el proceso de ensefianza y aprendizaje. Por ello, Flérez Ochoa (2005)
destaca la importancia de la formacién continua de los docentes y del papel que ejer-
ce en su rol de docente universitario en la formacién profesional de otros individuos,
sefiala que la actuacién acertada, coherente y actualizada que tenga el docente como
mediador del proceso de ensefianza aprendizaje influird en la formacién de sus estu-
diantes, dando asi su contribucién o aporte al mejoramiento de la sociedad.

Por lo anterior, y para garantizar la calidad de la ensefianza que demanda la sociedad
actual, se requiere de un docente de educacién superior altamente capacitado, com-
prometido con su labor, que se forme y mejore permanentemente en las competen-
cias pedagogicas que les permita ensefiar a los estudiantes a aprender y a emprender,
tal como lo establece la Organizacién de las Naciones Unidas para la Educacién, Cien-
cia y Cultura (UNESCO 2009).

Dentro de las competencias pedagdgicas que debe tener el docente universitario, se
encuentran las competencias informativas, comunicativas y formativas, propias del
docente y que se ponen de manifiesto en sus funciones relacionadas al proceso de en-
seflanza aprendizaje (Khan et al., 2017). Este proceso de ensefianza-aprendizaje como
fendmeno social que se efectla principalmente de forma presencial dentro del aula,
implica la comunicacién cara a cara e interpersonal entre el docente y los estudiantes,
generando interacciones reciprocas que deben resultar motivadoras entre ambos, el
que ensefia y el aprende.

Considerando la comunicaciéon como una metacapacidad, es uno de los factores cri-
ticos o de mayor importancia en la interaccion asertiva de los individuos en cualquier
contexto del mundo complejo actual; por lo tanto, se considera relevante el estudio de
la metacapacidad comunicativa asertiva en el docente, ya que este factor le permite
reconocer a los estudiantes como personas, escucharlos, hacer contacto, y generar
confianza, lo que constituye una herramienta fundamental de su funcién educativa.
Es prioritario en la comunicacién asertiva, comprender y respetar los derechos que
tienen todos los individuos de expresarse libre y honestamente, sin dafiar o culpar, es-
tando abierto a escuchar criticas, como a evaluarlas y si es necesario negociar los cam-
bios de comportamiento que correspondan (Pipa & Jaradat, 2010; Turturean, 2016). En
el presente trabajo, indistintamente se hace uso de los términos metacompetencia y
metacapacidad, por lo tanto, se hace referencia a la metacomunicacién o la metaca-
pacidad comunicativa asertiva de igual forma.

Por otra parte, se destacan que existen tres aspectos que aportan significancia a la
metacapacidad comunicativa asertiva; (1) la competencia comunicativa, que otorga al
hablante un conjunto de estrategias que hacen posible un desempefio comunicativo
eficaz y apropiado en contextos socialmente significativos, que incluye la manifesta-
cién de los elementos verbales y no verbales; (2) los rasgos del habla, de tipo pro-
sodico (acento, entonacién, pausas), paralingtistico (calidad de voz y vocalizaciones
[risas, silbidos, carraspeos, entre otros]), y extralinguisticos (cinéticos [movimientos
corporales]); y (3) empatia, que comprende una conexién mas alla de la comunicacién
con otros individuos, donde son importantes elementos como el dominio y manejo del
espacio intercomunicativo, contacto visual, comprensién, apoyo, escucha, confianza,
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flexibilidad y respeto, que permiten crear un entorno mas socio-afectivo (Cabrera &
Pelayo, 2001). Todos estos elementos actlian en conjunto, para generar un proceso
comunicativo mas o menos eficiente segun se lleva cabo el mismo, donde la entona-
cién puede generar asertivamente actos interrogativos, aseverativos, entre otros, asi
como carraspeos, soplidos y otras vocalizaciones pueden distraer y causar desagrado,
ademas de los movimientos corporales que pueden manifestar interés, dinamismo,
desprecio o ansiedad y que pueden influir sobre el mensaje que se imparte durante
la comunicacion.

Por todo lo anterior, el objetivo de la presente investigacidn fue analizar la metacapa-
cidad comunicativa asertiva de los docentes de los programas (técnico y profesional)
de enfermeria de la Universidad Nacional Experimental Politécnica de la Fuerza Arma-
da Bolivariana (UNEFAB), nucleo Maracay, en Venezuela. En este sentido, se pretende
conocer si las situaciones comunicativas en el aula de los docentes asociados al pro-
grama de enfermeria, se caracterizan por un nivel de comunicacién en el que la expre-
sién oral y la gestualidad denotan respeto hacia los estudiantes, si hacen uso de las
normas de interaccién social, si muestran una actitud segura, comprensiva, tolerante,
y si escuchan a los estudiantes. Este trabajo puede representar una forma metodol6-
gica de medir y describir la meta-capacidad comunicativa asertiva de los docentes en
el aula bajo cualquier contexto.

Metodologia

Tipo y disefio de la investigacion

La investigacién es fundamentalmente positivista, caracterizada por ser de enfoque
cuantitativo, de tipo descriptiva con un disefio de campo no experimental y transversal
(Hernandez et al., 2014).

Poblacién y Muestra

La poblacién (N) estuvo compuesta por 303 estudiantes, inscritos y cursantes entre
el primer y cuarto semestre de la Licenciatura y Técnico Superior Universitario (TSU)
del programa de Enfermeria de La Universidad Nacional Experimental Politécnica de
la Fuerza Armada Bolivariana (UNEFAB) nucleo Maracay, durante el sequndo periodo
académico del afio 2011. Se selecciond una muestra probabilistica estratificada (Arias,
2016; Hernandez et al., 2014), empleando la ecuacién 1, cuyos criterios establecidos
fueron un nivel de confianza del 95 % (Z= 2), un error muestreal del 5% (e=.05), y una
proporcion de elementos equitativa del 50 % (p=.5; g=.5); asi mismo, para determinar
la proporcion de la estratificacion se emple6 la ecuacién 2, que calculé éste valor en
.57. Los calculos permitieron establecer un total de 172 estudiantes como muestra (n)
representativa (Tabla 1).

n= N.Zc2. p. q
(N-1).e2.Zc%. p. q M
n
fh=3 (2)
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Tabla 1

Distribucién de la poblacién y muestra sequn los diferentes semestres que conformaban los estudian-
tes en los programas de Licenciatura y TSU en Enfermeria de la UNEFAB durante el sequndo periodo
del 2011

Semestre Poblacién Muestra
1 24 12

2 58 25

3 143 76

4 78 59

Total 303 172

Técnica e instrumento

La técnica empleada fue la encuesta, aplicada a cada uno de los estudiantes por medio
de un cuestionario como instrumento de recoleccién de datos, el cual consistié de 63
items o preguntas cerradas policotémicas, cuyas opciones de respuestas con escala
de Likert fueron Siempre (5), Casi siempre (4), A veces (3), Casi nunca (2) y Nunca (1).

El cuestionario fue construido a partir de las dimensiones e indicadores asociados a la
meta-comunicacion asertiva, como lo son la competencia comunicativa (presentacién
de la informacién, coherencia de los mensajes, cohesion y correccién linguistica, y
efectividad de los mensajes), los rasgos del habla (rasgos prosédicos, rasgos para-
linguisticos, rasgos extralinguisticos), y la empatia (elementos proxémicos, contacto
visual, comprensién, apoyo, escucha, confianza, flexibilidad, y respeto). Los indicado-
res empleados y sus respectivos items dentro del instrumento, pueden visualizarse
en la Tabla 2. El cuestionario fue precedido por una hoja introductoria que recabo la
informacién basica de cada participante, ademas del consentimiento informado, ga-
rantizando también que sus datos fueron tratados de forma anénima.

El cuestionario fue validado por el juicio de tres expertos de las dreas de metodologia
de investigacién y educacién, al mismo tiempo se determind su confiabilidad por me-
dio de una prueba piloto a sujetos con caracteristicas similares a la muestra, a la cual
posteriormente se aplicé el indice Alpha Cronbach, que resulté en un valor de .93 que
le confiere una muy alta confiabilidad (Hernandez et al., 2014).
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Tabla 2

Instrumento (cuestionario) empleado para determinar la metacapacidad comunicativa asertiva en
docentes de los programas de enfermeria de la UNEFAB, niicleo Maracay, durante el sequndo periodo

del afio 2011
Indicadores ftems En el desempefio del docente Opciones de respuesta
en el aula, Ud. como estudiante
considera que el profesor: N CN AV CS S
1 2 3 4 5
Presentacién de 1 Se asegura de emitir informacién
la informacién de forma clara
2 Se dirige a todos por igual cuando
se comunica
3 Se asegura de dar a entender la
informacién
4 Presenta la misma informacién de
diferentes maneras
5 Verifica que son comprendidos los
planteamientos que realiza
Coherenciaenlos 6 Muestra claridad en lo que dice
mensajes
7 Considera que esta consciente de
lo que dice
8 Transmite la informacién en orden
de importancia
9 Se da cuenta si les suministra
informacién contradictoria
10 Se asegura de aclarar las dudas
que le plantean los estudiantes
1" Se da cuenta si limita las
respuestas de los estudiantes
12 Manifiesta coherencia entre su
expresion verbal y no verbal
132 Formula varias preguntas al
mismo tiempo
Cohesion y 14 Se da cuenta cuando les repite las
correccion mismas palabras
lingdiistica )
15 Reconoce que se equivocay
corrige
16 Se da cuenta si usa muletillas
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Indicadores ftems En el desempefio del docente Opciones de respuesta
en el aula, Ud. como estudiante
considera que el profesor: N CN AV CS S
1 2 3 4 5
Efectividad de los 17 Siente que les comunica
mensajes realmente lo que desea
comunicarles
18 Observa con atencién los gestos
y actitudes que genera en los
estudiantes
19 Estima que es espontaneo,
sincero, cuando se comunica con
el estudiante
20 Considera que guia la
construccion de significados
21 Convence con sus argumentos
22 Elimina las barreras que
interfieren en su comunicacién
Rasgos 23 Utiliza un tono de voz que denota
prosédicos: tranquilidad y armonia
Acento "
Entonacién 242 Utiliza un tono de voz que denota
Pausas ironfa o desprecio
252 Utiliza un tono de voz débil
26° Utiliza un volumen de voz muy
elevado
272 Utiliza un tono de voz que resulta
mondétono o aburrido
282 Hace pausas largas entre las
frases que dice
29° Deja pausas muy cortas entre las
frases que dice
Rasgos 302 Carraspea con frecuencia
paralinguisticos: durante su comunicacién con los
Las estudiantes
vocalizaciones ) ) )
312 Emite suspiros, soplidos durante
su comunicacién
32 Se rie en el aula cuando se

comunica
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Indicadores

ftems

En el desempefio del docente
en el aula, Ud. como estudiante
considera que el profesor:

Opciones de respuesta

N
1

CN AV

2

3

cs
4

S
5

Rasgos

extralinguisticos:

Expresion facial

Rasgos

extralinguisticos:

Lenguaje
corporal
(movimientos
corporalesy
postura)

Elementos
proxémicos
(espacio
personal, espacio
del intercambio
comunicativo)

Contacto visual
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33

34

352

36°

37°

38

39

40

412

42°

432

44

452

46

472

48

49

La expresién de su rostro
es amable y favorece la
comunicacién

Los movimientos de sus cejas
favorecen la comunicacién

Realiza muecas o arruga la frente
mientras se comunica

Parpadea con frecuencia durante
su comunicacion

Durante su comunicacién
manifiesta gestos de cansancio
suefo o irritacién

Apoya su mensaje verbal con sus
gestos corporales

Tiene una postura corporal
espontanea

Presenta congruencia entre su
lenguaje verbal y el no verbal

Mantiene los brazos cruzados
Mueve mucho las manos

Establece contacto fisico con sus
estudiantes

Realiza movimientos que indican
separacion fisica entre ély los
estudiantes

Se acerca mucho al estudiante
cuando diserta

Establece el contacto visual
sobre el grupo de estudiantes en
general

Mantiene la mirada sostenida y
directa sobre algun estudiante
en particular durante su
comunicacion

Estd atento a la informacién
verbal y no verbal que le
suministra el estudiante

Establece empatia con los
estudiantes
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Indicadores ftems En el desempefio del docente Opciones de respuesta
en el aula, Ud. como estudiante

considera que el profesor: N CN AV CS S
1 2 3 4 5

Comprension 50 Establece un ambiente de
entendimiento
51 Establece una atmosfera de
aceptacion
Apoyo 52 Brinda apoyo al estudiante
53 Genera motivacion en el
estudiante
54 Valora el esfuerzo que realiza el
estudiante
55 Alienta la comunicacién sincera
Escucha 56 Escucha atentamente a los

estudiantes

Confianza 57 Genera confianza con los
estudiantes

Flexibilidad 58 Considera que es flexible

Respeto 59 Se dirige al estudiante de forma

cordial y amable

60 Se percata de aplicar las
normas de cortesia durante su
comunicacion

61 Expone sus ideas sin ofender a los
demas
62° Emite juicios de valor

descalificando al estudiante

63° Produce sensacion de que esta
interrogando en todo momento

Nota. a Las respuestas de los items se invierten para su analisis. N: Nunca; CN: Casi nunca; AV: A veces; CS:
Casi siempre; S: Siempre.

Analisis e interpretacion de datos

Para la determinacion de los niveles de presencia tanto para los indicadores y dimen-
siones, asi como para la variable metacapacidad comunicativa asertiva se emple6 una
escala de rangos entre 1y 5, que categoriza los niveles en muy alto (4.21-5), alto
(3.41-4,2), medio (2.61-3.4), bajo (1.81-2.6), y muy bajo (1-1.8). Se empled estadistica
descriptiva para expresar los resultados, especificamente el valor promedio (X) y la
desviacion estandar (DE). Adicionalmente, se evalu6 si la condicién de repitencia de
los estudiantes, pudiera afectar las respuestas obtenidas, por lo que se aplic6 un ana-
lisis de varianza (ANOVA), con un valor limite del 5% (a=.05) para rechazar la hipétesis
nula, y asi observar si existe una diferencia estadisticamente significativa en la per-
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cepcion acerca de los docentes entre los estudiantes repitientes y no repitientes, para
cada caracteristica y la variable metacapacidad comunicativa asertiva. Los andlisis se
realizaron con el programa SPSS versién 15.

Resultados

Para la dimensién competencia comunicativa, los indicadores muestran en general
un alto nivel de presencia de esta variable, segtn la percepcién de los estudiantes,
cuyas respuestas presentaron mayor porcentaje de respuestas en las opciones Casi
siempre (23.1-34.4 %) y Siempre (34.5-46.1 %). El indicador referido a la presentacién
de la informacion obtuvo el mayor valor (4.18 £ .68), lo que denota que los docentes
se aseguran de emitir informacién de forma clara, se dirigen a todos por igual cuando
se comunican, y se aseguran de dar a entender la informacién. Los indicadores Cohe-
rencia de los mensajes y Efectividad de los mensajes, presentaron valores por encima
de 4; mientras que el indicador Cohesién y correccion lingtistica fue el que present6
menor valoracion (3.67 + .9). En general, la competencia comunicativa evidenci6 que
siempre (42.7 %) y casi siempre (30.3%) se percibieron los elementos asociados a un
alto nivel de presencia de esta capacidad (Tabla 3).

Tabla 3

Frecuencia absoluta (n), relativa (%), promedio ponderado (X) y desviacion estdndar (DE) por cada
caracteristica de la dimensién competencia comunicativa en docentes, en base a las respuestas de los
estudiantes de enfermeria en la UNEFAB, sequndo periodo 2011

Caracteristica N CN AV CS S DE Nivel

x|

n % n % n % n % n %

Presentacion 3 1.7 6 3.6 26 151 59 344 78 451 4.18 .68 Alto
dela
informacién

Coherencia 5 30 7 41 28 161 55 319 77 449 412 .57 Alto
de los
mensajes

Cohesiény 15 85 14 83 44 256 40 231 59 345 3,67 .9 Alto
correccién

lingUistica

Efectividadde 4 21 7 42 27 156 55 32 79 46.1 4.16 .68 Alto
los mensajes

Competencia 6 38 9 50 31 181 52 303 73 427 4.03 .54 Alto
comunicativa

Nota. N: Nunca; CN: Casi nunca; AV: A veces; CS: Casi siempre; S: Siempre.

En la dimension Rasgos del habla, el indicador Rasgos prosddicos fue el que mostré
el menor valor (3.40 £ .76), por lo que evidencié un medio nivel de presencia en los
docentes. Por lo tanto, segun las respuestas emitidas por los estudiantes y el valor
obtenido se puede inferir que hay aspectos en los rasgos prosédicos de los docentes
que no fueron éptimos en el proceso de ensefianza y aprendizaje, segln su tonalidad
de voz y percepcion de ironia. Por su parte, los Rasgos paralingisticos y extralinguis-
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ticos presentaron un alto nivel de presencia con mas del 50 % de los encuestados
que expresaron que estos caracteristicas se encuentran siempre y casi siempre en los
docentes. La dimensién Rasgos del habla mostréd asi, un nivel de presencia alto en los
docentes de enfermeria de la UNEFAB durante el periodo estudiado (Tabla 4).

Tabla 4

Frecuencia absoluta (n), relativa (%), promedio ponderado (x) y desviacion estdndar (DE) por cada ca-
racteristica de la dimension Rasgos del habla en docentes, en base a las respuestas de los estudiantes
de enfermeria en la UNEFAB, segundo periodo 2011

Caracteristica N CN AV cs S X DE Nivel

n % n % n % n % n %

Rasgos 22 13.0 23 134 44 255 29 16.6 54 31.4 3.40 .76 Medio
prosaédicos

Rasgos 16 95 16 95 39 227 31 182 69 40.1 3.70 .73 Alto
paralinguisticos

Rasgos 16 9.0 13 73 38 222 41 235 65 38.0 3.74 .55 Alto
extralingdisticos

Rasgos del 18 10.5 17 10.1 40 234 33 195 63 365 3.6 .7 Alo
habla

Nota. N: Nunca; CN: Casi nunca; AV: A veces; CS: Casi siempre; S: Siempre.

En la dimensién empatia se apreciaron niveles altos de presencia de cada indicador,
con excepcion de los elementos proxémicos, que fue el que obtuvo menor valor (2.92
+.74) y un nivel medio de presencia. Por otra parte, el indicador con mayor puntuacién
fue la escucha (4.2 + 1.04), sequido de la comprensién (4.13 + .93) del docente hacia
los estudiantes, mientras que el resto de los indicadores presentaron valores entre
3.66y 4.07. Por consiguiente, la dimensién empatia presentd una alta presencia en los
docentes, con un valor promedio de 3.82 + .65 (Tabla 5).

Tabla 5

Frecuencia absoluta (n), relativa (%), promedio ponderado (X) y desviacion estdndar (DE) por cada
caracteristica de la dimension Empatia de los docentes, en base a las respuestas de los estudiantes de
enfermeria en la UNEFAB, sequndo periodo 2011

Caracteristica N CN AV cs S X DE Nivel

n % n % n % n % n %

Elementos 39 22530 174 42 242 29 16.8 33 19.0 292 .74 Medio
proxémicos

Contacto 14 83 12 67 35 205 37 215 74 430 3.84 .77 Alto
visual

Comprensién 4 20 9 53 29 16.6 52 30.0 80 46.3 4.13 .93 Alto
Apoyo 9 51 8 48 34 20 40 233 81 47.0 4.02 1 Alto
Escucha 4 23 10 58 25 145 41 238 92 535 42 1.04 Alto
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Caracteristica N CN AV cS S X DE Nivel

n % n % n % n % n %

Confianza 4 23 10 58 37 215 40 233 81 47.1 4.07 1.06 Alto
Flexibilidad 9 52 13 76 56 32,6 34 198 60 34.9 3.72 1.17 Alto
Respeto 22 126 15 88 33 193 33 190 69 40.3 3.66 .79 Alto
Empatia 13 75 13 78 36 211 38 222 71 414 382 .65 Alto

Nota. N: Nunca; CN: Casi nunca; AV: A veces; CS: Casi siempre; S: Siempre.

En sintesis, la metacapacidad comunicativa asertiva present6 un valor medio ponde-
rado de 3.82 + .2 que la ubica en lineas generales en un alto nivel de presencia en los
docentes de los programa de enfermeria de la UNEFAB, durante el sequndo periodo
del 2011. No obstante, este valor evidencia, segln el rango de la escala completa (1-
5), que existen elementos que no se encontraron en éptima representacion (muy alto
nivel), manteniéndose todas las dimensiones asociadas a la metacapacidad comuni-
cativa en un mismo nivel de presencia (Figura 1).

Figura 1

Valores obtenidos por la variable metacapacidad comunicativa y cada una de sus dimensiones (Com-
petencia comunicativa, Rasgos del habla y Empatia) en los docentes de los programas de enfermeria
de la UNEFAB, nicleo Maracay, Venezuela.

Competencia comunicativa
5,00

Empatia Rasgos del habla

Metacapacidad
comunicativa

Por otra parte, del total de estudiantes para ambas carreras, se observo que el 55.8%
(96 estudiantes) no presentaron una condicién de repitencia de materias, mientras
que el 40.7% (70 estudiantes) si repiten al menos una asignatura, dejando solo un
3.5% (6 estudiantes) que no respondieron si repiten o no. El ANOVA permiti6 determi-
nar que no existen diferencias significativas (P~ .05) entre las percepciones de los es-
tudiantes que repetian asignaturas y aquellos que no, para ninguna de las caracteris-
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ticas estudiadas, al igual que para la variable metacapacidad comunicativa asertiva de
los docentes evaluados, mostrando asi valores promedio similares entre si (Tabla 6).

Tabla 6

Valores del nivel de presencia de las caracteristicas asociadas a la metacapacidad comunicativa aser-
tiva, segtn condicion de repitencia, de los estudiantes de Enfermeria de la UNEFAB, Maracay, sequndo

periodo 2011

Caracteristica Condiciéon  n X DE F P

Presentacion de la informacion Repite 70 429 .65 3.042 .083
No repite 9% 410 .70

Coherencia de los mensajes Repite 70 415 48 3.516 .063
No repite 96 3.98 .61

Cohesién y correccién lingUistica Repite 70 359 95 563 454
No repite 9% 369 .83

Efectividad de los mensajes Repite 70 425 62 2380 125
No repite 9% 409 .73

Rasgos prosédicos Repite 70 352 .71 20366 @ .126
No repite 9% 334 .78

Rasgos paralinguisticos Repite 70 376 .72 10.890 171
No repite 9% 361 .7

Rasgos extralinguisticos Repite 70 376 .53  .066 797
No repite 9% 373 57

Elementos proxémicos Repite 70 3.01 .71 .896 .345
No repite 9% 3.13 .77

Contacto visual Repite 70 379 .73 785 377
No repite 9% 390 .81

Comprensién Repite 70 414 94  .001 .974
No repite 9% 414 94

Apoyo Repite 70 403 1.01 .001 .982
No repite 96 4.03 1.00

Escucha Repite 70 427 1.02 488 486
No repite 9% 416 1.07

Confianza Repite 70 414 1.09 .295 .588
No repite 96 405 1.04
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Caracteristica Condicion n X DE F P

Flexibilidad Repite 70 371 1.16 .001 .981
No repite 96 372 119

Respeto Repite 70 3.64 .77 176 .675
No repite 9% 3.69 .81

Metacapacidad comunicativa asertiva  Repite 70 386 .43 675 412

No repite 96 380 .54

Nota. n: cantidad / de estudiantes X: promedio ponderado / DE: desviacién estdndar / F: estadistico de la
prueba ANOVA / P: valor de probabilidad a un nivel del 5%.

Discusion y conclusiones

Los resultados obtenidos en la dimensién competencia comunicativa, al obtener un
alto nivel de presencia, representan lo manifestado por Cabreray Pelayo (2001), quie-
nes indican que la competencia comunicativa permite al hablante apropiarse de su
codigo linguistico para transmitir, informar, y presentar el conocimiento que desea im-
partir durante el acto comunicativo de forma contundente, de manera que se traduce
en una comunicacion eficaz. Asi mismo, un aspecto importante es el estilo del docente
para manejar o conducir el salén de clases, en vista que los estilos interaccionistas
conllevan a que los estudiantes interactien mas entre si que con el mismo docente,
presentando menores niveles de presencia de competencia comunicativa, en compa-
racién con estilos intervencionistas que se refieren a un mayor contacto con los estu-
diantes (Hoon et al., 2017); sin embargo, este aspecto no deberia ser determinante en
la presencia de habilidades comunicativas en los docentes, ya que en cada momento
de la comunicacion, esta debe ser lo mas eficaz posible.

En los rasgos del habla, en especial los de tipo paralinglistico y extralinglisticos, que
hacen referencia a las vocalizaciones (carraspeo, alargamientos, suspiros, soplidos,
risas, y silbidos), su alto nivel de presencia muestra aspectos relevantes en la comuni-
cacién de los docentes; seglin Cabrera y Pelayo (2001) estas caracteristicas del emisor
son capaces de revelar sus estados de animo e intenciones, incluso aspectos propios
de la edad y sexo del individuo (emisor) en general, destacando que en ocasiones
estos rasgos pueden ocasionar errores en la comunicacién si su emisién no es acorde
a la situaciéon comunicativa. En este sentido, el nivel evidenciado en los rasgos del
habla por los docentes del programa de enfermeria de la UNEFAB, nucleo Maracay,
son acordes para mostrar en los estudiantes una conexién emocional, lo que abre la
interaccion hacia otra de las caracteristicas importantes de la comunicacién asertiva,
como lo es la empatia.

La empatia obtuvo en general un valor que la ubica en un alto nivel de presencia
en los docentes evaluados, lo que indica que los estudiantes consideraron que estos
establecen empatia con ellos, mostrando apoyo, generacién de confianza, escuchay
comprension en los estudiantes. En mediano nivel de presencia los docentes mostra-
ron las manifestaciones de elementos proxémicos, asociados a la distancia fisica que
establecen con los estudiantes, lo cual indica que quizas los estudiantes manifiestan
que en cierta medida hay invasién de su espacio fisico o mucha aproximacién. No obs-
tante, en general se muestra la presencia de comprensién y entendimiento hacia los
estudiantes, destacando la empatia por ser un elemento que mejora la comunicacion,
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la comprensién y permite inducir respuestas deseadas en los interlocutores (Sims,
2017; Turturean, 2016). Por otro lado, se observaron indicadores con una amplia va-
riacién en la respuesta (mayor desviacion estandar), dentro de la dimensién empatia
(apoyo, escucha, confianza, y flexibilidad), y que implican una opinién mas heterogé-
nea en los estudiantes, con opiniones en ambos extremos del espectro de respuestas
(nunca-siempre), aunque estuvieran un poco mas balanceadas a la presencia de los
elementos empaéticos.

En cuanto a la condicién de repitencia de los estudiantes, al no encontrarse diferencias
significativas entre las respuestas de los estudiantes repitientes y no repitientes, no
se puede afirmar que esta condicién influenciara los resultados obtenidos; por con-
siguiente, las opiniones de los estudiantes se consideran lo suficientemente validas
para evaluar la metacapacidad de los docentes de los programas de enfermeria de la
UNEFAB, nlcleo Maracay, en un alto nivel de presencia.

En conclusién, los docentes de las carreras Licenciatura y T.S.U. de Enfermeria de la
UNEFAB, nucleo Maracay presentaron un nivel alto de metacapacidad comunicativa
asertiva durante el periodo evaluado. En este sentido, los docentes, a juicio de los es-
tudiantes, presentaron una alta competencia comunicativa, rasgos del habla y empa-
tia, por lo que fueron capaces de comunicar sus ideas de forma abierta, franca y equi-
libradamente, manteniendo la estima, respeto y autoconfianza, sin herir o perjudicar,
buscando en todo momento un beneficio hacia los estudiantes. Lo anterior, como con-
secuencia de una competencia comunicativa que presenté la mayor fortaleza y domi-
nio del docente de enfermeria de la UNEFAB, nlcleo Maracay, durante su interaccion
con el estudiante en el aula, seguido por la empatia, y finalmente los rasgos del habla,
destacando que en todos los aspectos evaluados en la metacapacidad comunicativa
asertiva de los docentes existié un nivel alto, que incluso puede ser mejorado a un
nivel muy alto, como maximo nivel posible dentro del instrumento aplicado.

En vista de que el proceso de metacomunicacion asertiva puede considerarse com-
plejo, ya que intervienen distintos factores de caracteristicas psicoldgicas, cognitivas
y procedimentales, se hace necesario establecer una evaluacion constante de los do-
centes universitarios, para identificar asi las fortalezas y debilidades en los procesos
de ensefianza-aprendizaje desde las capacidades del este recurso humano.
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Abstract

The teaching-learning process is a social phenomenon that requires an interpersonal
communication between the teacher and students, therefore it's necessary that this is as
assertive as possible, especially in university environments. Therefore, the objective was
analyze the assertive communication meta-capability in the teachers of Universidad Na-
cional Experimental de la Fuerza Armada Bolivariana (UNEFAB), in Maracay during second
period of year 2011. For this, in a sample of 172 students, a questionnaire with 63 items
that presented five answer options with Likert scale (1-5) was applied, to study according
to their perceptions the dimensions of communicative competence, speech features and
empathy of the teachers; additionally, the students repetition effect in their perceptions
about the communicative meta-capability of the teachers was studied, for which an ANO-
VA was applied to observe if there were differences between repeating and non-repeating
students. A high level of presence in the dimensions studied was observed, that on average
evidenced a high level of assertive commucative meta-capability (3.82 + .2) in the teach-
ers; on the other hand, no significant differences (P >.05) in the perceptions of repeating
and non-repeating students. It concludes that the nursing careers teachers of UNEFAB pre-
sented a high level of assertive communicative meta-capability, according to the students’
perspective, the teachers were able to communicate openly their ideas, with respect and
searching the student benefit.

Keywords: nonverbal communication, communicative competence, linguistics, paralinguis-
tics, empathy.

Resumen

El proceso de ensefianza y aprendizaje es un fenémeno social que requiere una comuni-
cacién interpersonal entre el docente y sus estudiantes, por lo cual es necesario que ésta
sea lo mas asertiva posible. Por ello, se planted como objetivo analizar la metacapacidad
comunicativa asertiva de los docentes de las carreras de Enfermeria de la Universidad Na-
cional Experimental de la Fuerza Armada Bolivariana (UNEFAB), nucleo Maracay durante el
segundo periodo del afio 2011. Para ello en una muestra de 172 estudiantes, se aplicé un
cuestionario con 63 items que presenté cinco opciones de respuestas con escala tipo Likert
(1-5), para estudiar seguln sus percepciones las dimensiones de competencia comunicativa,
rasgos del habla y la empatia de los docentes; adicionalmente, se estudi6 si la repitencia
de los estudiantes afectaba la percepcién acerca de la metacapacidad comunicativa de los
docentes, por lo que se aplicd un ANOVA para observar si existian diferencias significativas
entre repitientes y no repitientes. Se observé un alto nivel de presencia para las dimensio-
nes estudiadas, lo que en promedio evidencié un alto nivel de metacapacidad comunicativa
asertiva (3.82 £ .2) en los docentes; por otra parte, no se observaron diferencias signifi-
cativas entre las percepciones de los estudiantes repitientes y no repitientes (P > .05). Se
concluye que los docentes de las carreras de enfermeria de la UNEFAB presentaron un alto
nivel de metacapacidad comunicativa asertiva, desde la perspectiva de los estudiantes, los
docentes fueron capaces de comunicar abiertamente sus ideas, con respeto y buscando el
beneficio estudiantil.

Palabras clave: comunicacion no verbal, competencia comunicativa, lingistica, paralingis-
tica, empatia.
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HEFHIER—MBEHMNFEZEHT AR ERINE, NI ZIORNRE]
BEHEINHE IR B 5. 1T X PRE, X 2011 F5% — FHiMaracayZ O K IEH K
IREVEBRPAEIZSRBEA S (UNEFAB) 1325 L 2UMAY B E50MAE T# T Al FAI X 172
BFLEHT T AE3BAENNERE, HPEAEREER (1-5) A HRREET.
SIEREMBUDRIEER XL MER,; IE5h, IR T FEMNERES SN HIN AR
BBV, AN AT HEDMKNREFENFEIFE 2 B REFEREER
RO BIAE S R TR E T Sk F B, XFEPEA T HINR &k B ERZUR
TTEES1(3.82 &£ 2) 5 —HHE, EERAMAFE A 2 BB NEEMEREERAN A ENE
EER (P>.05) SHAVEEILE, UNEFABRFIIFIE S LT 2 W B SR BE20MTT
8870, NFERMBERE, BINRER AT SORMINIBIRE, SEH I RFLERIH .
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Pe3tome

lMpouecc npenogaBaHuns 1 06y4eHs - 3TO coLManbHOe BeHne, TpebytoLLee MeXINYHOCT-
HOro 06LLEeHNs Mexay NpenojasaTensMun N NX y4eHnKamu, mo3ToMy He06XoAMMO, YTO6bI
OH 6bINl MaKCMMaNbHO accepTUBHBIM. M0 3TO MpUYMHE LieNbio AaHHOTO MCCief0BaHUS
6b1710 NPOaHaNN3MPOBaTb METacMoCOOHOCTb aCCEPTVMBHON KOMMYHMKaLIMK NpenojaBate-
Neii KypcoB Mo yxogy 3a 60bHbIMY B HaLOHaIbHOM 3KCMEPVIMEHTaIbHOM YHBepCUTeTe
BonuapunaHckunx BoopyxeHHbix cun (UNEFAB), Mapakaii, Bo BTopoli nepuog 2011 roga.
[Ons 310ro Ha BblbopKe M3 172 CTYAEHTOB 6blna UCMONb30BaHa aHKeTa M3 63 NyHKTOB, B
KOTOPOIA 6b110 NPeACTaBAeHO NATb Bap1aHTOB OTBETOB MO LWKane JlaikepTa (1-5), Ans n3y-
YeHUs NX BOCMPUATIS U3MEPEHUA KOMMYHUKaTUBHOM KOMMETEHTHOCTY, peyeBbiX Ka4YecTB
1 3MNaTUW NpenojasaTeneit; KpoMe Toro, 6b110 U3y4YeHO, BINAET M MOBTOPHOE 0byyeHve
CTYZJleHTOB Ha BOCMPUATUE KOMMYHUKATUBHOW MeTacrnocobHOCTU npenojasaTeneid, nos-
ToMy 6611 NpMeHeH ANOVA ans HabntogeHus 3a TeM, eCTb M 3HaYUTENbHbIE Pa3Inyms
MeXZy NOBTOPHUKaMU 1 HEMOBTOPHMKaMU. BbICOKMIA ypoBeHb NMprCYTCTBUSA Habatogancs
AN N3yvaeMblX 3MEPEHNIA, YTO B CpeHeM CBUAETENbCTBOBAO O BbICOKOM YPOBHe accep-
TVBHOV KOMMYHWUKATUBHOI MeTacnocobHocTy (3,82 +.2) y yuuteneid; c Apyrovi CTOPOHbI, He
HabNtoanoch 3HaUYNTENbHBIX PA3NNUNIA MeXAY BOCNPUATEM MOBTOPHbIX U1 HEMOBTOPHbIX
crypeHTos (P >.05). CaenaH BbIBOZ, UTO rpernogasaTenun cectpuHckoro gena UNEFAB nipo-
[AEeMOHCTPYPOBany BbICOKMI YPOBEHb aCCePTUBHOI KOMMYHUKATUBHOM MeTacnocobHoCTH,
C TOYKM 3peHUS CTy/JEeHTOB, NpenojaBaTe/ivi CMOMIN JOHECTN CBOW UAEN OTKPLITO, C yBaxe-
HVEM 1 C pac4eTOM Ha MHTepechbl CTYAEHTOB.

Kntouessie cno8a: HeBep6aanoe obLieHwne, KOMMYHWNKaTUBHasA KoMneTeHUus, NTMHIBUCTU-
Ka, NapajanHrencTmKa, smMnaTus.

Introduction

The language presents an undeniable importance in the development of human be-
ings, being defined as a unique process of this, through a creative and innovating
process as a result of his/her cognitive capabilities of higher order. The varied forms
of language are part of the general system of the communication, for which the lan-
guage and the human communication are two concepts and two realities absolutely
inseparable (Albaladejo, 2008; Hoon et al., 2017; Pipa & Jaradat, 2010).
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The human being as a complex, social and likable being attending to his/her funda-
mental need to interrelate, satisfies through the communication said need by entering
in relation with the rest and with him/herself, always searching to communicate in
the most efficient manner possible, assuring a better relation in the different social
environments and in great variety of collectives (Levin & Moore, 1977). In this manner,
in the educational area is also essential that the communication is energetic and as-
sertive; therefore, the basic parameters that influence in the communication act that
the professor carries out during the interaction with the student in the classroom need
the inclusion of practical changes that allow to optimize the process of teaching and
learning (Turturean, 2016). In fact, an effective communication is a complex element
and dependent of several aspects associated with the issuer as well as the receiver;
it is stood out in the same manner, that a theory, proposal, idea or information is
only valuable in the measure of how well is resent; being this the importance of the
communication as a central process of all the human interactions from any context,
whether political, economic, legislative, even religious, among others (Joseph, 2017).

By visualizing the capability of communication of the professor as a complex process
in which many of his/her basic resources are conjugated such as the issue of the verb,
the vocal characteristics, his/her body and image, among others, this must be capable
to inform, convince, teach, and induce behavioral changes in the students. From there
that, it is necessary to know the level of this capability of communication in these pro-
fessionals, specially over people influencing in other individuals such as the students
of any educational level. Nevertheless, the technical and university level is where the
future people responsible in the attention to the needs of others are trained, even
more the professionals of Nursing who deal directly with other people, for that reason,
these must develop assertive capabilities of communication (Arnold & Boggs, 2019;
Gultekin et al., 2018; Omura et al., 2016, 2019), and it is here where the influence of
the professors is also decisive.

In the field of health and specifically for Nursing, the Tuning Project for Latin America,
identified the generic and specific competences of this discipline, outstanding the ca-
pability of oral and written communication, the communication in a second language,
as well as the abilities in the use of the technologies of the information and of the
communication (Beneitone et al., 2007). In this sense, the professor is one of the main
communication influences in the students on every educational level, even though in
the higher level is an example towards the professionalism, without losing the human-
istic approach that must be presented in an assertive communication meta capability.

For the abovementioned, it is necessary to define what is a meta capability; according
to Aguilar and Yepes (2006) this is a capability necessary for the development of other
capabilities, very dependent of the challenges and demands that are stated in their en-
vironment, also calling it dynamic capabilities. Therefore, the term meta-communica-
tion is referenced as the interaction of elements, in addition of the verbal, non-verbal
expressions and relative for the communication (Watzlawick et al., 2011). On the other
hand, the communication as a meta-capability is of bigger value that it is assertive,
that means, with no aggressiveness and emotionally expressive, in addition of direct
and honest, without this violating the rights and freedoms of others; which is extreme-
ly important inside the classroom (Clares, 2018; Turturean, 2016).

It corresponds to the education and the investigation to be the true strategic engine
to be able to achieve the development and the progress of the modern society; in
this sense, an educational system is needed that, in addition of being the possessor
of great quality and continuous innovation, to be able to transform and/or educate
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the students in order to adapt to the current social context with a big communication
capability, for which it is required from individual prepared with a high human train-
ing, but specially with communication methods that are capable to serve as example,
in addition to transmit the information within the classroom in an effective manner,
that generates true pleasant spaces for the process of teaching and learning. For that
reason, Florez (2005) stands out the importance of the continuous training of the ed-
ucators and the role that they execute in their role as university professor in the pro-
fessional training of other people, indicates that the accurate, coherent and updated
performance that the professor has as a mediator of the process of teaching-learning
will influence in the training of his/her students, giving in that manner his/her contri-
bution to the improvement of the society.

For the abovementioned, and in order to guarantee the quality of the teaching that
the current society demands, we require a highly trained higher education professor,
committed with his/her labor, who is trained and improves permanently in the peda-
gogical competences that allows him to teach the students to learn and to undertake
as it is established by the United Nations Educational, Scientific and Cultural Organi-
zation (UNESCO, 2009).

Within the pedagogical competences that the university professor must have, there
are the information, communication and training competences, typical of the profes-
sor and that are brought to light in their functions related to the process of teach-
ing-learning (Khan et al., 2017). Said process, as social phenomenon, is executed
mainly in a face-to-face manner within the classroom and implies the communication
face to face (interpersonal) between the professor and the students, generating recip-
rocal interactions that must result motivational between both, the one teaching and
the one learning. In fact, currently we talk about emotional communication and the
expression as a factor of big importance in the education, specially in those profes-
sional careers with bigger interaction between the people (health, education, among
others) (Clares, 2018).

When considering the communication as a meta-capability, it becomes one of the crit-
ical factors or of bigger importance in the assertive interaction of the people in any
context of the current complex world; therefore, it is considered relevant the study
of the assertive communication meta-capability in the professor, because this factor
allows him/her to recognize the students as people, to listen to them, to make contact
and to generate confidence, which constitutes a fundamental tool of their educational
function. It isimportant in the assertive communication, to understand and to respect
the rights that all the people have to express freely and honestly, without damaging
or blaming, being open to listen to critics, as well as also to evaluate them and if it is
necessary to negotiate the changes of behavior that may correspond (Pipa & Jaradat,
2010; Turturean, 2016). In this job, it is equally used the terms meta-competence and
meta-capability; therefore, we make reference to the meta-communication or the as-
sertive communication meta-capability in the same manner.

On the other hand, it is stood out that there are three aspects that contribute signif-
icance to the assertive communication meta-capability; (1) the communication com-
petence, that grants the speaker a set of strategies that make possible an efficient
and appropriate communication development in contexts socially significant, which
includes the manifestation of the verbal and non-verbal elements; (2) the character-
istics of the speech of type prosodic (accent, intonation, pauses), paralinguistic (voice
quality and vocalizations [laughs, whistles, throat cleaning, among others]) and extra-
linguistic (kinetic [body movements]); and (3) empathy, which includes a connection
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beyond the communication with other people where the elements such as domain
and handling of the intercommunication space, visual contact, comprehension, sup-
port, listening, confidence, flexibility and respect are important, which allow to create
a more social-affective environment (Cabrera & Pelayo, 2001). All these elements per-
form jointly, in order to generate a communication process more or less efficient as
the same is carried out, where the intonation can generate assertively interrogative,
assertive acts, among others, as well as throat cleanings, whistles and other vocal-
izations can distract and cause displeasure, in addition of the body movements that
can manifest interest, dynamism, contempt or anxiety and that can influence over the
message that is taught during the communication.

For the abovementioned, the objective of this investigation was to analyze the asser-
tive communication meta-capability of the professors of the programs (technical and
professional) of Nursing of the Polytechnical Experimental National University of the
Bolivarian Armed Forces (UNEFAB), nucleus Maracay, in Venezuela. In this sense, it is
pretended to know if the communication situations in the classroom of the professors
associated with the program of Nursing are characterized by a level of communica-
tion in which the oral expression and the body language denote respect towards the
students, if they make use of the regulations of social interaction, if they show a safe,
comprehensive and tolerant attitude, in addition that if they listen to the students.
This work can represent a methodological manner to measure and to describe the
assertive communication meta-capability of the professors in the classroom under any
context, beyond that their results are only valid in the context and time studied.

Methodology

Type and design of the investigation

The investigation is essentially positivist, characterized for being a quantitative ap-
proach, of descriptive type with a design of non-experimental and transversal field
(Hernandez et al., 2014).

Population and Sample

The population (N) was formed by 303 students, registered and studying between the
first and fourth semester of the Bachelor's Degree and Higher Technician (TSU) of the
program of Nursing of the Polytechnical Experimental National University of the Boli-
varian Armed Forces (UNEFAB) nucleus Maracay, during the second academic period
of the year 2011. It was selected a stratified probabilistic sample (Arias, 2016; Hernan-
dez et al., 2014), using the equation 1, whose criteria established were a level of confi-
dence of 95% (Z= 2), a sampling error of the 5% (e=.05), and an equitable proportion
of elements of the 50% (p=".5; g=.5); in the same manner, in order to determine the
proportion of stratification was used the equation 2, that calculated this value in .57.
The calculations allow to establish a total of 172 students as representative sample (n)
(Table 1).

N.Zc% p. q

n= (N-1).e2.2t¥) p . q
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Table 1
Distribution of the population and sample according to the different semesters that formed the

students in the programs of Bachelor’s Degree and H.T. in Nursing of the UNEFAB during the second
period of 2011.

Semester Population Sample
1 24 12

2 58 25

3 143 76

4 78 59
Total 303 172

Technique and instrument

The technique used was the survey, applied to each one of the students through a
questionnaire as instrument of data collection, which consisted of 63 items or polyto-
mous closed questions, whose options of answers with scale of Likert were Always (5),
Almost always (4), Sometimes (3), AlImost never (2) and Never (1).

The questionnaire was built starting from the dimensions and indicators associated to
the assertive meta-communication, such as the communication competence (presen-
tation of the information, coherence of the messages, cohesion and linguistic correc-
tion, and effectiveness of the messages), the characteristics of the speech (prosodic
features, paralinguistic features, extralinguistic features) and the empathy (proxemic
elements, visual contact, comprehension, support, listening, confidence, flexibility
and respect). The indicators used and their respective items within the instrument can
be visualized in the Table 2. The questionnaire was preceded by a introduction sheet
that collected the basic information of every participant, in addition of the consent
informed, guaranteeing also that their data were treated in an anonymous manner.

The questionnaire was validated by the judgment of three experts of the areas of
methodology of investigation and education, at the same time, it was determined its
reliability through a pilot test to people with similar characteristics to the sample, to
which subsequently was applied the Alpha Cronbach index, which resulted in a value
of .93 which confers a very high reliability (Hernandez et al., 2014).
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Table 2

Instrument (questionnaire) used to determine the assertive communication meta-capability in profes-
sors of the programs of Nursing of the UNEFAB, nucleus Maracay, during the second period of the year

2011.
Indicators Items  Inthe development of the professor  Answer Options
in the classroom, you as a student,
considers that the professor: N CN AV CS S
1 2 3 4 5
Presentation of 1 He/she assures to issue information
the information in a clear manner
2 He/she aims at everyone equally
when it is communicated
3 He/she assures to let understand the
information
4 He/she presents the same
information in different manners
5 He/she verifies that the guidelines
carried out, are understood
Coherence in 6 He/she shows clarity in what he/she
the messages says
7 He/she considers that he/she is
conscious of what he/she says
8 He/she transmits the information in
order of importance
9 He/she realizes if he/she provides
contradictory information
10 He/she assures to clarify the doubts
that are suggested by the students
11 He/she realizes if he/she limits the
answers of the students
12 He/she states coherence between
his/her verbal and non-verbal
expression
132 He/she formulates several questions
at the same time
Linguistic 14 He/she realizes when he/she repeats
cohesion and the same words
correction . .
15 He/she recognizes when he/she is
wrong and corrects
16 He/she realizes if he/she uses fillers
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Indicators Items Inthe development of the professor  Answer Options
in the classroom, you as a student,
considers that the professor: N CN AV CS S
1 2 3 4 5
Effectiveness of 17 He/she feels that he/she really
the messages communicates what he/she desires
to communicate
18 He/she observes with attention
to the gestures and attitudes that
generate in the students
19 He/she estimates that he/she is
spontaneous, sincere, when he/she
communicates with the student
20 He/she considers that he/she guides
the construction of meanings
21 He/she convinces with his/her
arguments
22 He/she eliminates the barriers that
interfere in his/her communication
Prosodic 23 He/she uses a tone of voice that
Features: denotes tranquility and harmony
Accent )
Intonation 242 He/she uses a tone of voice that
Pauses denotates irony or contempt
252 He/she uses a weak tone of voice
26° He/she uses a very high volume of
voice
27° He/she uses a tone of voice that
results monotonous or boring
28° He/she makes long pauses between
the phrases that he/she says
29° He/she leaves very short pauses
between the phrases that he/she
says
Paralinguistic 30° He/she clears his/her throat
features: frequently during his/her
The communication with the students.
vocalizations ) ) o
31° He/she issues sighs, puffs during his/
her communication
32 He/she laughs in the classroom when

he/she communicates
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Indicators Items  Inthe development of the professor  Answer Options
in the classroom, you as a student,
considers that the professor: N CN AV CS

1 2 3 4

Extralinguistic 33 The expression of his/her

Features: face is friendly and favors the

Facial communication

Expression .

34 The movements of his/her eyebrows
favor the communication

350 He makes funny faces or wrinkles the
forehead while he/she communicates

36° He/she blinks frequently during his/
her communication

372 During his/her communication, he/
she states gestures of tiredness,
sleep or irritation

Extralinguistic 38 He/she supports his/her verbal

features: message with his/her body gestures

Body Language

(body 39 He/she has a spontaneous body

movements and posture

posture) 40 He/she presents coherence between
his/her verbal and non-verbal
language

412 He/she maintains the arms crossed
42° He/she moves the hands too much

Proxemic 432 He/she establishes physical contact

Elements with his/her students

(personal space,

space of the 44 He/she makes movements that

communication indicate physical separation between

exchange) he/she and the students
45 He/she approaches the student a lot
when he/she discusses

Visual Contact 46 He/she establishes the visual contact
over the group of students in general

472 He/she maintains the sustained
and direct look over any student
in particular during his/her
communication

48 He/she is opened to verbal and non-
verbal information that the student
provides him/her

49 He/she establishes empathy with the
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Indicators Items Inthe development of the professor  Answer Options
in the classroom, you as a student,
considers that the professor: N CN AV CS

1 2 3 4

Comprehension 50 He/she establishes an environment

of understanding
51 He/she establishes an atmosphere of
acceptance

Support 52 He/she provides support for the
student

53 He/she generates motivation in the
student

54 He/she values the effort that the
student carries out

55 He/she encourages the sincere
communication

Listening 56 He/she listens carefully to the
students

Confidence 57 He/she generates confidence with
the students

Flexibility 58 He/she considers that he/she is
flexible

Respect 59 He/she addresses the studentin a
cordial and friendly manner

60 He/she realizes to apply the
regulations of courtesy during his/
her communication

61 He/she exposes his/her ideas without
offending the others

62° He/she issues judgments of value
discrediting the student

63° He/she produces feeling that he/she

interrogating at every moment

Note. a The answers of the items are inversed for their analysis.
N: Never; CN: Almost Never; AV: Sometimes; CS: Almost Always; S: Always.

Analysis and data interpretation

For the determination of the levels of presence for the indicators and dimensions, as
well as for the variable assertive communication meta-capability, a scale of ranges
between 1 and 5 was used, which categorizes the levels in very high (4.21-5), high
(3.41-4.2), medium (2.61-3.4), low (1.81-2.6) and very low (1-1.8). Descriptive statistic
was used to express the results, specifically the value average (X) and the standard
deviation (DE). Additionally, it was evaluated if the condition of grade repetition of
the students may affect the answers obtained, for which it was applied an analysis of
variance (ANOVA) with a limit value of 5% (a=.05) in order to reject the null hypothesis
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and in that manner to observe if there is a difference statistically significant in the
perception about the professors between the repeating and non-repeating students,
for each characteristic and the variable assertive communication meta-capability. The
analyses were carried out with the SPSS program version 15.

Results

For the communication competence dimension, the indicators show in general a high
level of presence of this variable according to the perception of the students, whose
answers presented a bigger percentage in the options AlImost always (23.1-34.4%) and
Always (34.5-46.1 %). The indicator referred to the presentation of the information
obtained the bigger value (4.18 + .68), which denotes that the professors assure to
issue information in a clear manner, are directed for everyone equally when they com-
municate and assure to let understand the information. The indicators Coherence of
the messages and Effectiveness of the messages presented values above 4; while the
indicator Cohesion and linguistic correction was the one that presented less valuation
(3.67 £.9). In general, the communication competence evidenced that Always (42.7 %)
and Almost always (30.3%) the elements associated to a high level of presence of this
capability were perceived (Table 3).

Table 3

Absolute Frequency (n), relative (%), weighted average (X) and standard deviation (DE) for every
characteristic of the dimension communication competence in professors, based on the answers of the
students of Nursing in the UNEFAB, second period 20171.

Characteristic N CN AV cs S X DE Level

n % n % n % n % n %

Presentation of 3 1.7 6 36 26 151 59 344 78 451 418 .68 High
the information

Coherence of 5 30 7 41 28 161 55 319 77 449 412 .57 High
the messages

Linguistic 15 85 14 83 44 256 40 231 59 345 367 .9 High
cohesion and
correction

Effectivenessof 4 21 7 42 27 156 55 32 79 46.1 416 .68 High
the messages

Communication 6 38 9 50 31 181 52 303 73 427 4.03 .54 High
Competence

Note. N: Never; CN: Almost never; AV: Sometimes; CS: Almost always; S: Always.

In the dimension Characteristics of the speech, the indicator Prosodic Features was
the one that showed the lowest value (3.40 + .76), for which it was evidenced a medi-
um level of presence in the professors. Therefore, according to the answers issued by
the students and the value obtained, it can be inferred that there are aspects in the
prosodic features of the professors that were not optimal in the process of teaching
and learning, according to his/her voice tone and perception of irony. On their part,
the paralinguistic and extralinguistic features presented a high level of presence with
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more than 50% of the people surveyed who stated that these characteristics are in Al-
ways and almost always in the professors. The dimension Characteristics of the speech
showed in that manner a high level of presence in the professors of Nursing of the
UNEFAB during the period studied (Table 4).

Table 4

Absolute Frequency (n), relative (%), weighted average (X) and standard deviation (DE) for every char-
acteristic of the dimension Characteristics of the speech in professors, based on the answers of the
students of Nursing in the UNEFAB, second period 2011.

Characteristic N CN AV cs S DE Level

x|

n % n % n % n % n %

Prosodic features 22 13.0 23 13.4 44 255 29 16.6 54 314 3.40 .76 Medium

Paralinguistic 16 95 16 9.5 39 227 31 182 69 40.1 3.70 .73 High
features
Extralinguistic 16 9.0 13 7.3 38 222 41 235 65 38.0 3.74 .55 High
features
Features of the 18 10.5 17 10.1 40 23.4 33 19.5 63 36.5 3.6 .7 High
speech

Note. N: Never; CN: Almost Never; AV: Sometimes; CS: Almost always; S: Always.

In the dimension empathy, high levels of presence of each indicator were appreciated,
with the exception of the proxemic elements which were the ones that obtained lower
values (2.92 +.74) and a medium level of presence. On the other hand, the indicator
with the biggest score was the Listening (4.2 + 1.04), followed by the Comprehension
(4.13 £ .93) of the professor towards the students, while the rest of the indicators pre-
sented values between 3.66 and 4.07. Therefore, the dimension Empathy presented a
high presence in the professors, with an average value of 3.82 + .65 (Table 5).

Table 5

Absolute frequency (n), relative (%), weighted average (X) and standard deviation (DE) for any charac-
teristic of the dimension Empathy of the professors, based on the answers of the students of Nursing
in the UNEFAB, second period 2011.

Characteristic N CN AV CS S X DE Level

n % n % n % n % n %

Proxemic Elements 39 225 30 17.4 42 242 29 16.8 33 19.0 2.92 .74 Medium
Visual Contact 14 83 12 6.7 35 20.5 37 215 74 43.0 3.84 .77 High
Comprehension 4 20 9 53 29 166 52 30.0 80 463 4.13 .93 High

Support 9 51 8 48 34 20 40 233 81 47.0 4.02 1 High
Listening 4 23 10 58 25 145 41 23.8 92 535 42 1.04 High
Confidence 4 23 10 58 37 215 40 233 81 47.1 4.07 1.06 High
Flexibility 9 52 13 76 56 326 34 19.8 60 349 3.72 1.17 High
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Characteristic N CN AV cs S X DE Level

n % n % n % n % n %

Respect 22 126 15 88 33 193 33 19.0 69 403 3.66 .79 High
Empathy 13 75 13 7.8 36 21.1 38 222 71 414 382 .65 High

Note. N: Never; CN: Almost never; AV: Sometimes; CS: AImost always; S: Always.

In synthesis, the assertive communication meta-capability presented a weighted me-
dium value of 3.82 + .2 which locates it in general lines in a high level of presence in
the professors of the programs of Nursing of the UNEFAB during the second period
of 2011. Nevertheless, this value evidences, according the range of the complete scale
(1-5), that there are elements which were not found in optimal representation (Very
high level), maintaining all the dimensions associated to the communication meta-ca-
pability in one same level of presence (Figure 1).

Figure 1

Values obtained by the communication meta-capability and each one of its dimensions (communica-
tion competence, Features of the speech and Empathy) in the professors of the programs of Nursing of
the UNEFAB, nucleus Maracay, Venezuela, second period 2071.

Communication
competence
5

4.2

Empathy Features of speech

Communication
meta-capability

On the other hand, from the total of students for both careers, it was observed that
55.8% (96 students) did not present a condition of repetition of subjects, while 40.7%
(70 students) do repeat at least one subject, leaving only a 3.5% (6 students) who did
not respond if they repeat or not. The ANOVA allowed to determine that there are no
significant differences (P~ .05) between the perceptions of the students who repeat-
ed subjects and those who did not, for none of the characteristics studied as well as
for the variable assertive communication meta-capability of the professors evaluated,
showing in that manner similar average values between them (Table 6).
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Table 6

Values of the level of presence of the characteristics associated with the assertive communication
meta-capability according to the condition of repetition of the students of Nursing of the UNEFAB,

Maracay, second period 20171.

Characteristic Condition  n X DE F P

Presentation of the information Repeats 70 429 .65 3.042 .083
Norepeat 96  4.10 .70

Coherence of the messages Repeats 70 415 48 3516 .063
No Repeat 96 398 .61

Cohesion and linguistic correction Repeats 70 359 95 563 454
Norepeat 96 369 .83

Effectiveness of the messages Repeats 70 425 .62 2380 125
Norepeat 96 4.09 .73

Prosodic Features Repeats 70 352 .71 20366  .126
Norepeat 96 334 .78

Paralinguistic features Repeats 70 376 .72 10890 71
Norepeat 96 361 .71

Extralinguistic features Repeats 70 376 .53 .066 797
Norepeat 96 373 .57

Proxemic features Repeats 70 3.01 .71 .896 .345
No repeat 96 3.13 .77

Visual contact Repeats 70 379 .73 .785 377
No repeat 96 390 .81

Comprehension Repeats 70 414 94 .001 974
Norepeat 96 4.14 94

Support Repeats 70 403 1.01 .001 982
Norepeat 96  4.03 1.00

Listening Repeats 70 427 1.02 488 486
Norepeat 96  4.16 1.07

Confidence Repeats 70 414 1.09 .295 .588
Norepeat 96  4.05 1.04

Flexibility Repeats 70 371 116  .001 981
Norepeat 96 372 1.19
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Characteristic Condition n X DE F P

Respect Repeats 70 3.64 .77 176 .675
Norepeat 96  3.69 .81

Assertive communication Meta- Repeats 70 386 43 .675 412
capability
Norepeat 96  3.80 .54

Note. n: quantity / de students X : weighted average / DE: standard deviation / F: statistic of the test ANOVA /
P: value of probability on a level of 5%.

Discussion and conclusions

The results obtained in the dimension communication competence when obtaining
a High level of presence, represent what was stated by Cabrera and Pelayo (2001),
who indicate that the communication competence allow the speaker to appropriate its
linguistic code to transmit, inform and present the knowledge that he/she desires to
teach during the communication act in a convincing manner, so that it is translated in
an efficient communication. In the same way, an important aspect that it is the style of
the professor to handle the classroom, in view that the interaction styles imply that the
students interact more between each other that with the same professor, presenting
lower levels of presence of communication competence in comparison with interven-
tion styles that are referred to a bigger contact with the students (Hoon et al., 2017);
however, this aspect should not be determining in the presence of communication
abilities in the professors, because in every moment of the communication, this must
be the most efficient possible.

In the features of the speech, specially the ones of type paralinguistic and extralin-
guistic, which make reference to the vocalizations (throat cleaning, extensions, sighs,
laughs and whistles), its high level of presence shows relevant aspects in the commu-
nication of the professors; according to Cabrera and Pelayo (2001) these character-
istics of the issuer are capable to reveal his/her moods and intentions, even aspects
typical of the age and gender of the individual (issuer) in general, standing out that
in occasions these features can cause errors in the communication if its issue is not
in accordance with the communication situation. In this sense, the level evidencing in
the features of the speech by the professors of the program of Nursing of the UNEFAB,
nucleus Maracay, is in accordance to show in the students an emotional connection,
which opens the interaction towards other of the important characteristics of the as-
sertive communication which is the empathy.

The empathy obtained in general, a value that locates in a high level of presence in the
professors evaluated, which indicates that the students considered that these estab-
lished empathy with them, showing support, generation of confidence, listening and
comprehension in the students. In medium level of presence, the professors show the
manifestations of proxemic elements, associated with the physical distance that they
establish with the students, which indicates that maybe the students state that in a
certain measure, there is invasion of their physical space or a lot of approximation.
Nevertheless, in general, the presence of comprehension and understanding towards
the students is shown, outstanding the empathy for being an element that improves
the communication, the comprehension and allows to induce answers desired in the
interlocutors (Sims, 2017; Turturean, 2016). On the other hand, we observed indica-
tors with a wide variation in the answer (bigger standard deviation) within the dimen-
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sion empathy (support, listening, confidence, and flexibility) and that imply a more
heterogeneous opinion in the students, with opinion in both extremes of the spectrum
of answers (never-always), even if they were a little more balanced to the presence to
the presence of the empathic elements.

Regarding the condition of repetition of the students, by not finding significant differ-
ences between the answers of the repeating and non-repeating students, it cannot be
confirmed that this condition influenced the results obtained; therefore, the opinions
of the students are considered sufficiently valid to evaluate the meta-capability of the
professors of the programs of Nursing of the UNEFAB, nucleus Maracay, in a high level
of presence.

In conclusion, the professors of the careers Bachelor's Degree and H.T. of Nursing of
the UNEFAB, nucleus Maracay presented a high level of assertive communication me-
ta-capability during the period evaluated. In this sense, the professors, in the opinion
of the students, presented a high communication competence, features of the speech
and empathy, for that reason they were capable to communicate their ideas in an
open, honest and balanced manner, maintaining the esteem, respect and self-confi-
dence, without injuring or damaging, as well as searching in every moment a benefit
for the students. The abovementioned, as a consequence of a communication com-
petence that presented the biggest strength and domain of the professor of Nursing
of the UNEFAB, nucleus Maracay, during his/her interaction with the student in the
classroom, followed by the empathy and finally the features of the speech, standing
out that in all the aspects evaluated in the assertive communication meta-capability of
the professors, there was a high level, that can even be improved to a very high level,
as maximum level possible within the instrument applied.

In view that the process of assertive meta-communication can be considered complex,
because different factors of psychological, cognitive and procedural characteristics in-
tervene, it is necessary to establish a constant evaluation of the university professors
in order to identify in that manner the strengths and weaknesses in the processes of
teaching-learning from the capabilities of this human resource.

Finally, by being the results limited to an educational course of the year 2011, they are
considered valid for the conditions studied but not for the current date. Therefore, the
value of this study is defined mainly by the methodology and the possible use of this,
in order to evaluate the assertive communication meta-capability in professors.
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