


















As expected, based on an earlier study the correct answers obey normal distri-
bution. Figure 2 presents the number of Finnish, Estonian and Icelandic stu-
dents’ correct answers in the survey. 
 
 

 
 
Figure 2. The number of Finnish, Estonian and Icelandic students’ correct answers in the questionnaire. 
 

The total average of right answers to 28 questions was in Finland 15.0, in 
Estonia 15.4 and in Iceland 15.5. The biggest category in the Estonian sample 
was 16 and 18 right answers scored by 37 students. In the Finnish sample the 
biggest category was 13 correct answers provided by 33 students. In Iceland 
16 correct answers were scored by 28 students. As expected, there were differ-
ences in the answers provided by the 11- and 13-year-old students. The average 
number of correct answers to 11-year-old students in Finnish sample was 14.1. 
In the Estonian sample the figure was 14.9 and in Iceland 14.7. In the group 
of 13-year-old students, the small difference was almost disappeared as the av-
erage in Finland was 15.7, in Estonia 15.8 and in Iceland 15.8. 

In Finland, there was statistically significant difference between boys and 
girls (p<0.001). Based on the total answers provided by both sexes, Finnish 
boys answered 15.7 of the questions correctly while the girls had 14.0 right 
answers. In addition, there were statistically significant differences between 
boys and girls in Estonia (p=0.003). In terms of the total answers provided by 
both sexes, the boys answered 16.0 of the questions correctly while the girls 
had 14.7 correct answers. The difference between boys and girls was the small-
est in Iceland (p=0.025). The boys answered 16.0 of the questions correctly 
while the girls had 14.9 of correct answers.  
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Table 2. Finnish, Estonian, and Icelandic students’ correct answers in the survey. 
 

In Finland, no statistical differences were found within the schools of sim-
ilar curriculum of Technology education. Even in the University training 
school the results were the same as in rural areas, even though the school is 
usually ranked one of the most successful in Finland. Thus, we can assume 
that the questionnaire measured technological reasoning, not just the context 
students learn in school. In Estonia, the study participants were students in 
both urban and rural areas. Although the difference between schools was not 
measured, we can assume that in Tallinn city schools the students’ knowledge 
level was somewhat higher than in the country schools. In Iceland, large part 
of the students came from the capital of Iceland – Reykjavik. However, it is 
the only city in Iceland and most of the whole population in Iceland live in 
that city. 

Later, the questionnaire was classified into eight categories based on their 
technological nature, as seen in Table 3. The number of questions in each cat-
egory was different and some of the questions were more difficult than others. 
This was not considered as the questionnaire was originally designed to mea-
sure technological reasoning, but not to evaluate the contents of the curriculum 
in technology education directly. These categories, however, give interesting 
indications of students’ knowledge in these areas. The highest average of correct 
answer in Finland was 68 % right answers to 28 questions. It was found in 
the category for balance and gravity. Next one in Finland was 62 % for speed, 
acceleration and distances followed by 58 % for speed of pulleys and gear-
wheels. In Estonia and Iceland, almost the same categories were highest in the 
list: 65 % in Estonia and 70 % in Iceland for balance and gravity. Correspond-
ingly, 63 % and 54 % for direction of rotation followed by speed, acceleration 
and distances 60 % in both Estonia and Iceland. The lowest averages of correct 
answers in Finland were 34 % for mechanisms and 45 % for lift pulleys. In 
Estonia, the lowest scores were also in mechanisms 29 % and 48 % for lift 
pulleys. In Iceland, the most difficult category was mechanisms 40 %.    
 
 
 
 
 
 

All students 11 year 
old students

13 year 
old students

Boys Girls

Finnish students 15.0 14.1 15.7 15.7    14.0
Estonian students 15.4 14.9 15.8 16.0    14.7
Icelandic students 15.5 14.7 15.8 16.0    14.9
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Table 3. The average of correct answers for the main fundamentals in the questionnaire 
 

Students’ earlier experiences and simple physical knowledge should have 
helped them to answer most of the questions for example in the category of 
balance and gravity. As a matter of fact, the average of correct answer to this 
category was in Finland as high as 68 %. The same category was scored the 
highest also in Estonia (65 %) and Iceland (70 %). The lowest average of cor-
rect answers in Finland, Estonia and Iceland was for mechanisms (34 % / 29 % 
/ 40 %). As we can conclude from the example questions in Figure 3 it is ob-
vious that in the category of mechanisms more technological understanding 
and reasoning is needed. It seems that this part from technological literacy 
cannot be learned directly from textbooks. 
 

 
Figure 3. Example questions in the category of direction of rotation and mechanisms 

Categories Numbers 
of questions

Correct answers 
FIN / EST / ICE

Direction of rotation 6 56 % / 63 % / 54%
Speed of pulleys and gears wheel  3 58 % / 56 % / 65 %
Lift pulleys 2 45 % / 48 % / 50 %
Speed, acceleration, and distances 3 62 % / 60 % / 60 %
Balance and gravity 4 68 % / 65 % / 70 %
Thermodynamics and pressure 3 54 % / 59 % / 51 %
Power and torque 4 51 % / 57 % / 51 %
Mechanisms 3 34 % / 29 % / 40 %
Total: 28 Average:54 % / 55 %/ 56 %
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5. Discussion 
 

The first research question was: What is students’ practical level of techno-
logical understanding and reasoning in Finnish, Estonian and Icelandic 
schools? Our research data shows that Icelandic students gave 15.5 right an-
swers to 28 questions. Among Estonian students the figure was 15.4 and in 
Finland 15.0.  The students did not perform in the measurement of technical 
knowledge and reasoning as well as expected. There are multiple reasons for 
this. In Science education, a common problem is that many teachers teach the 
typical presentation-recitation way while students do routine practical work 
or just solve simple textbook problems. Those activities do not encourage stu-
dents to construct scientific concepts or meanings; neither does it help them 
to see phenomena and objects in the environment25. In addition, learning is 
too often focused on production skills and in too many schools technology 
lessons are still based on reproducing artefacts according to given models with-
out a connection with technological reasoning. Technology education lessons 
are more practical rather than theoretic and the optimal solution between the-
ory and practice has not yet been found. 

The second question of our research was: What is the relationship between 
Technology education curriculums and students’ technological knowledge and 
reasoning? 

A remarkable part of the Finnish, Estonian and Icelandic national curricu-
lum for Technology education is associated with handicraft skills and design 
principles within a problem-solving context. Practising handicraft within Tech-
nology education lessons give students plenty of opportunities to learn about 
technology. Practical work with tools, machines and different materials is ex-
pected to accommodate both technological practice and knowledge26. 

Based on students Technology education studies and the use of textbooks in 
other subjects, such as physics, the students should have been more familiar with 
the content of the survey27. The goal of transfer is the ability to use the knowledge 
learned in lessons in practical reasoning used outside the school28. Although there 
is evidence about the problems in transferring29, the results in technological 
knowledge and reasoning were not as good as we could have expected.  

We can assume that there is a certain relation between the content of cur-

25  A. ARONS, Teaching Introductory Physics, John Wiley and Sons, New York, 1997.
26  V. PRAIN, R. TYTLER & S, PETERSON, Multiple representation in learning about evaporation, in 
«International Journal of Science Education», 31(6), 2009, pp. 787–808.
27  KOHL, ROSENGRANT & FINKELSTEIN, Strongly and weakly directed approaches to teaching multiple 
representation use in physics, op. cit.
28  J. BRASNSFORD, A. BROWN & R. COCKING, How people learn: Brain, mind, experience, and school, 
National Academy Press, Washington D.C., 2000.
29  V.E. CREE & C. MACAULAY, Transfer of learning in professional and vocational education, Routledge, 
London, Psychology Press, 2000; K.J. PUGH & D.A. BERGIN, Motivational influences on transfer, in 
«Educational Psychologist», 41(3), 2006, pp. 147-160.
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riculum and the results in technological knowledge and reasoning. During last 
twenty years technological knowledge and reasoning has diminished from 17.2 
to current 15.7 correct answers in 28 questions. Especially, among 13-year-
old boys the difference was statistically very significant (p=0.001) as the result 
has come down from 18.5 to 16.530. 

The third research question was: Are there differences between students’ 
technological knowledge and reasoning in these three countries? 

Although, the difference between the three countries was relatively small, 
the difference was seen between Finnish, Estonian and Icelandic girls. As a 
matter of fact, the difference in technological knowledge and reasoning be-
tween Finnish (14.0) and Icelandic/Estonian girls (14.9 / 14.7) was not ex-
pected while in Finland the gender equality has been one of the main 
educational goals for decades. It seems that, at least in technological knowledge 
and reasoning, the Finnish compulsory system is not working as it has been 
planned. It seems that there are simply not enough lessons in technology ed-
ucation as just one subject is divided into two different contents. 

It was not the main goal of this research, but we cannot pass the differences 
between boys and girls. Although it is not a surprise, that boys and girls differ 
in their interests, this result usually is emotionally charged. In any case, statis-
tically significant differences between boys and girls in Estonia (p=0.003) were 
found. The boys answered 16.0 of the questions correctly while the girls had 
14.7 right answers. In Finland, the difference was even more significant 
(p<0.001) as Finnish boys answered 15.7 of the questions correctly and girls 
had 14.0 correct answers. In Iceland, the difference was not as significant 
(p=0.025) while boys had 16.0 and girls 14.9 correct answers. This difference 
in technological knowledge, especially in spatial reasoning corroborates with 
several other researches31. However, we must consider that spatial skills and 
technological reasoning consistently improve with training and they are mostly 
due to previous experience in design-related activities, as well as play with con-
struction toys such as Legos32. Anyway, it is obvious that this has an impact 
on girls’ motivation for learning about technology33. 

30  AUTIO, Oppilaiden teknologiset valmiudet – vertailu vuoteen 1993 [Students’ technical abilities – a 
comparison to year 1993], op. cit.
31  O. AUTIO, Oppilaiden teknisten valmiuksien kehittyminen peruskoulussa [Student’s development in 
technical abilities in Finnish comprehensive school], Helsinki, The University of Helsinki, Department 
of Teacher Education, 1997; JOHNSON & MURPHY, Girls and physics: Reflections on APU survey find-
ings, op. cit.; LINN & PETERSEN, Emergence and characterization of sex differences in spatial ability: A 
meta-analysis. op. cit.; STREUMER, Evalueren van techniek, op cit.; D. VOYER, S. VOYER & M. BRYDEN, 
Magnitude of sex differences in spatial abilities: A meta-analysis and consideration of critical variables. 
Psychological Bulletin, 117(2), 1995, 250-270.
32  S. SORBY & B. BAARTMANS, The development and assessment of a course for enhancing the 3-D spatial 
visualization skills of first year engineering students, in «Journal of Engineering Education», 89(3), 
2000, pp. 301-07.
33  BYRNE, Techniques for Classroom Interaction, op. cit.; HALPERIN, Sex Differences in Cognitive Abil-
ities, op. cit.
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6. Conclusions 
 

The school subject Technology education is an important aspect of modern 
education. It aims to support students’ technological knowledge and skills. De-
veloping students’ practical handicraft skills helps them to learn about and 
utilise various technologies in their work. It also helps students to use technol-
ogy within broader contexts outside the school. Finnish, Estonian and Icelandic 
Technology education curriculum is associated with technological knowledge, 
handicraft skills and design principles within a problem-solving context. Prac-
tical skills are supposed to accommodate both technological knowledge and 
understanding34. Practising handicraft within technology lessons should help 
students to learn about technology and develop their skills further in many dif-
ferent learning environments. However, in technology education lessons the 
optimal solution between theory and practice has not yet been found. 

According to the results, there were differences between Finland, Estonia, 
and Iceland. This might be due to different curriculum settings. All curricu-
lums provide students technological knowledge based on handicraft skills 
within a problem-solving context. However, the main difference seems to be 
that both Technical craft and Textile craft are compulsory for both boys and 
girls in Finland. In Estonia, students can choose the subject based on their 
wishes and interests. This allows students to study in detail the subject that 
they are really interested in. In Iceland two different subjects: art-based Textile 
education and innovation-based Technology education, compulsory for both 
sexes, seem to be relatively good setup for gender equity as the difference in 
attitudes and technological reasoning was the smallest in Iceland. In Estonia, 
Textile craft is a separate subject mostly included in Home economics while 
technological contents are taught in Technical craft/Technology education 
lessons. Both boys and girls can choose these lessons based on their interest 
area. We can assume that this is a relatively good setup for both boys and girls 
compared with the Finnish compulsory system. 

The difference in results between boys and girls was not a surprise. Gen-
der-based segregation and falling recruitment for scientific and technological 
studies is a common phenomenon. However, it is a paradox that the inequity 
is still noticeable in Finland, where for decade’s gender equality has been a 
prime educational goal. One possible reason for this might be the different so-
cial expectations for boys and girls. Furthermore, the feeling of autonomy is 
especially important for older students who want and need more autonomy 
in their decisions and perhaps want to concentrate more on their real interest 
area. Some research in other life contexts such as education in general has also 
shown that high levels of autonomous motivation toward education lead to 
high academic performance35. 

34  PRAIN, TYTLER & PETERSON, Multiple representation in learning about evaporation, op. cit.
35  K. BURTON, J. LYDON, D. D’ALESSANDRO & R. KOESTNER, The differential effects of intrinsic and 
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However, the most obvious reason for gender differences is different in-
terest areas for boys and girls. In the future, it is a challenge for the curriculum 
development. How can technology education benefit from the fact that es-
pecially girls are interested in technological everyday solutions rather than 
technological details as reported in several other researches36. In addition, mo-
tivation in technology education can be significantly improved by developing 
special programs37, where teachers are aware of the differing interests of both 
genders and consider ways of making the environment and the subject at-
tractive to all38. 

Due to several reasons, we cannot fully generalise the results. Although the 
schools were selected on the basis to ensure schools with different curriculums 
as well as rural and city schools; the sample did not consider a selection that 
is representative of the entire population. In the future, also the questionnaire 
needs to be improved and the content needs to be updated. In any case, the 
study provided the authors new ideas to develop students’ technological knowl-
edge and reasoning. It will be the basis for a new research with a reconstructed 
survey. 
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Assessment and classroom learning: discontinuities 
between theory and practice2 

 
 
 
ABSTRACT 
 

Assessment literacy remains a major educational challenge, despite progress 
in this area. The literature shows the need to improve assessment literacy and 
the quality of teacher training in order to promote effective assessment knowl-
edge and practice. The idea that assessment can improve students’ learning has 
gained increasing acceptance but the systematic use of learning-focused assess-
ment seems to be the exception rather than the rule. In our research in the 
Portuguese context, the use of assessment as a tool for learning is not indicated 
by the data collected from teachers. 

 
KEYWORDS: Classroom learning, Assessment for learning, Assessment of 

learning, Assessment literacy, School teachers 
 
 
1. Introduction 
 

Assessment has been used in formal education since the 16th century, when 
exam techniques were first used as a tool to enhance oral competence through 
argument and the verbal challenge of ideas, and then evolving into written 
form. But assessment as we understand it today is closely linked to the expan-
sion of public schools to the general population and, in that sense, has existed 
for just over a century3. 

Nowadays, assessment is an increasingly consolidated scientific domain of 
great social importance and has taken a central place in the educational field, 
being present in different areas of school life. We assess in order to monitor 
the quality of education, to identify the strengths and weaknesses of educa-
tional programs and projects, and to monitor the progress of students or the 
performance of teachers. 

1  University of Évora, Department of Pedagogy and Education, Centre for Research in Education 
and Psychology, Portugal. E-mail: <mcid@uevora.pt>.
2  This work was financed by FCT – Fundação para a Ciência e a Tecnologia (the Portuguese national 
funding agency for science, research and technology) with funding reference UIDB/04312/2020.
3  J. PINTO, L. SANTOS, Modelos de avaliação das aprendizagens, Universidade Aberta, Lisboa, 2006.
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The assessment of students’ learning has been increasingly studied since the 
1990s and much has been written in this field of research. However, many of 
these articles often refer to the need to increase assessment literacy and improve 
training quality in this area, seeing these as the only ways to promote the theory 
and practice of assessment4. 

In the literature, there is a continuing tendency to see the acts of teaching 
and learning as being separate from the act of assessing. The risk of assessment 
being detached from teaching and learning is strongest in the countries with 
the most prevalent and systematic use of tests and exams, where the focus tends 
to be on fulfilling the requirements of programs of study and preparing stu-
dents for exams5 rather than supporting students in their learning. 

Evidence to support the idea that assessment can improve students’ learning 
has increased but the literature still shows that the systematic use of assessment 
to enhance learning has been the exception and not the rule. Wiliam6 considers 
that the lack of effective improvement of assessment practices in schools world-
wide is related, at least in part, to the lack of consistency in the implementation 
of formative assessment. 

This article addresses a need to better understand formative assessment in 
the Portuguese education system. We start by elucidating the way we under-
stand assessment in the classroom and then present an analysis of data collected 
at the beginning of training courses that we developed for Portuguese teachers 
in primary and secondary education. We go on to consider how this research 
relates to other contexts. 
 
 
2. Assessment for learning  
 

The initial paradigm for systematic assessment was focused on learning out-
comes and was driven by schools becoming more accessible to all sectors of 
society in the second half of the 18th century7. The assessment of students’ 
learning is a recent development when compared to the measurement of learn-
ing outcomes. 

Measure has been linked to assessment since it was transposed from the sci-
entific method that flourished in mathematics and experimental sciences to 
the area of social sciences in the 19th century. Its application to education oc-

4  D.S. PACE, Using collaborative action research (CAR) to investigate the beliefs-to-practice relationship 
about a pedagogy, in ISNITE 2019 Proceedings: International Symposium on New Issues in Teacher Ed-
ucation (Valletta, University of Malta), 2020.
5  Ibid.
6  D. WILIAM, Assessment and learning: some reflections, in «Assessment in Education: Principles, Policy 
& Practice», n. 24(3), 2017, pp. 394-403.
7  A.J. AFONSO, Políticas educativas e avaliação educacional. Para uma análise sociológica da reforma 
educativa em Portugal (1985-1995), Instituto de Educação e Psicologia da Universidade do Minho, 
Braga, 1998.
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curred when educational systems became more complex, with a rapid increase 
in students and a trend towards classifying normal and rational human be-
haviour. The development of psychometrics, with the elaboration of metric 
scales of intelligence, ended up influencing the use of tests in the pedagogical 
field8, tests that started to allow the measurement and quantification of learn-
ing, along with comparing and grading. 

The 20th century saw the emergence of alternative assessment models that 
were more focused on the learning process than on learning outcomes. The 
term formative assessment was used for the first time in 1967 by Scriven9, who 
distinguished it from summative assessment in an analysis based on the link 
between assessment and the curriculum. Bloom, in 1969, also made use of 
this distinction in defending the use of tests with a purpose beyond mere clas-
sification, suggesting instead their use as an aid to the process of teaching and 
learning: «We have found that such formative evaluation procedures are most 
effective when they are separated from the grading process and are presented 
primarily as aids in the teaching-learning process»10. 

Over the following decades, several studies were carried out with a focus 
on investigating ways of integrating assessment into pedagogical practice and 
considering the use of assessment to improve teaching and learning. In addi-
tion, several reviews of studies were also carried out to survey this new field of 
investigation. The review that had the most impact was that of Black and Wil-
iam, published in 1998, in which the authors analysed a great diversity of stud-
ies and realized that the systematic use of formative assessment led to significant 
gains in learning11. 

Various definitions of formative assessment have been proposed by different 
authors. In 1998, Black and Wiliam assigned great importance to feedback on 
the quality of learning and considered assessment to be the set of activities un-
dertaken by teachers and students that provides information capable of mod-
ifying their teaching and learning activity. This type of assessment can be 
defined as formative if it is used to regulate and adapt teaching to students’ 
needs. Cowie and Bell12 add that if it is meant to increase learning, the process 
of recognizing and responding to the way students are learning must be done 
while the learning is taking place. The 2005 OECD13 report concludes that in 

8  PINTO, SANTOS, Modelos de avaliação das aprendizagens, op. cit.
9  M. SCRIVEN, The methodology of evaluation, in R. Tyler, R. Gagné & M. Scriven (eds.), Perspectives 
of Curriculum Evaluation (AERA Monograph Series on Curriculum Evaluation, No. 1), Rand Mc-
Nall Chicago,1967, pp. 39-83.
10  B. BLOOM, Some theoretical issues relating to educational evaluation, in R.W. Tyler (ed.), Education 
evaluation: New roles, new means, t. II, vol. DXVIII, University of Chicago Press, Chicago, 1969, p. 49.
11  P.J. BLACK, D. WILIAM, Inside the black box. Raising standards through classroom assessment, King’s 
College London School of Education, London, 1998.
12  B. COWIE, B. BELL, A model of formative assessment in science education, in «Assessment in Educa-
tion», n. 6, 1999, pp. 101-116.
13  OECD, Formative assessment: Improving learning in secondary schools, OECD, Paris, 2005.
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several countries formative assessment is understood as a frequent and inter-
active process of assessing students’ progress to understand and identify their 
learning needs in order to adequately adjust teaching. 

In order to limit multiple interpretations of the term formative, researchers 
began to use the term ‘assessment for learning’ to increase the focus on the process 
of assessment and its distinction from ‘assessment of  learning’ which is more fo-
cused on the final results. It was Stiggins in 2005 who popularized the expression 
‘assessment for learning’ and established its difference to ‘formative assessment’: 
 

«Assessment FOR learning is different from what historically has been re-
ferred to as formative assessment. If formative assessment is about more fre-
quent, assessment FOR learning is about continuous. If formative assessment 
is about providing teachers with evidence, assessment FOR learning is about 
informing students about themselves. If formative assessment tells users who 
is and is not meeting state standards, assessment FOR learning tells them 
what progress each student is making toward meeting each standard while 
the learning is happening – when there’s still time to be helpful»14. 

 
Assessment for learning can thus be seen as a means to encourage students’ 

self-regulation15 and at the same time provide a relevant aid for teachers in 
order to regulate their own teaching16. 

Pintrich17 presents the concept of self-regulation as an active and constructive 
process, whereby students establish goals for their learning and then seek to mon-
itor, regulate and control their cognition, motivation and behaviour, targeted 
and guided by the objectives and contextual characteristics of the environment. 
Basically, it is about learners being able to coordinate their cognitive resources, 
their emotions and actions and put them at the service of learning goals. 

Assessment for learning and self-regulated learning turn out to be overlap-
ping processes, since both involve setting goals, monitoring/assessing progress 
towards those goals, and reacting to feedback by adjusting teaching, learning 
and/or the activities carried out18. 

14  R. STIGGINS, Assessment for learning defined, in ETS/Assessment Training Institute’s International 
Conference: Promoting Sound Assessment in Every Classroom, Portland OR, 2005, September, pp. 1-
2.
15  D. WILIAM, Formative assessment and contingency in the regulation of learning processes, in Symposium 
Toward a Theory of Classroom Assessment as the Regulation of Learning (Annual Meeting of the Amer-
ican Educational Research Association), Philadelphia, PA, 2014.
16  L. ALLAL, Régulations des apprentissages: orientations conceptuelles pour la recherche et la pratique en 
education, in L. Allal, L. Mottier Lopez (eds.), Régulation des apprentissages en situation scolaire et en 
formation, De Boeck, Bruxelles, 2007, pp. 7-23.
17  P. PINTRICH, The role of goal orientation in self-regulated learning, in M. Boeckaerts, P. Pintrich, 
M. Zeidner (eds.), Handbook of self-regulation, Academic Press, San Diego, 2000, pp. 451-502.
18  H. ANDRADE, S.M. BROOKHART, The role of classroom assessment in supporting self-regulated learning, 
in D. Laveault, L. Allal (eds.), Assessment for learning: Meeting the challenge of implementation, 
Springer, Cham, Switzerland, 2016.
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Assessment for learning therefore involves an active participation of both 
the teacher and the students in the assessment process and puts emphasis on 
interactions that favour learning and, as a result, even modifies the way stu-
dents see themselves as learners19. Black and Wiliam20 consider that the process 
is formative if evidence on the students’ performance is collected, interpreted 
and used by teachers and students to make decisions about the next teaching 
and learning steps, leading to more appropriate actions that promote future 
learning. The authors conceptualize formative21 assessment based on three es-
sential processes: a) identifying where students are in their learning; b) identi-
fying where they must go; and, c) identifying the best way to get there22. 

Considering the teacher, students and the role of peers in the process, Leahy, 
Lyon, Thompson and Wiliam23 added a set of five key strategies that should be 
the basis of formative assessment24: a) clarify, share and understand learning goals 
and success criteria; b) organize discussions, activities and tasks that make students’ 
learning visible; c) provide feedback that allows students to progress in their learn-
ing; d) encourage students to become responsible for their own learning; and e) 
encourage students to carry out peer assessment activities and give feedback. 

The idea is that evidence collected about learning is used to adjust teaching 
to students’ needs. However, according to Wiliam25, the key to the process is 
to organize learning environments that involve students, and both teachers 
and students need to commit to the process of assessment for learning. 

When this assessment practice for learning is integrated into daily classroom 
activities, it produces significant improvements in student performance, which 
is confirmed by external summative assessments26. 
 
 
3. Assessment for learning and assessment of learning 
 

The assessment of learning (summative), in contrast to the assessment for 
learning (formative), aims, according to Fernandes, «to sum up what students 

19  B. COWIE, J. MORELAND, K. OTREL-CASS, Expanding notions of assessment for learning: Inside sci-
ence and technology primary classrooms, Sense Publishers, Rotterdam, N.L., 2013.
20  P.J. BLACK, D. WILIAM, Developing the theory of formative assessment, in «Educational Assessment, 
Evaluation and Accountability», n. 21(1), 2009, pp. 5-31.
21  Once the concept is operationalized, we will continue to use Black and Wiliam’s term formative 
assessment once it is a common use designation in the literature and it tends to be used in the same 
sense of assessment for learning.
22  D. WILIAM, Embedded formative assessment, Solution Tree Press, Bloomington, 2011.
23  S. LEAHY et al., Classroom assessment: Minute-by-minute and day-by-day, in «Educational Leader-
ship», n. 63(3), 2005, pp. 18-24.
24  WILIAM, Embedded formative assessment, op. cit.
25  Ibid.
26  P.J. BLACK et al., Assessment for learning. Putting it into practice, Open University Press, Berkshire, 
2011; WILIAM, op. cit.
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know and are capable of doing at a given moment», and is generally used for 
grading purposes, thus providing «summarised information intended to record 
and make public what appears to have been learned by the students»27. 

Assessment, in general terms, is used to investigate what people know and 
are capable of doing, in order to make decisions about whether or not they 
have learned what they were expected to learn. It is, therefore, an essential as-
pect in the educational process, and systematic processes for obtaining and in-
terpreting data have been developed so that conclusions can be drawn about 
the learning undertaken. If assessment is seen simply as a process of obtaining 
valid information about the students, it makes no sense to present a conflict 
between formative and summative assessment28. 

In fact, considering formative and summative assessment as separate entities 
has been a source of confusion as assessment relates to the practices and in-
struments we use to invoke any information about knowledge, understanding 
and students’ attitudes29. Collected evidence can be interpreted and used for 
formative or summative purposes and it is the purpose for which it is used that 
differentiates it. An instrument can, however, be designed in such a way that 
is more useful for one purpose than for another, and this can lead to misun-
derstandings30. 

Assessment, whether formative or summative in nature, is a procedure for 
making inferences about learning31, with students performing tasks, teachers 
observing, and the outputs generating data that are interpreted to support 
these conclusions32. These inferences about learning outcomes imply inten-
tionality in teaching and learning and strong interaction between teachers and 
students, with students able to present information to the teacher and to be 
comfortable working on the basis of the teacher’s feedback. On the other hand, 
for these inferences to be effective and meaningful, the purpose of assessment 
must be clear to all involved33. 

Thus, as Black and Wiliam34 point out, distinguishing formative from summa-
tive assessment corresponds to distinguishing the types of inferences resulting from 

27  D. FERNANDES, Para uma teoria da avaliação no domínio das aprendizagens, in «Estudos em Avali-
ação Educacional», n. 19(41), pp. 347-372, 2008, p. 358.
28  P.J. BLACK, D. WILIAM, Classroom assessment and pedagogy, in «Assessment in Education: Princi-
ples, Policy & Practice», n. 25(6), 2018, pp. 551-575.
29  P. BLACK, Pedagogy in theory and in practice: Formative and summative assessments in classrooms 
and in systems, in D. Corrigan, R. Gunstone, A. Jones (eds.), Valuing Assessment in Science Education: 
Pedagogy, Curriculum, Policy, Springer, Dordrecht, New York, 2013, pp. 207-229.
30  Ibid.
31  BLACK, WILIAM, Classroom assessment and pedagogy, op. cit.
32  D. WILIAM, Assessment and learning: some reflections, in «Assessment in Education: Principles, Pol-
icy & Practice», n. 24(3), 2017, pp. 394-403.
33  PACE, Using collaborative action research (CAR) to investigate the beliefs-to-practice relationship about 
a pedagogy, op. cit.
34  BLACK, WILIAM, Classroom assessment and pedagogy, op. cit.
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assessment. If these are related to the student’s present state or his or her future po-
tential, assessment has a summative function. If they relate to the type of actions 
that would help students to learn better, then assessment has a formative role. 

In line with this, there should be no marked opposition between the two 
assessment modalities, indeed there can and should be synergies between 
them35. The two cannot work simultaneously, as this would raise many diffi-
culties, but can complement each other, as long as it is taken into account that 
not all assessment strategies allow this articulation, especially those of a more 
informal nature. Strategies that involve students in more than one assessment 
process work better for learning, but, as Santos36 warns us, this may require 
profound changes in the existing assessment culture. 

Promoting assessment for learning in the classroom and achieving a good 
articulation between the two modalities of assessment (of and for learning) is 
not a simple task as it requires a mastery of assessment processes, the ability to 
design teaching, learning and assessment in an integrated way and a good 
knowledge of students and learning contexts. These conditions require time 
with learners, openness to change and training. 
 
 
4. Teachers’ views of assessment 
 

Our experience of developing in-service training for primary and secondary 
school teachers has allowed us to gather information about the points of view 
that trainees express about assessment of their pupils’ learning. The courses 
begin with a written response to some diagnostic questions to assess the 
trainees’ perceptions at the start of their training. For the purposes of this ar-
ticle, we consider the question: ‘What words occur to you when you think 
about assessment? (Please indicate three)’. 

Data on the words that teachers associate with assessment was collected 
over two years (2017-2019) and the results from 124 surveyed teachers are 
presented in Figure 1 (N = 540). We obtained 201 unique words and a great 
diversity of associations, with 71 words mentioned only once. Words that were 
only mentioned once include the following: qualitative, collect, inclusion, sup-
port, autonomy, collaboration, context, diverse, progress, interpretation, over-
coming, teamwork. 

35  Ibid.
36  L. SANTOS, A articulação entre a avaliação somativa e a formativa, na prática pedagógica: uma im-
possibilidade ou um desafio?, in «Ensaio: Avaliação e Políticas Públicas em Educação», n. 24(92), 
2016, pp. 637-669.
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Figure 1. Map of words associated by teachers with assessment. 
 

The most frequently mentioned words are shown in Table 1 and emphasis 
is given to those mentioned by more than 20% of respondents. 
 

 
 

Table 1. Words most mentioned by teachers 
 

Thus, we can see that the word ‘grades’ appears in first place, which shows 
the teachers’ great concern with the attribution of grades to their students. At 
first, this appears to be a vision more focused on the certifying function of as-
sessment, associated with balance and control. We assume this is related to the 
current practice and culture in many of the school contexts, which continue 
to exert pressure to show evidence of student achievement, encouraging teach-
ers to use summative assessment practices. 

Words Number 
of References

Relative Frequency 
(N=124)

Grades 33 26.6%
Knowledge 30 24.2%
Learning 29 23.4%
Tests/ Exams 28 22.6%
Measure 26 21.0%
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The word ‘knowledge’ comes in second place. Although this term in itself 
doesn’t indicate a preference for any one of the assessment modalities in ques-
tion, we interpret it as meaning that facts, information, and subject content is 
a concern of teachers in terms of assessing their students’ knowledge. It is com-
mon for teachers to place more emphasis on knowledge than on students’ abil-
ities and attitudes37 and our survey bears this out: ‘knowledge’ was referred to 
by 30 teachers, ‘abilities’ by 6 and ‘attitudes’ by 5. We interpret these as asso-
ciations referring to valid and useful knowledge to which assessment provides 
access to the reality of what students know and are capable of doing. In this 
regard, we wonder why none of the 124 teachers mentioned terms linked to 
student self-assessment, which involves students in knowledge construction 
and is fundamental to helping students appropriate assessment criteria and de-
cisive in students’ ability to generate knowledge and feedback for themselves. 

The term ‘learning’ is mentioned by 23.4% of the teachers. This shows that 
our teachers have moved far from the pedagogical model of the 19th century 
where assessment took place at the end of a long teaching sequence as a strict 
verification of knowledge. As assessment, whether of a formative or summative 
nature, corresponds to a procedure to make inferences about the learning ac-
complished38, we would expect the key words to imply that there is intentionality 
in teaching and learning and a strong interaction between teachers and students. 
Assessment in support of learning is based on an established consensus that refers 
us to this close link: a) assessment is addressed to the student and his or her own 
learning; b) the student is aware of learning barriers and facilitators; c) assessment 
is integrated into the learning process itself; d) assessment values what is observed 
and what information is collected rather than the results; e) assessment makes it 
possible to understand the causes of errors and learning difficulties; and f ) useful 
information is gathered from assessment to guide learning39. 

The next most common words were ‘test/exam’, which have a direct con-
nection to the assessment tools that are most commonly used in Portuguese 
schools. These terms reveal the high presence of tests and exams in the teachers’ 
daily routine, and they are the only type of assessment instrument directly 
mentioned. Although we agree with Harlen40 that it is not the instruments 
themselves that define the two assessment modalities, the fact is that tests and 
exams are generally used with a summary function and not for the purpose of 
helping students to learn. Portfolios, projects, rubrics, reports, reflections and 
debates, for example, are not mentioned by any of the teachers, even though 
these are instruments and techniques more favourable to formative assessment. 

37  A. MARTINS (coord.) et al., Livro branco da Física e da Química: Diagnóstico 2000, Recomendações 
2002, Ministério da Educação, Departamento do Ensino Secundário, Lisboa, 2002.
38  BLACK, WILIAM, Classroom assessment and pedagogy, op. cit.
39  PINTO, SANTOS, Modelos de avaliação das aprendizagens, op. cit.
40  W. HARLEN, Teachers’ summative practices and assessment for learning: Tensions and synergies, in 
«The Curriculum Journal», n. 16(2), 2005, pp. 207-223.
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‘Measure’, at last, was one of the keywords teachers came up with and is a 
term closely associated with the use of tests and exams, suggesting the associ-
ation of assessment with its function of measuring and grading students’ learn-
ing. The assessment process, viewed from this perspective, corresponds 
essentially to a technical question and the idea is that by building good quality 
tests it is possible to measure students’ learning in an objective, impartial and 
rigorous way41. The resulting pedagogical model is centred on the teacher, mak-
ing the assessment out of step with teaching and learning as it occurs at times 
specially created for the purposes of verification and control. The aim of this 
model is to select and certify what has been learned and express it, normally 
with the numerical value of a grade. Students are assessed through standardized 
procedures in order to differentiate them and the results are established ac-
cording to the group average, constituting a normative referencing process42. 
Measurement is always part of the assessment process, but in our research, as 
the word ‘measure’ appeared as one of the most prevalent words associated 
with assessment, it may possibly be an indicator of its strong presence in the 
school’s daily life, especially as it appears at a similar frequency to ‘tests/exams’. 

Taking into account these five main word associations, we can say that the 
respondents tended to add value to summative assessment functions, rather 
than to the monitoring and regulation of learning functions, since the terms 
‘grades’, ‘tests/exams’ and ‘measure’ appear at the top of the table. 

The words ‘improvement’, ‘training’ and ‘feedback’ were each mentioned by 
8 teachers and the term ‘regulation’ by 4, which shows the concern of some of 
the teachers with definitive aspects of assessment for learning. We have to point 
out, however, the absence of terms referring to self-assessment, hetero-assessment 
and self-regulation, which are of primary importance in the process of students 
developing autonomy. In fact, educational research has shown that the improve-
ment of classroom work is possible if a teacher believes in using key tools such 
as peer review, self-assessment and questioning, in addition to feedback43. 
 
 
5. Implications and challenges 
 

The literature shows that increased assessment literacy, especially a higher 
quality of formative assessment, improves learning. As Black and Wiliam44 
have shown, the positive effect of formative assessment on results is consistent 
across ages, subjects and countries. 

41  D. FERNANDES, Avaliação das aprendizagens: desafios às teorias, práticas e políticas, Texto Editores, 
Lisboa, 2005.
42  PINTO, SANTOS, Modelos de avaliação das aprendizagens, op. cit.
43  P.J. BLACK et. al., Working inside the black box. Assessment for learning in the classroom, King’s Col-
lege London Department of Education and Professional Studies, London, 2002.
44  P.J. BLACK, D. WILIAM, ‘In praise of educational research’: formative assessment, in «British Educa-
tional Research Journal», n. 29(5), pp. 624-637, 2003.
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While there is little doubt that formative assessment works, it is important 
to think about how it can be a reality in the day-to-day routine of schools, 
knowing that the predominant teaching practices emphasize results, are fo-
cused on content and aim mainly to certify learning at the end of the year or 
semester45. 

In order to reduce discontinuities between theory and practice, it is not 
enough to change assessment methods, but also to change the way in which 
teaching and learning is organized. To do this, the different stakeholders with 
decision-making responsibilities, from government ministers to headteachers 
and school manager, need to be involved, and everyone has a role to play in 
making teaching-evaluation-learning integration a reality, so that assessment 
criteria are in articulation with the tasks to be performed by the students and 
the development of their learning. 

The data from the present exploratory study confirms a trend for the dom-
inance of summative practices46 over formative ones, which are still rarely and 
inconsistently used, despite the conceptual value that teachers place on for-
mative assessment47. This is a situation that has been observed in several inter-
national studies, which continue to point to the intensive use of tests as the 
dominant practice, which encourages superficial learning and memorization48. 

The same conclusions were drawn by Evans et al.49, who analysed the situ-
ation in a set of eight European education systems (Cyprus, Czech Republic, 
Denmark, France, Finland, Germany, Switzerland, and the United Kingdom) 
and found that although assessment practices differ from country to country, 
summative assessment is prioritized over formative assessment in all of them. 
The main inhibiting factors identified in these countries were the following: a) 
«teachers’ beliefs about assessment as an instrument for generating grades and 
ranking students»; b) teachers consider formative assessment «laborious and 
difficult to implement»; c) existence of a dilemma when choosing between al-
ternative assessment methods and evaluation so «students might not openly ex-

45  M. CID, I. FIALHO, Critérios de avaliação. Da fundamentação à operacionalização, in I. Fialho, H. 
Salgueiro (orgs.), TurmaMais e sucesso escolar. Contributos teóricos e práticos, Centro de Investigação 
em Educação e Psicologia da Universidade de Évora, Évora, 2011, pp. 109-124.
46  C. BARREIRA, J. PINTO, A investigação em Portugal sobre a avaliação das aprendizagens dos alunos 
(1990-2005), in «Investigar em Educação», n. 4, 2005, pp. 21-105; D. FERNANDES, A. GASPAR, Dez 
anos de investigação em avaliação das aprendizagens (2001-2010): uma síntese de teses de doutoramento, 
in C. Tomás, C. Gonçalves (orgs.), VI Encontro do CIED – I Encontro Internacional em Estudos Ed-
ucacionais. Avaliação: Desafios e Riscos, CIED, Escola Superior de Educação, Lisboa, 2014, pp. 512-
527.
47  J. PINTO, Avaliação formativa: uma prática para a aprendizagem, in M.I. Ortigão, D. Fernandes, 
T. Pereira, L. Santos (orgs.), Avaliar para aprender no Brasil e em Portugal: perspectivas teóricas, práticas 
e de desenvolvimento, CRV, Curitiba, Brasil, 2019, pp. 19-43.
48  Ibid.; BLACK et al., Assessment for learning. Putting it into practice, op. cit.
49  R. EVANS et. al., European educational systems and assessment practice, in J. Dolin, R. Evans (eds.), 
Transforming assessment through an interplay between practice, research and policy, Springer, Cham, 
Switzerland, 2018, pp. 211-226.
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press their ideas, opinions, and problems if they know they will be evaluated»; 
d) «lack of time and a lack of teacher competence to differentiate between differ-
ent levels of proficiency with in a class»; e) «demands for summative assess-
ment»50. To overcome these obstacles Evans and colleagues point out the need 
for pre- and in-service teacher training, with an emphasis on the aspects of as-
sessment related to how children learn, and support to improve assessment lit-
eracy, as well as to change teachers’ beliefs about assessment. 

Pre- and in-service teacher training is therefore essential, but this training 
cannot be restricted to increasing knowledge about assessment; other aspects 
must be taken into account, such as those highlighted by Nóvoa51, regarding 
the main principles guiding this training, of which we highlight the follow-
ing: 

• Teamwork – it is important to keep valuing the collective exercise of pro-
fessional development, with the reinforcement of collaboration, interven-
tion in school projects and building communities of practice that lead 
teachers to go beyond organizational limits. 

• Social commitment – the principle of social responsibility is fundamental, 
with a focus on social inclusion and cultural diversity, and the facilitation 
of communication and professional participation in the public realm of 
education. It is important that teachers learn how to enable children to 
go beyond the boundaries of their personal and social backgrounds. 

• Practical component – practice has to be focused on student learning and 
the study of concrete cases. 

This practical component is also highlighted by Fernandes who argues that 
practice is the element that «contextualizes and gives real meaning to the whole 
set of theoretical perspectives and to the whole set of discussions and reflections 
that training should provide»52. On the other hand, taking into account that 
if the purpose of assessment is to help students learn, it will be desirable, ac-
cording to the same author, «that any training in assessment should include 
teams of trainers in the curriculum, assessment and specific didactics»53. 

This focus on training resulting from a multifaceted approach should also 
be associated with research, not only to systematize knowledge, but because it 
can be used as a training strategy itself. If training incorporates teachers’ par-
ticipation in reflective processes, research is essential for understanding, ques-
tioning and changing teachers’ practices, and everything must move within a 
collaborative strategy, which is fundamental for teachers’ professional devel-
opment. 

50  Ibid., pp. 222-223.
51  A. NÓVOA, Para una formación de profesores construida dentro de la profesión, in «Revista de Edu-
cación», n. 350, 2009, pp. 203-218.
52  D. FERNANDES, Avaliação das aprendizagens: uma agenda, muitos desafios, Texto Editores, Lisboa, 
2004, p. 51.
53  Ibid.

142

M.C. CID



We conclude with a definition of positive change from Nóvoa, which rein-
forces the importance of collaborative work and reflection and draws attention 
to one last point, that this training should preferably take place at school, so 
that theoretical knowledge can gain new meanings in the professional envi-
ronment and with the participation of professional teaching communities: 
 

«School metamorphosis happens whenever teachers get together as a group to 
think about the work, to build different pedagogical practices, to respond to 
the challenges posed by the end of the school model. In-service training should 
not dismiss any contribution from outside, especially the support of university 
and research groups, but it is in the school place that it is defined, enriched 
and thus can fulfil its role in the professional development of teachers»54. 
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Importancia de la lectura dialógica en el inicio 
del proceso de alfabetización 

 
 
 
ABSTRACT 
 

El aprendizaje de la lectura es una de las herramientas fundamentales para 
el éxito escolar y para el desarrollo personal. La lectura dialógica se sitúa dentro 
de las teorías que destacan las interacciones personales como elementos gene-
radores del aprendizaje. El propósito de este trabajo fue estudiar si mediante 
la utilización de programas didácticos que integren la lectura dialógica en los 
programas de enseñanza se adquiere un mejor aprendizaje de esta habilidad 
lingüística. Se empleó un diseño cuasi-experimental de comparación entre gru-
pos con medidas pretest y postest en el que participaron 112 alumnos con eda-
des comprendidas entre los 6 y los 7 años. Los resultados apoyan el desarrollo 
de modelos de enseñanza que integren la lectura dialógica en la práctica del 
aula. 

 
PALABRAS CLAVE: Diálogo, Lectura, Alfabetización, Interacciones persona-

les 
 
Learning to read is one of the fundamental tools for accessing information 

and in the school environment for acquiring learning. Dialogic reading is si-
tuated within the theories that emphasize personal interactions as generating 
elements of learning. The purpose of this work was to study whether, through 
the use of didactic programs that integrate dialogic reading together with the 
habitual teaching of reading, a better learning of this linguistic ability is ac-
quired in the early ages. A quasi-experimental comparison design between 
groups with pretest and posttest measures was used. 112 students with ages 
between 6 and 7 years participated in the study. The results support the deve-
lopment of teaching models that integrate dialogic reading into classroom 
practice. 

 
KEYWORDS: Dialogue, Reading, Literacy, Personal interactions 
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1. Introducción 
 

Durante los últimos años se ha producido un notable interés por el apren-
dizaje de la lectura y sobre el modo de facilitar el acceso a esta habilidad lin-
güística en las primeras edades2.La alfabetización no es un proceso que se 
adquiere de modo natural, a diferencia de lo que sucede con el lenguaje oral 
requiere de intencionalidad educativa, es decir de intervenciones directas que 
permitan que el individuo sea un lector competente. 

El aprendizaje de la lectura es uno de los instrumentos más importantes del 
sujeto para el éxito académico puesto que la mayor parte de la enseñanza està 
basada en el lenguaje escrito, lo que significa que el niño que no domine la 
lectura tendrá serias complicaciones con la mayoría de las asignaturas escola-
res. 

La lectura es una actividad compleja que resulta imprescindible para el logro 
de los conocimientos del ámbito escolar y para desarrollarse de forma satisfac-
toria en la sociedad. La adquisición del lenguaje escrito es posterior al apren-
dizaje del habla, de donde se destaca la importancia de las habilidades orales y 
el hecho de que esta destreza haya que trabajarse previamente al inicio del 
aprendizaje del código escrito. 

Dominar la lectura implica desarrollar una serie de estrategias que permitan 
aplicar los procesos de correspondencia de forma ágil y automática para así ac-
ceder a los significados del mensaje escrito de manera comprensiva. 

Dada la vinculación entre lenguaje oral y escrito, una de las cuestiones a 
analizar que se ha planteado durante años era saber si la estructura sonora del 
lenguaje tendría una influencia en el aprendizaje de la lectura. Numerosos es-
tudios3 han establecido que para aprender a leer en un sistema de representa-
ción alfabético se requiere junto a la automatización de las reglas de 
correspondencia grafema-fonema, el conocimiento explícito de la estructura 
sonora del lenguaje, en concreto las unidades mínimas (fonemas) que compo-
nen las palabras. 

La capacidad para identificar la estructura sonora del lenguaje hablado se 
conoce como conciencia fonológica. El desarrollo de las habilidades de con-
ciencia fonológica facilita la asociación entre ambos lenguajes (oral y escrito), 
lo que evidencia la relación entre el aprendizaje de la lectura y el desarrollo de 
las habilidades que conducen a la reflexión y al análisis sobre el habla4. 

2  M. AGUSTÍ, M. BALLART, M. GARCÍA, Aprender a leer con la lectura compartida. Otra lectura es po-
sible, en «Aula de innovación educativa», n. 43, 2014, pp. 39-43; M.J. GONZÁLEZ, I. MARTÍN, Effects 
on Reading of an Early Intervention Program for Children at Risk of Learning Difficulties, en «Remedial 
and Special Education», n. 38(2), 2017, pp. 67-75.
3  S. DEFIOR, F. SERRANO, La conciencia fonémica, aliada de la adquisición lenguaje escrito, en «Revista 
de Logopedia, Foniatría y Audiología», n. 31(1), 2011. pp. 2-13; R. GUTIÉRREZ, Habilidades favo-
recedoras del aprendizaje de la lectura en alumnos de 5 y 6 años, en «Revista Signos», n. 51(96), 2018, 
pp. 45-60.
4  A. MORENO, A. AXPE, V. ACOSTA, Efectos de un programa de intervención en el lenguaje sobre el de-
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La conciencia fonológica es una habilidad lingüística que permite reflexio-
nar sobre el lenguaje hablado y tomar conciencia de los sonidos del lenguaje 
oral. Consiste en identificar, segmentar o combinar, de manera intencional, 
las palabras que componen las oraciones (conciencia léxica), las sílabas (con-
ciencia silábica), los elementos intrasilábicos (conciencia intrasilábica) así como 
los fonemas (conciencia fonémica). 

De estos niveles existe acuerdo en que el dominio de las unidades menores 
de las palabras y conocer la secuencia de los fonemas que las componen es el 
aspecto que más relación presenta con el aprendizaje de la lectura debido a que 
cuanto mejor se identifiquen los fonemas de una palabra mayor facilidad exis-
tirá para asociar los sonidos con sus correspondientes grafemas5. 

La adquisición de este dominio facilita el aprendizaje de la correspondencia 
grafema/fonema, lo que posibilita que los escolares puedan identificar los so-
nidos de las letras a partir de su conocimiento. Esto es, en la medida en que el 
niño sepa que las letras representan los sonidos de su propio lenguaje y que 
estas se articulan en palabras, estará en condiciones de acceder a su significado 
a través del proceso decodificador. 

El conocimiento alfabético es otra faceta de gran importancia en el apren-
dizaje del lenguaje escrito6, lo cual es bastante lógico debido a que en sistemas 
alfabéticos existe una elevada relación entre los nombres de las letras y sus co-
rrespondientes sonidos, lo que facilita los procesos decodificadores. El conoci-
miento del nombre de las letras favorece a su vez el desarrollo de habilidades 
fonológicas al establecerse una relación causal entre el conocimiento del nom-
bre de las letras y el aprendizaje de sus sonidos. 

También junto al conocimiento alfabético y la conciencia fonológica se ha 
comprobado que la rapidez de nominación es otro factor relevante en el apren-
dizaje lector en cuanto que su ejecución determina la velocidad con la que se 
recupera una información almacenada en la memoria a largo plazo. Este hecho 
se ha estudiado en diferentes lenguas observándose que las tareas de velocidad 
de denominación son predictoras del aprendizaje inicial de la lectura especial-
mente en ortografías transparentes, aunque en menor proporción en las lenguas 
opacas7. 

sarrollo del léxico y del procesamiento fonológico en escolares de Educación Infantil con Trastorno Específico 
del Lenguaje, en «Revista de Investigación Educativa», n. 30(1), 2012, pp. 71-86; M. J. GONZÁLEZ-
VALENZUELA, I. MARTÍN-RUIZ, Efectos en la escritura de la intervención temprana en estudiantes espa-
ñoles de Educación Infantil con riesgo de dificultades en el aprendizaje, en «Revista de Educación», n. 
388, 2020, pp. 85-107; K. VIBULPATANAVONG, D. EVANS, Conciencia fonológica y lectura en niños 
tailandeses, en «Reading and Writing», n. 32, 2019, pp. 467-491.
5  M. IBRAHIM, Explicit versus implicit modes of EFL reading literacy instruction: using phonological 
awareness with adult arab learners, en «English Language Teaching», n. 11(9), 2019, pp. 144-155; 
L. CASTEJÓN, S. GONZÁLEZ, F. CUETOS, Adquisición de la fluidez en la lectura de palabras en una 
muestra de niños españoles, en «Infancia y Aprendizaje», n. 34(1), pp. 19-30.
6  B. DIUK, M. FERRONI, Dificultades lectoras en contextos de pobreza: ¿Un caso de Efecto Mateo?, en 
«Revista Psicología Escolar e Educacional», n. 16(2), 2012, pp. 209-217.
7  M.J. RABAZO, M. GARCÍA, S. SÁNCHEZ, Exploración de la conciencia fonológica y la velocidad de 
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Los estudios efectuados en torno al aprendizaje de la lectura se han centrado 
mayoritariamente en la relación entre el lector y la información escrita como 
un proceso individual, desde un lector que se enfrenta a un código intentando 
crear significados a partir de sus esquemas de conocimiento, considerando las 
acciones estratégicas como objetivos personales sin considerar el valor que 
puede alcanzarse si el acto lector se realiza con apoyo colectivo. Esta colabora-
ción puede llevarse a cabo en la medida en que la práctica lectora se realice de 
manera colectiva ya que de este modo se comparten las aportaciones y refle-
xiones que cada estudiante hace del conocimiento del lenguaje escrito, lo que 
se encuentra en la base del aprendizaje mutuo. 

Los estudios pioneros de los beneficios de la lectura compartida se iniciaron 
hace algunas décadas estableciendo relaciones entre las prácticas lectoras con 
el desarrollo de las destrezas de lenguaje oral8. La finalidad era analizar las es-
trategias que en mayor medida favorecían el desarrollo lingüístico de los niños9.  

Posteriormente se han realizado otros trabajos que han constatado las apor-
taciones de la lectura dialógica en el desarrollo del lenguaje10.  

La lectura dialógica al ser una de las activi dades más importantes en el de-
sarrollo del lenguaje hablado, puede también contribuir a la adquisición de la 
lectura puesto que este dominio está relacionado directamente con el lenguaje 
escrito, en concreto con la sensibilidad fonológica en las primeras edades, por 
lo que este tipo de prácticas pueden resultar de gran utilidad para favorecer el 
acceso al aprendizaje de la lectura. 

Sin embargo, son escasos los trabajos encontrados orientados a estudiar la 
influencia que las habilidades prelectoras junto con lectura compartida ejerci-
tados de manera conjunta pueden contribuir al aprendizaje de la lectura en las 
primeras edades. De aquí la realización de este estudio que tiene como objetivo 
analizar el efecto que la intervención de un programa centrado en el desarrollo 
de prácticas de lectura dialógica junto con las habilidades que se han conside-
rado como favorecedoras de la lectura en las primeras edades tiene en el apren-
dizaje lector. Para ello, se compara el grado de adquisición de la lectura en dos 
muestras de alumnos de entre 6 y 7 años, uno que recibe intervención me-
diante la instrucción en las habilidades prelectoras junto con prácticas de lec-
tura dialógica y otro que sigue el mismo modelo de enseñanza, pero 
únicamente a partir del trabajo personal. La hipótesis que se plantea es que el 

nombrado en alumnos de 3º Educación Infantil y 1º de Educación Primaria y su relación con el apren-
dizaje de la lectoescritura, en «Revista de Psicología», n. 1(1), 2016, pp. 83-94; P. SUÁREZ-COALLA, 
M. GARCÍA DE CASTRO, F. CUETOS, Variables predictoras de la lectura y la escritura en castellano, en 
«Infancia y aprendizaje», n. 36(1), 2013, pp. 77-89.
8  C. CHOMSKY, Stages in language development and reading exposure, en «Harvard Educational Re-
view», n. 42, 1972, pp. 1-33.
9  A. NINIO, Joint book reading as a multiple vocabulary acquisition device, en «Developmental Psycho-
logy», n. 19, 1983, pp. 445-451.
10  A.M. BORZONE, La lectura de cuentos en el jardín infantil: un medio para el desarrollo de estrate gias 
cognitivas y lingüísticas, en «Psykhe», n. 14, 2005, pp. 192-209.
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alumnado perteneciente al grupo que recibe instrucción a partir de la lectura 
dialógica junto con las habilidades favorecedoras de la lectura obtendrá un 
mejor rendimiento en el aprendizaje lector. 
 
2. Método 
 
2.1. Participantes 
 

En el estudio participaron 112 alumnos con edades comprendidas entre 
los 6 y los 7 años (M = 6.37; DT = 0.47), de los cuales el 48.3% eran niños y 
el 51.7% niñas. Estos alumnos pertenecían a dos centros educativos de la pro-
vincia de Alicante, que compartían la característica de estar ubicados en un 
contexto sociocultural de nivel medio. De los 62 participantes experimentales, 
el 45.6% son varones y el 54.4% mujeres, mientras que de los 60 participantes 
del grupo control, el 46.8% son varones y el 53.2% son mujeres. El análisis 
de contingencia (chi cuadrado de Pearson) entre condición y sexo no evidenció 
diferencias estadísticamente significativas (X2=0.63, p > .05). Todos ellos com-
partían la característica de estar ubicados en un contexto sociocultural de nivel 
medio. 
 
2.2. Instrumentos 
 

Con la finalidad de evaluar las variables dependientes objeto de estudio se 
utilizaron cuatro instrumentos de evaluación con garantías psicométricas de 
fiabilidad y validez: 

– Prueba para la Evaluación del Conocimiento Fonológico (PECO)11. Este 
test evalúa los niveles de conocimiento fonológico (silábico y fonémico), 
cada uno de los cuales se compone de tres tareas distintas: identificación, 
adición y omisión. Además, se considera la posición que ocupa la sílaba 
o el fonema: al inicio, en medio o al final de la palabra. Esta prueba in-
cluye tres subtests con sílabas y fonemas (actividades de identificación, 
adición y omisión), con un total de 30 ítems (15 de sílabas y 15 de fone-
mas). La puntuación máxima que puede obtenerse es 30, un punto por 
cada respuesta correcta y cero por cada error. La confiabilidad, medida a 
través del coeficiente alfa de Cronbach es de .80. 

– Velocidad de nombrado. The Rapid Automatized Naming Test (RAN)12. 
El objetivo de la tarea es nombrar 200 estímulos lo más rápido posible, 
agrupados en cuatro subtests: dígitos, letras, colores y dibujos. En el re-
gistro de la tarea RAN se anota el tiempo que se tarda en nombrar los es-
tímulos de cada cartulina y el número de errores que se cometen al 

11  J.L. RAMOS, I. CUADRADO, Prueba para la Evaluación del Conocimiento Fonológico. PECO, EOS, 
Madrid, 2006.
12  M. WOLF, M, DENCKLA, Rapid automatized naming tests, Super Duper, Greenville, 2003.
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nombrarlos. Con estos dos datos se realiza un índice de eficiencia por 
cada uno de los 4 tipos de subtests presentados, convirtiendo las puntua-
ciones en dígitos por segundo, letras por segundo, colores por segundo y 
dibujos por segundo. Esta prueba presenta un coeficiente de fiabilidad 
de Cronbach de 0.80. 

– Evaluación de los procesos de lectura. Para la evaluación de la lectura se 
han utilizado cuatro subtest del test PROLEC-R13. Se emplearon las prue-
bas de lectura de palabras y pseudopalabras para valorar los procesos lé-
xicos y los subtest de estructuras gramaticales y comprensión de oraciones 
para evaluar los procesos semánticos. La puntuación total en cada una de 
estas cuatro pruebas se obtiene asignando un punto a cada respuesta co-
rrecta, además en las dos primeras se tiene en consideración el tiempo in-
vertido en cada subtest. Esta prueba presenta un coeficiente de fiabilidad 
de Cronbach de 0.79. 

 
2.3. Diseño y procedimiento 
 

El trabajo utilizó un diseño cuasi-experimental de medidas repetidas pre-
test-postest con grupo control. El análisis de la potencia estadística permite la 
selección de un tamaño muestral que garantice el éxito de la investigación14, 
presentando la muestra en este estudio un valor de 0.936. 

Antes y después de implementar el plan de intervención se aplicaron tres 
instrumentos de evaluación a los alumnos experimentales y control con el pro-
pósito de medir las variables dependientes sobre las que se hipotetizó que el 
programa iba a tener efecto, el aprendizaje de la lectura. La aplicación de las 
pruebas antes y después de implementar el programa se llevó a cabo por pro-
fesionales de la educación (maestros especialistas en audición y lenguaje y psi-
copedagogos) previamente entrenados, lo que facilitó la homogeneidad en la 
recogida de los datos. 

La valoración inicial de los alumnos se llevó a cabo de forma individual en 
espacios próximos al aula ordinaria dentro del horario escolar. Posteriormente 
se implementó el plan de intervención en los grupos experimentales (5 sesiones 
de 45 minutos semanalmente), el mismo tiempo que los grupos control reali-
zaron el programa de la asignatura de lengua siguiendo el libro de texto junto 
con las habilidades favorecedoras de la lectura. Una vez concluida la aplicación 
del programa se volvió a realizar la evaluación a todo el alumnado con los mis-
mos instrumentos. El estudio respetó los valores éticos requeridos en la inves-
tigación con seres humanos (consentimiento informado, derecho a la 
información, protección de datos personales, garantías de confidencialidad, no 

13  F. CUETOS, B. RODRÍGUEZ, E. RUANO, D. ARRIBAS, Prolec-R, Batería de evaluación de los procesos 
lectores, Revisada, TEA, Madrid, 2007.
14  A. DAVEY, J. SAVLA, Estimating statistical power with incomplete data, en «Organizational Research 
Methods», n. 12(2), 2009. pp. 320-346.
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discriminación, gratuidad y tener la posibilidad de abandonar el programa en 
cualquiera de sus fases). 
 
 
2.4. Programa de intervención 
 

El programa para el aprendizaje de la lectura que se utilizó se compone de 
50 sesiones de 45 minutos de duración. Tenía como objetivo desarrollar de 
manera explícita la conciencia fonológica, los procesos de decodificación, la 
velocidad de denominación a partir de situaciones de lectura dialógica. 

Los estudiantes del grupo experimental recibieron instrucción sistemática 
del desarrollo de la lectura a través del programa de intervención diseñado al 
efecto consistente en llevar a cabo situaciones de lectura compartida a través 
de textos narrativos que eran presentados en la pizarra digital. A partir de cada 
cuento se llevó a cabo un proceso de lectura dialógica caracterizado por simul-
tanear la lectura en voz alta con dinámicas interactivas de diálogo y formulación 
de preguntas orientando la acción lectora al empleo de diferentes estrategias, 
tales como: hacer preguntas abiertas, formular nuevas preguntas sobre las apor-
taciones dadas, ampliar el contenido a partir de las opiniones ofrecidas, mostrar 
modelos de respuesta indicando lo que es correcto, realizando predicciones e 
hipótesis sobre la lectura... con el propósito de fomentar la participación y el 
desarrollo lingüístico del niño. 

A partir del contenido trabajado en esta situación de lectura compartida se 
ejercitaban las habilidades prelectoras relacionando el contenido trabajado con 
las distintas tareas que se iban llevando a cabo. 

 La exactitud lectora se abordó a través de actividades de articulación foné-
mica y discriminación de las grafías del alfabeto (desarrollo fonológico), lle-
vando a cabo acciones de identificación de rimas, conteo, adición, omisión y 
sustitución de sílabas y fonemas, asociación de imágenes y palabras, búsqueda 
de antónimos y sinónimos, categorización de conceptos, ordenamiento de imá-
genes y palabras para construir oraciones a nivel verbal de diferentes longitudes, 
lectura de letras, palabras y pequeños textos. 

La velocidad de nominación se ejercitó mediante plantillas con imágenes 
relacionadas con la temática de los cuentos trabajados, se presentaban en la pi-
zarra digital al finalizar la lectura de cada cuento. Se combinaba la lectura del 
profesor con la lectura por parte de los distintos alumnos, tanto de manera in-
dividual, en pequeño grupo, como de manera colectiva. 

El grupo control trabajó las mismas habilidades prelectoras: conciencia fo-
nológica, velocidad de denominación y conocimiento alfabético, pero de ma-
nera descontextualizada y sin llevar a cabo acciones de lectura dialógica. La 
dinámica de trabajo se centraba en la explicación del profesor, realización de 
las actividades por parte de los estudiantes y corrección individualizada del do-
cente. 
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3. Resultados 
 
En las Tablas 1, 2 y 3 se muestran los datos obtenidos por el grupo control y 
experimental en el pretest en las pruebas PECO, RAN y PROLEC-R en cada 
uno de los niveles que intervienen en el proceso lector, de igual modo en las 
Tablas 4, 5 y 6 se presentan los resultados obtenidos en esas mismas pruebas 
en el postest. 

 

 
Tabla 1. Resultados obtenidos por el grupo control y experimental en el pretest en la prueba PECO 

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

 
Tabla 2. Resultados obtenidos por el grupo control y experimental en el pretest en la prueba de veloci-

dad de denominación 
Nota. *p < .05; **p < .01; ***p < .001 

 

 
Tabla 3. Resultados obtenidos por el grupo control y experimental en el pretest en la prueba PROLEC-R 

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

 
Tabla 4. Resultados obtenidos por el grupo control y experimental en el postest en la prueba PECO. 

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

C. Silábica C. Fonémica 

Grupo Control .362 .338

Grupo Experimental .357 .341

Colores Dibujos Letras 

Grupo Control .441 .427 .312

Grupo Experimental .438 .429 .311

Lectura 
de palabras

Lectura 
de pseudopalabras

Estructuras 
gramaticales

Comprensión 
de oraciones 

Grupo Control .318 .283 .218 .186

Grupo Experimental .314 .278 .216 .182

C. Silábica C. Fonémica 

Grupo Control .412 .387

Grupo Experimental .448**     .436***
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Tabla 5. Resultados obtenidos por el grupo control y experimental en el postest en la prueba de veloci-

dad de denominación 
Nota. *p < .05; **p < .01; ***p < .001 

 

 
Tabla 6. Resultados obtenidos por el grupo control y experimental en el postest en la prueba PROLEC-R 

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

Como se puede observar en las Tablas 1, 2 y 3 no existen diferencias signi-
ficativas entre los grupos control y experimental antes de iniciar el programa 
de intervención en ninguna de las variables analizadas. Sin embargo, sí que se 
observan diferencias en las variables de conciencia silábica, conciencia foné-
mica, lectura de palabras, pseudopalabras, estructuras gramaticales y compren-
sión de oraciones, así como en la velocidad de denominación tanto con colores, 
dibujos y letras a favor del grupo que ha participado en el programa de inter-
vención. 
 
 
4. Discusión y conclusiones  
 

El objetivo de este trabajo era analizar el efecto que la intervención de un 
programa centrado en el desarrollo de prácticas de lectura dialógica junto con 
el desarrollo de las habilidades que han sido consideradas como favorecedoras 
del aprendizaje lector en las primeras edades presenta en la adquisición de la 
lectura. 

Los resultados obtenidos ponen de manifiesto que la instrucción conjunta 
en estas habilidades a partir de las prácticas de lectura compartida mejora el 
acceso al proceso de alfabetización de manera significativa en los primeros ni-
veles de escolarización. 

En línea con otros trabajos anteriores los datos obtenidos señalan que los 
estudiantes pueden experimentar una mejora en el uso de estrategias lectoras 

Colores Dibujos Letras 

Grupo Control .511 .468 .372
Grupo Experimental .539* .483*     .416***

Lectura 
de palabras

Lectura 
de pseudopalabras

Estructuras 
gramaticales

Comprensión 
de oraciones 

Grupo Control .338 .314 .248 .204

Grupo Experimental     .396***     .376***     .296***     .253***
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desde las primeras edades si se implementan experiencias de aprendizaje ade-
cuadas15. 

Respecto a la conciencia fonológica analizando los datos recogidos se ob-
serva que el grupo experimental ha mejorado de manera significativa respecto 
al grupo control en el manejo y la toma de conciencia de las unidades del len-
guaje oral, lo que constata que el desarrollo de las habilidades fonológicas in-
terviene y favorece el aprendizaje inicial de la lectura, lo que confirma las 
aportaciones encontradas en otros estudios sobre la influencia que los procesos 
fonológicos presentan en el aprendizaje lector16. 

En cuanto a la rapidez de nominación se comprueba que los escolares del 
grupo experimental mejoran en esta habilidad en mayor medida que los estu-
diantes del grupo control. Este progreso se observa en todos los tipos de tareas, 
es decir, en la capacidad para denominar tanto colores, dibujos como letras, 
pero es de destacar que es en esta última tarea en la que los estudiantes parti-
cipantes en el programa de intervención obtienen mejores resultados. Estos 
datos se encuentran en consonancia con los aportes de otros trabajos en los 
que se evidencia que la rapidez de denominación constituye una habilidad des-
tacada del proceso alfabetización en las primeras edades, además de ser una 
destreza que contribuye a predecir la adquisición de la lectura en los cursos 
posteriores. 

De aquí la importancia de favorecer el desarrollo de estrategias orientadas 
a la mejora de la rapidez de evocación a través de situaciones lúdicas al obser-
varse que esta medida puede ser muy eficaz para la mejora del rendimiento 
lector, puesto que incrementa las interacciones alrededor de las dinámicas de 
lectura. 

Respecto a las habilidades lectoras se ha puesto de manifiesto que los estu-
diantes del grupo experimental obtienen resultados mejores en el reconoci-
miento de palabras, peudopalabras y oraciones. De donde se deduce que la 
intervención directa de las habilidades fonológicas, junto con dinámicas cen-
tradas en la rapidez de nominación junto a las prácticas de lectura dialógica 
mejoran el aprendizaje de los procesos decodificadores, lo que evidencia el pro-
greso en el procesamiento fonológico y en el acceso a la representación de las 
palabras de forma rápida y precisa. 

Como se observa en el presente trabajo un factor relevante que puede fa-
vorecer el proceso de alfabetización es el fomento de las situaciones de ver-
balización conjunta en cuanto que permiten intensificar el desarrollo de los 

15  R. GUTIÉRREZ, A. DÍEZ, Efectos de un programa de conciencia fonológica en el aprendizaje de la lec-
tura y la escritura, en «Revista Española de Orientación y Psicopedagogía», n. 2, 2017, pp. 30-45.
16  V. FELD, Las habilidades fonológicas, su organización neurofisiológica y su aplicación en la educa-
ción, en «Pensamiento Psicológico», n. 12(1), 2014, pp. 71-82; A. REZAEI, E. MOUSANEZHAD, 
Las contribuciones de los componentes de control atencional, la conciencia fonológica y la memoria de 
trabajo para la capacidad de lectura, en «Revista de Investigación Psicolingüística», n. 49, 2020, 
pp. 31-40.
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distintos componentes del lenguaje hablado17. En este sentido, las prácticas 
de lectura compartida constituyen un recurso pedagógico de gran interés en 
la práctica del aula puesto que posibilitan intensificar el proceso de aprendi-
zaje mediante las interacciones que se establecen entre los estudiantes del 
grupo clase. Es de destacar que las dinámicas comunicativas compartidas fa-
vorecen el desarrollo lingüístico y pueden ser un recurso de interés para re-
ducir las carencias expresivas que algunos escolares presentan en las primeras 
edades. 

Los resultados señalan que este tipo de instrucción resulta eficaz para favo-
recer el aprendizaje lector y constituye una estrategia eficaz para la mejora edu-
cativa, por lo que la interacción dialógica, la participación conjunta, la ayuda 
mutua y la reflexión compartida que se produce entre los distintos compañeros 
a través de las prácticas de lectura dialógica constituyen una medida muy eficaz 
para el acceso al aprendizaje de la lectura. 

En definitiva, a nivel práctico se sugiere el diseño de programas orientados 
al desarrollo de las habilidades lectoras en las primeras edades mediante pro-
puestas didácticas en las que los estudiantes participen de manera activa a través 
de dinámicas conjuntas de lectura compartida ya que de este modo se fomenta 
el desarrollo lingüístico, la comunicación dialógica, la reflexión personal y co-
lectiva, el aprendizaje mutuo mediante la valoración de las aportaciones per-
sonales, ya que se ha comprobado que este es un medio eficaz para el acceso al 
proceso de alfabetización infantil. Una limitación de este trabajo es que no se 
efectuó un seguimiento para evaluar si los resultados se mantienen en el 
tiempo, de aquí que una propuesta de interés para futuros estudios podría ser 
analizar si los efectos de las intervenciones efectuadas presentan continuidad 
en los niveles superiores. 
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Preparing prospective primary teachers to value 
and to develop inference in reading comprehension 

 
 
 
ABSTRACT 
 

International assessment of reading comprehension in Spanish primary and 
secondary education (PIRLS, PISA) indicates weak inferential comprehension. 
The cause could be a combination of sociological, psychological and pedagog-
ical factors, such as an insufficient training. A first step towards developing in-
ference in children is to raise teachers’ awareness about the importance of this 
skill and to provide them with competences and tools to train the children. 
The paper reports an experience of tutoring four prospective primary education 
teachers whose final year projects dealt with reading comprehension. Conclu-
sions suggest the positive effects of this and similar research lines in final year 
projects and the expectation that the learning may be reflected in their future 
classroom practice. 

 
KEYWORDS: Teacher education, Reading comprehension, Inference, Read-

ing skills, Higher education 
 
 
Introduction 
 

The relevance of reading literacy is evident. More than any other skill, the 
ability to read is a foundation for learning across all subjects. In addition, this 
skill is necessary in almost every sphere of life. 

Spain ranked very low in oral and written language comprehension in the 
latest cycles of international assessment programs (2011 and 2016). This fact 
aroused attention to the importance of knowing the psychological and instruc-
tional factors on which comprehension depends. The need to train teachers in 
the different abilities of the reading comprehension process becomes evident. 
As Moreno2 reflects, comprehension questions do not develop any cognitive 
skill because they are formulated considering the text and not the cognitive 

1  Universidad de Valladolid. E-mail: <mariaangeles.martin@uva.es>. 
2  V. MORENO, Sobre lectura y educación, in «Revista de Educación», núm. Extraordinario, 2005, pp. 
9-14.
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ability they aim to develop. Semantic, lexis, narrative, stylistics, structures and 
principal ideas are mingled in comprehension questions. Teachers find it diffi-
cult to know what aims are pursued with such activities. Though research on 
teacher training to teach reading is a young science3, reports and literature re-
views by the European Union are delimiting the state of the art to try to move 
ahead. The identified requirements for teaching how to read and improving a 
child’s reading skills include «a profound understanding of reading develop-
ment and a sound knowledge of teaching theory and practice including teach-
ing methods, class management and knowledge of appropriate materials»4. 

This paper reports and reflects on an experience preparing undergraduate 
students to teach reading. The paper focuses on the comprehension process of 
inference making and how undergraduates, in the framework of their Final 
Degree Dissertations, designed activities to observe children’s competence and 
to enhance it. The Spanish results in the most recent international assessments 
are commented as well as the foundations of these evaluations. The paper con-
cludes relating the prospective teachers’ viewpoint with guidelines and con-
clusions from European studies. 
 
 
International assessments of reading comprehension: PIRLS and PISA 
 

The International Association for the Evaluation of Educational Achieve-
ment (IEA) has been conducting international comparative studies of student 
educational achievement since 1959. One of them is the regular assessment of 
children’s reading literacy and the factors associated with its acquisition world-
wide. The study called Progress in International Reading Literacy Study 
(PIRLS), inaugurated in 2001, focuses both on the achievement of children 
in their fourth year of schooling and the experiences they have at home and at 
school in learning to read. PIRLS is conducted every five years. PIRLS 2021 
will be the fifth cycle in this program with more than 50 participant countries. 
PIRLS 2016 framework, materials and schedules5 included a new extension, 
the assessment of online reading: E-PIRLS. It aimed to assess how successful 
students are prepared to read, comprehend, and interpret online information. 
All results were published in December 2017. The top-performing countries 

3  L. MOATS, Science, language and imagination in the professional development of teachers, in P. Mc-
Cardle and V. Chabra, (Eds), The voice of evidence in reading research, Paul H Brookes Publishing, 
Baltimore, 2004, pp. 69-288. Cited in EURYDICE, Teaching reading in Europe: Contexts, policies and 
Practices, 2011.
4  EURYDICE, Teaching reading in Europe: Contexts, policies and Practices, Brussels, 2011, p. 83. The 
Eurydice Network, co-ordinated and managed by the EU Education, Audiovisual and Culture Ex-
ecutive Agency in Brussels, provides information on and analyses of European education systems 
and policies.
5  I.V.S MULLIS & M.O MARTIN (Eds.), PIRLS 2016 Assessment Framework, 2nd Edition, TIMSS 
& PIRLS International Study Center, Boston College, Chestnut Hill, MA, 2015.
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in PIRLS 2016 were Russian Federation, Singapore, Ireland, Finland, and 
Poland. 

Assessments of reading abilities such as PIRLS or PISA provide information 
that can contribute to educational reform and policy analysis. These cyclic 
evaluations make a double comparative analysis possible for participants: syn-
chronic comparison among countries and a diachronic view of each one of the 
participant countries. This double perspective enables countries to evaluate 
their own aims6. The first PISA results in 2003 aroused alarm in Spain and ed-
ucational laws were blamed7. However, an alarmist approach is erroneous. A 
rigorous and constructive analysis which may lead to an impartial and realistic 
appraisal of these assessments is needed. 

The purposes for reading and the comprehension processes assessed in 
PIRLS are summarised in Table 1. Next section of this paper will focus on the 
comprehension processes. Motivation and processes are like the two pillars 
where comprehension is sustained8. Therefore, teachers should have knowledge 
of them and a reliable evaluation should consider them. 

 

 
Table 1. Framework and core features in PIRLS 

6  A. SANZ MORENO, La lectura en el proyecto PISA, in «Revista de Educación», núm. extraordinario, 
2005, pp. 95-12.
7  J. ALONSO TAPIA, Claves para la enseñanza de la comprensión lectora, in «Revista de Educación », 
núm. extraordinario, 2005, pp. 63-93.
8  ALONSO, Claves para la enseñanza de la comprensión lectora, op. cit., p. 64.

Why 4th year? 
Transition point in children’s development as readers 
Reading is not an object of learning but an instrument for learning.

Purposes for reading Comprehension processes assessed
reading for literary experience 
reading to acquire and use information

focus on and retrieve explicitly stated 
information make straightforward 
inferences interpret and integrate ideas 
and information examine and evaluate 
content, language, and textual elements

Test format (different for ePIRLS) 
Booklet with literary and 
informational passages 
non-continuous text features 
such as text boxes or diagrams 
Approximate length: 800 to 1,000 
words approximately 12 questions 
perpassage 
Colourful illustrations to engage 
student interest

Questionnaires 
to students’ parents, teachers, and school 
principals (students’ home and school 
experience in developing reading 
literacy) to participant countries 
(education systems and reading curricula)

Source: Adapted from Compendium of results and analyses: PIRLS Encyclopedia (Mullis, 
Martin, Goh, & Prendergast, 2017)
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As seen in this table, inference is a key concept in reading processes. This 
concept has been approached from linguistics and from psychology. A dialogue 
among them is feasible9. Regarding the roles of inference in reading compre-
hension, some key findings of a literature review by the National Foundation 
for Educational Research10 are: 

• «that the ability to draw inferences predetermines reading skills: that is, 
poor inference making causes poor comprehension and not vice versa» 
(p. 2)  

• There are different kinds of inferences. However there is no consensus 
about the number of types or how they should be named. 
The next lines consider the relationship of inference and the four levels 
of reading competency considered in PIRLS (see Table 1): 

• Process 1 (Focus on and retrieve explicitly stated information) requires 
little or no inferring or interpreting. The meaning is evident and stated 
in the text; therefore there are no ‘gaps’ in meaning to be filled. The in-
formation is usually contained within a sentence or phrase. 

• Process 2 (Make Straightforward Inferences). While constructing meaning 
from text, readers make inferences about ideas or information not explic-
itly stated. Straightforward inferences imply moving beyond the surface 
of texts to fill in the ‘gaps’ in meaning. Most of the information is con-
tained in the text and the reader merely needs to connect two or more 
ideas or pieces of information. The ideas may be explicitly stated but not 
the connection between them, which must be inferred. 

• Process 3 (Interpret and integrate ideas and information) requires straight-
forward inference and a further step of integrating personal knowledge 
and experience with meaning from the text. 

• In Process 4 (Examine and evaluate content, language, and textual ele-
ments) the focus shifts from meaning construction to a critical consider-
ation of the text itself. 

Therefore, inference plays an indispensable role in the three later compre-
hension processes. The research conclusion stated at the beginning of this sec-
tion11 regarding the effect of inference in comprehension becomes evident for 
the comprehension evaluated by PIRLS. Research12 has pointed at different 
levels of inference as an important source of individual differences in compre-
hension. In addition to this, there is agreement in the possibility of improving 

9  V. MORENO-CAMPOS, Sobre el concepto de inferencia: un diálogo entre Lingüística y Psicología, in S. 
Díaz, A. Goin (coord.), Territorios en red: prácticas culturales y análisis del discurso, Biblioteca nueva, 
Madrid, 2007, pp. 159-178.
10  A. KISPAL, Effective teaching of inference skills for reading: literature review, Department for Chil-
dren, Schools and Families (DCSF) National Foundation for Educational Research, corp creators, 
2008.
11  Ibid.
12  E. SÁNCHEZ, Los textos expositivos: estrategias para mejorar su comprensión, Santillana, Madrid, 
1993 y Comprensión y redacción de textos, Edebé, Barcelona, 1998.
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these abilities with suitable training. Therefore, it seems relevant that teacher 
training courses consider what inference implies and how to foster this. 
 
 
Spain in PIRLS 
 

This section presents a cursory analysis of the results obtained in reading 
by Spanish students in the latest PIRLS assessment in 2016. Research on fac-
tors affecting comprehension is also summarized. All comments regarding 
PIRLS or reading abilities will be about Castilian Spanish, the official language 
of Spain. The language of instruction is Castilian except in communities with 
another official language: Catalan, Galician, Valencian, and Basque. 

A total of 14,600 students coming from 630 different Spanish centres par-
ticipated in PIRLS 2016. Reading comprehension level of Spanish students 
reached 528 points, fifteen more points than in the 2011 edition, but still 
below European average (540 points) and the OCDE average (539). Table 2 
displays the 2016 corresponding data. 
 

 
 

Table 2. Spain in PIRLS 2016 
 

Regarding the factors affecting results in PIRLS 2011, six different research 
groups carried out investigations which attempted to link particular social and 
family aspects to the results obtained (see studies in the Spanish report13). 
PIRLS 2016 results in Spain still require further interpretation. Some correla-
tions regarding performance and other factors can be found in the Monograph 
Revista de Educación (2019). In any case, these studies on 2011 and 2016 re-
sults aimed to lead to conclusions and recommendations that should help the 
academic authorities to make decisions aimed at improving the results of stu-
dents. Thus, the pedagogical value of evaluations is to provide information 
about results which enables decision making to improve education. In the spe-
cific context of the experience here reported, a teacher training college, this 
translates into actions to develop competences to teach reading. 
 
 

13  MECD‐INEE, PIRLS ‐ TIMSS 2011, Estudio Internacional de progreso en comprensión lectora, 
matemáticas y ciencias, IEA, Volumen I y Volumen II, Informe español, 2012.

Participants  14,600 students 630 centres

Reading comprehension 
level

528 points 
(15 more points than 
in the 2011 edition)

Still below European average 
(540 points) and the OCDE 
average (539)
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Teacher training for teaching reading in Spain 
 

1. The Spanish Reading Curriculum in the Primary Grades 
Curricular policies are shaped in many different ways. In Spain, the highest 

level is established in some detail by government and jurisdictional require-
ments. Then, a second level is further affected by regional government regula-
tions, the Statutes of Autonomy of the 17 autonomous communities. Finally, 
local schools have some freedom for decision making. 

Since the beginning of the democracy in Spain in 1977, the country has 
seen legislative instability regarding education. Eight different laws regulating 
primary and secondary have been drafted until the current Organic Law on 
the Improvement of the Quality of Education (LOMCE). LOMCE14 is not a 
new Law of Education but an amendment of the existing school reform LOE 
(Organic Law of Education). With the LOMCE, Primary School is a six-
course stage. One of the core subjects in Primary education is ‘Spanish lan-
guage and Literature’, which is split into five content blocks: 

 
1. Listening, Speaking and Interacting; 
2. Reading; 
3. Writing; 
4. Knowledge of Language and Linguistic Features; 
5. Literary education. 
In the previous law, reading and writing were combined in one block. The 

new division enables the formulation of more specific aims and evaluation cri-
teria of both skills which are expected to provide enhanced attention to the 
processes comprehended in these skills. Therefore, teachers are required to be 
capable of it. 
 

2. Teacher training for teaching reading literacy 
The delivering of a coherent and rigorous curriculum depends on well-qual-

ified teachers. The importance of teacher’s preparation in the subject matter 
they teach and of their qualification status is certified by research15. In any sub-
ject, teacher preparation is a powerful predictor of students’ achievement, per-
haps even overcoming socioeconomic and language background factors, as 
growing evidence shows16. Perhaps attention should focus on the need to train 
teachers to teach reading comprehension 

Since 2010, following the European process of convergence, the educa-

14 In January 2021 Spain’s eighth educational law in just over four decades of democracy came into 
force, the LOMLOE (‘Organic Law of Modification of the Organic Law of Education’). Modifica-
tions to the language curriculum will be implemented in 2022-2023 and 2023-2024.
15  A.J. WAYNE & P. YOUNGS, Teacher characteristics and student achievement gains: a Review, in «Re-
view of Educational Research», 73 (1), 2003, pp. 89-122.
16  L. DARLING-HAMMOND, Teacher quality and student achievement: A review of state policy evidence, 
«Education Policy Analysis Archives», 8(1), 2000. Cited in PIRLS 2011, p. 186.
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tional route to primary teacher certification in Spain is a four year degree, the 
Grado de Maestro en Educación Primaria or the Grado de Maestro en Educación 
Infantil. These are generalist education programs. The core subjects in the 
curriculum include language and literature fundamentals and their pedagogy. 
Universities may as well offer other optional courses related to these disci-
plines. Spain lacks reading specialists among the professional profiles. Only 
eight countries in the European Union provide reading specialists at school 
to support teachers and pupils, as stated in the cross-national report on teach-
ing reading practices in Europe Eurydice17. The language and literature 
teacher, usually the classroom teacher, is responsible for reading instruction. 
The only reading specialist in primary education is the special needs teacher, 
committed mainly to children with difficulties. However, there is an increas-
ing emphasis on reading comprehension in all curricula subjects, encouraged 
by the Reading Promotion Plan by the Spanish Education Ministry (2003). 
Initial teacher education in Spain lacks central guidelines but covers aspects 
of reading instruction in the programmes. Given the variation in the level of 
autonomy granted to initial teacher education institutions in Europe, these 
aspects are difficult to assemble. In Spain this teaching is under the responsi-
bility of Departments or areas of Didáctica de la Lengua (Language teaching). 
This is an emergent area of knowledge («disciplina en proceso de construc-
ción»18) coming out from Linguistics and Education, but very recurrently ori-
entated exclusively towards the former. For this reason, though to our 
knowledge there is no study evidencing this, a very frequent tendency is to 
use this space for teaching language to undergraduates instead of teaching 
them how to teach language. This trend is depriving prospective teachers of 
the knowledge to teach an instrumental skill, which is a severe deficiency. 
Those Faculties of Education whose Departments of Didáctica de la Lengua 
are willing to teach teaching reading can find a compendium of the crucial 
elements to include in initial teacher education in Eurydice19. These are 
grounded in a synthesis of various types of research enabled by the Interna-
tional Reading Association: «a foundation in research and theory, preparation 
to use a range of teaching strategies and a variety of material, preparation to 
use appropriate assessment techniques, balance and consistency between a 
theoretical knowledge base and field experiences»20. Next sections center on 
an experience pursuing the development of these crucial aspects in prospective 
teachers. 
 
 

17  EURYDICE, Teaching reading in Europe: Contexts, policies and Practices, op. cit.
18  J. DOLZ, , R. GAGNON, & S. MOSQUERA, La didáctica de las lenguas: una disciplina en proceso de 
construcción, in «Didáctica. Lengua y Literatura», n. 21, 2009, pp. 117-141.
19  EURYDICE, Teaching reading in Europe: Contexts, policies and Practices, op. cit., p. 86.
20  Ibid.

167

PREPARING PROSPECTIVE PRIMARY TEACHERS



Final degree dissertations on reading comprehension  
 

The European Higher Education Area (EHEA) implies a shift from knowl-
edge transmission to competences acquisition. The Spanish regulation of degrees 
and masters (RD 1393/2007) establishes a compulsory final degree dissertation 
(FDD) and final master dissertation (FMD)21. One of the aims of both will be 
the evaluation of competences acquired during the degree or master (art. 12.7). 
Hitherto, in Spain this type of dissertations were related to engineering degrees22. 
The current regulations in the EHEA make them compulsory in all degrees. 

As the title suggests, the focal point of this paper is the experience of four 
prospective primary education teachers whose FDDs dealt with reading com-
prehension in Spanish schools. The four projects are summarized in Table 3 
and their respective empirical contributions are then described. The following 
section will comment on the students’ responses to a brief open questionnaire 
dealing with inference in reading comprehension before, during and after their 
work in the FDD. 

 

 
Table 3. Final degree dissertations reported 

21  In the Spanish original Trabajo de Fin de Grado (TFG) and Trabajo de Fin de máster (TFM).
22  S. ROMÁN-SUERO, J. SÁNCHEZ-MARTÍN, F. ZAMORA-POLO, Opportunities given by final degree dis-
sertations inside the EHEA to enhance ethical learning in technical education, in «European Journal of 
Engineering Education», n. 38(2), 2013, pp. 149-158.

Dissertation Title School year in 
which it was 
implemented 

Number 
of 

children

Contribution

Observation of inferences 
in reading comprehension 
in year 2

2nd 15 Though inference is not 
explicitly stated in the 
curriculum at this age, 
children showed to be able 
to infer explicit information

Reading comprehension 
in non-linguistic 
discipline: its relationship 
with the moment of initial 
instruction

2nd 20 Shows a correlation between 
moment of initial reading 
instruction and reading 
competence for Science 
and Math 

Reading comprehension 
in a rural school

4th, 5th, 6th 9 Possibilities of working 
the same type of texts with 
children of three different 
academic years

Reading comprehension: 
a didactic proposal

6th 22 Activities which demand 
inference (guessing game, 
conundrums) have a positive 
impact in reading 
comprehension. 
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Before considering each one of the 4 FDDs, the context and the circum-
stances are described. These FDDs were carried out at the Faculty of Education 
in a large university in central Spain. During the four year degree, students 
had three 6 ECTS subjects related to language: Spanish language content, 
Children’s literature and Castilian Language teaching. The specific didactics 
of mother tongue are presented in the latter. The time slot available for teaching 
reading is fairly reduced as there are other 3 content blocks which should be 
dealt with (oral language, writing and knowledge about language). Therefore, 
a FDD on teaching reading is a bonus for the education of the prospective 
teacher, as the core subjects can only provide a preliminary introduction. The 
empirical contents of the FDDs are summarized below. 
 
 
Final Degree Dissertation  
 

Children (7-8 year old) were given a reading comprehension task which 
required basic straightforward inferences. Inference is not considered in the 
curricula at this age, but children proved capable of it by using previous knowl-
edge and schemata. 

The author of the FDD (an already in-service Primary teacher who wanted 
another qualification) shared the thought that teachers were not giving infer-
ence the significance it should have. One of the conclusions of her FDD is the 
need to encourage inference development from Infant education by the use of 
riddles and simple mystery solving games and enigmas. 

 
 

Final Degree Dissertation 2 
 

A seven-session program was implemented to find out its impact on 6th 
grade learners’ reading comprehension skills. Sessions lasted only 20-30 min-
utes and were focused on the reading of texts from PIRLS released questions 
and other texts with an entertaining dimension such as guessing games, riddles 
and conundrums. The reading comprehension tasks included the four types 
of comprehension processes assessed in PIRLS: focus on and retrieve explicitly 
stated information; make straightforward inferences; interpret and integrate 
ideas and information; examine and evaluate content, language, and textual 
elements. 

Pre-test and post-test procedure was used to measure the impact of the pro-
gram on students’ achievement. Of the four processes investigated (see above) 
making straightforward inferences provided the most striking results with a 
considerable increase in achievements. 

The prospective teacher who designed the pedagogical intervention and 
carried out the tests concluded with some reflections on relevance of awareness 
about the skills related to comprehension. He made explicit the expectation 
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of having modestly contributed to fill the lacunae about information and pro-
posals to teach reading. In his conclusions he warned other teachers about the 
necessity of systematic and theory grounded proposals. 
 
 
Final Degree Dissertation 3 
 

The author of this FDD observed the relationship between moment of ini-
tial reading instruction (whether at the age of 3 or 4 or 5) and reading com-
prehension of Science and Math texts. The aim was to see if an earlier exposure 
to the code could have an influence on the stage where the written language 
is not learnt itself but is used to learn. Results seem to indicate that those chil-
dren who had started earlier performed better. 

These results coincide with those by the Spanish institute of educational 
evaluation (INNE)23 (MECD‐INEE, 2013) which showed that the beginning 
of schooling at Infant Education led to better reading comprehension results. 
In the same line, PISA 2014 showed that 15 year olds who had attended Infant 
Education performed better than those who had not. The author of the FDD 
remarked the importance of an early start in teaching reading and of reading 
comprehension in non-linguistic disciplines. 
 
 
Final Degree Dissertation 4 
 

The context for this FDD was a rural school with 9 children ranging from 
9 to 11 in the same class and with the same teacher. The aim was to observe if 
comprehension of scientific texts and argumentative texts was dependent on 
age or more on individual factors. Regarding inferences in both types of texts, 
results indicated that academic year (and therefore age) was not the determin-
ing factor. In some occasions younger students performed better that those in 
a higher course. The author of the FDD concludes that, in the context of this 
heterogeneous class age, there seems to be no reason not to work the same 
texts to the different ages, as they have proven themselves capable.  

It is evident that the contributions of these four small scale research pieces 
are only valuable for the own investigated contexts and for very similar ones. 
However, the major gain is for the prospective teachers who performed the 
observations and investigations. This is presented in the next section. 
 
 
Insights from final degree dissertations 
 

FDDs have the potential to be a proper educative space for developing 

23  MECD‐INEE, Panorama de la Educación. Indicadores de la OCDE 2013, Informe español, 2013.
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transversal competences within the university higher education24. The present 
paper leaves aside the indicators of competences developed, which could be the 
content of another paper, and centers on students’ awareness about the relevance 
of inference and the didactic approach to it. Nonetheless, a brief reflection on 
competence development will be included in the conclusions section. 

The tutoring process during the planning, the implementation and the writ-
ing of these projects allowed the tutor and author of this paper to perceive the 
emergent interest of the prospective teachers in inferential comprehension and 
their increasing attentiveness of the relevance of such skill. A seven questions 
open questionnaire (see Table 4) was administered to the four graduates who 
had authored the four FDDs described above. Their responses indicate how the 
contact with real data (children’s performance in the comprehension tasks, the 
reading materials for the task and the materials for the reading practice) triggered 
their awareness of inference and the convenience and possibility to develop it. 

 

 
Table 4. Questionnaire administered to graduates after their FDD 

 
Their responses provide an insight of several aspects summarized as follows. 

Firstly, as regards knowledge of the skill of inference as a constituent of reading 
comprehension, only the student who was already an in-service teacher was 
aware of it. This knowledge was probably due to her undergraduate studies or 
to other in-service training. The other three students reported to have consid-
ered reading comprehension as a whole and not being aware of the different 
components of the reading process. 

Secondly, concerning how their FDDs had contributed to their knowl-
edge about reading comprehension and about inference, the four agreed 
about the deeper understanding of the topic provided by the FDD. Each 
one of them indicated some acquired knowledge related to their specific 

24  F. ZAMORA POLO, J. SÁNCHEZ MARTÍN, Los Trabajos Fin de Grado: una herramienta de desarrollo 
de competencias transversales en la Educación Superior, in «REDU - Revista de Docencia Universitaria», 
n. 13(3), 2014, pp. 197-211.

1. What did you think/ know about reading comprehension before your FDD/taking 
the subject on Language Didactics?  

2. What did your FDD/Language Didactics subject bring you with regard to reading 
comprehension? 

3. Assess the importance you gave to INFERENCE  
• before your FDD / Language Didactics 
• after your FDD / Language Didactics 

4. What learning about INFERENCE (relevance, way of work, difficulty, etc.) did your 
FDD bring you? 

5. Do you think INFERENCE is valued in the day-to-day life of the classroom? And in 
the teaching materials, activities and resources?  

6. Why should every teacher know the concept of INFERENCE and how to work this 
skill?  

7. Any other COMMENTS, EXAMPLE, ANECDOTE RELATED to inference de-
rived from your TFG? 
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topic. For example, the author of FDD 3 emphasized her awareness of the 
essentiality of inference when reading math problems or scientific texts. The 
author of FDD 4 highlighted she had also learnt to observe when a child is 
making inferences or when there might be difficulties. The in-service teacher 
reported the FDD had widened her prior knowledge and changed her ap-
proach to teaching reading. 

A third issue presented in the questionnaires was the evaluation of the rel-
evance given to inference in everyday classroom practice. The in-service teacher 
admitted that many teachers were completely unaware of this concept, and 
one of the students reported the same by intuition based on her brief experi-
ence. In consequence, both pointed that these professionals could not make 
profit of activities which, though in very scarce supply, were present in books 
and other resources. The other two respondents did not identify teachers’ lack 
of knowledge as the cause of poor presence of inferential activities in the class-
room. However, they both agreed that inference was dangerously undervalued 
and that approaching reading comprehension as a whole and not from the dif-
ferent comprehension processes was delaying efficiency. 

In fourth place, regarding their future application of their knowledge about 
inference, students affirm to have included inference when they have to plan 
lessons in their practicum period. The author of FDD 1 reported to have tried 
to adapt to different levels the activities which implied inference. As it could 
be expected, the in-service teacher includes inference in her lessons since she 
completed her FDD. 

Finally, as regards the question why all teachers should be familiar with the 
concept of inference and how to approach it, there was consensus about the 
requirement to make teachers aware of inference for a successful teaching of 
reading. The emergency finds one of its foundations in the instrumental nature 
of this skill. Respondents also highlighted children would benefit if teachers 
were trained in teaching reading. 

To conclude this section, two notorious aspects should be commented. In 
first place, the general consensus among the four, though expressed with vari-
ation. Secondly, the quality of recollection of the four authors, considered that 
their FDDs were implemented and written in May 2013 and the question-
naires were administered nearly three years later. This seems to indicate the en-
during nature of learning by doing and its effects not only on knowledge but 
mainly on competence development. 
 
 
Conclusions 
 

As previously stated, the small-scale investigations or experiences in these 
FDDs are only relevant for their own context and fulfilled the purpose of pro-
viding the competences required to obtain a qualification. However, some per-
tinent conclusions of the overall experience could be applied to other contexts. 
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Their significance will be endorsed with guidelines and recommendations by 
Eurydice25 report or by literature. 

Regarding the contribution of FDDs to competence development, as it can 
be observed, in the four FDDs there is an evident relationship among the com-
petences associated with the dissertation itself and subsequently with the spe-
cific competences of the degree. Many of the competences seen as generic in 
the curricula are dealt with by these FDDs. Evidently, there are still some com-
petences which the FDD does not cover, as it is merely a complementary space 
to the rest of the subjects in the degree. However, it can be said that the stu-
dents have developed competences to teach reading and in particular, compe-
tence to teach and observe inferential comprehension. 

As regards continuous professional development, writing this paper verifies 
that practising teachers /lecturer (as the author of this chapter) can continue 
their learning through the processes of teaching. Tutoring and guiding the un-
dergraduates in their FDDs provided an insight not only of the reality of teach-
ing reading comprehension in the classrooms, but mainly of teachers’ 
requirements. Primary school teachers’ knowledge about reading comprehen-
sion will also benefit from the feedback received in their own evaluations of 
children’s competences and in their own process of teaching. 

Eurydice states an advantage which has been proven in our context: «For 
prospective teachers, applying knowledge to field experiences provides oppor-
tunities for reconstructing prior beliefs inconsistent with effective reading in-
struction»26. For example, undergraduates reported to have considered reading 
comprehension as a whole and not taking into account the different compre-
hension processes. An evident pedagogical implication is the need to train 
teachers in the different abilities of the reading comprehension process27. 

The same report suggests that «shifts in student teacher beliefs may be at-
tributed to consistency between theoretical foundations provided during 
coursework and carefully structured and supervised field experience»28. In our 
context field experience regarding teaching reading was especially supervised 
since it was part of the FDD. In the case of undergraduates with a different 
FDD topic, this aspect was not observed. As a consequence of their shifts, 
prospective teachers display confidence in their ability to teach, another aspect 
mentioned in Eurydice. With these FDDs prospective teachers were given the 
opportunities to learn the necessary skills for teaching reading and they were 
able to practice them during their teaching practice. 

According to the results in PIRLS (2011) emphasis on how to teach reading 
during initial education is related to effective reading instruction. Our experi-
ence serves to illustrate an approach to that initial teacher education. Later, in 

25  EURYDICE, Teaching reading in Europe: Contexts, policies and Practices, op. cit.
26  Ibid., p. 86.
27 MORENO, Sobre lectura y educación, op. cit.
28  EURYDICE, Teaching reading in Europe: Contexts, policies and Practices, op. cit., p. 86.
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continuous professional development, these undergraduates could recur to col-
laborative forms (i.e. knowledge-sharing or peer-learning activities) to learn 
from other professionals or to enrich them with the experience acquired in 
their FDDs. Continuous professional development (or initial training) will 
have to prepare teachers for the teaching of reading of electronic texts via 
today’s communication technologies, taking into account the changing nature 
of reading in contemporary society. 
 
 
References 
 
ALONSO TAPIA, J., Claves para la enseñanza de la comprensión lectora, in «Revista 

de Educación», núm. extraordinario, 2005, pp. 63-93. 
DOLZ, J., GAGNON, R., MOSQUERA, S., La didáctica de las lenguas: una disci-

plina en proceso de construcción, in «Didáctica. Lengua y Literatura», 
n. 21, 2009, pp. 117-141. 

EURYDICE, Teaching reading in Europe: Contexts, policies and Practices, Brussels, 
2011. 

KISPAL, A., Effective teaching of inference skills for reading: literature review, De-
partment for Children, Schools and Families (DCSF) National Foundation 
for Educational Research, corp creators, 2008. 

MECD-INEE, PIRLS – TIMSS 2011. Estudio Internacional de progreso en com-
prensión lectora, matemáticas y ciencias, IEA, Volumen I y Volumen II, In-
forme español, 2012. Recuperado de 
<http://www.mecd.gob.es/inee/publicaciones/estudios‐internacionales.html
#PIRLS1_2011> (Last accessed 22/08/2020). 

MECD-INEE, Panorama de la Educación. Indicadores de la OCDE 2013, Informe 
español, 2013. 

MOATS, L., Science, language and imagination in the professional development of 
teachers, in P. McCardle and V. Chhabra (Eds), The voice of evidence in read-
ing research, Paul H Brookes Publishing, Baltimore, 2004, pp. 69- 288. 

MORENO, V., Sobre lectura y educación, in «Revista de Educación», núm. Ex-
traordinario, 2005, pp. 9-14. 

MORENO-CAMPOS, V., Sobre el concepto de inferencia: un diálogo entre Lingüís-
tica y Psicología, in S. Díaz, A. Goin (coord), Territorios en red: prácticas cul-
turales y análisis del discurso, Biblioteca nueva, Madrid, 2007, pp. 159-178. 

MULLIS, I.V.S., MARTIN, M.O. (Eds), PIRLS 2016 Assessment Framework, 2nd 
Edition, TIMSS & PIRLS International Study Center, Boston College, 
Chestnut Hill, MA, 2015. 

MULLIS, I.V.S., MARTIN, M.O., GOH, S., PRENDERGAST, C. (Eds.), PIRLS 
2016 Encyclopedia: Education Policy and Curriculum in Reading, 2017, Re-
trieved from Boston College, TIMSS & PIRLS International Study Center 
website: <http://timssandpirls.bc.edu/pirls2016/encyclopedia/> (Last ac-
cessed 22/08/2020). 

174

M.Á.M. DEL POZO



REAL DECRETO 1393/2007, de 29 de octubre, por el que se establece la orde-
nación de las enseñanzas universitarias oficiales. Boletín Oficial del Estado, 
30 de octubre de 2007 núm. 260, pp. 44037-44048. 

ROMÁN-SUERO, S., SÁNCHEZ-MARTÍN, J., ZAMORA-POLO, F., Opportunities 
given by final degree dissertations inside the EHEA to enhance ethical learning 
in technical education, in «European Journal of Engineering Education», n. 
38(2), 2013, pp. 149-158, doi:10.10 80/03043797.2012.755498. 

SÁNCHEZ, E., Los textos expositivos: estrategias para mejorar su comprensión, San-
tillana, Madrid, 1993. 

– Comprensión y redacción de textos, Edebé, Barcelona, 1998. 
SANZ MORENO, A., La lectura en el proyecto PISA, in «Revista de Educación», 

núm. extraordinario, 2005, pp. 95-12. 
WAYNE, A.J., YOUNGS, P., Teacher characteristics and student achievement gains: 

A Review, in «Review of Educational Research», 73 (1), 2003, pp. 89-122. 
ZAMORA POLO, F., SÁNCHEZ MARTÍN, J., Los Trabajos Fin de Grado: una her-

ramienta de desarrollo de competencias transversales en la Educación Superior, 
in «REDU – Revista de Docencia Universitaria», n. 13(3), 2014, pp. 197-
211. 

 
 
Final Degree Dissertations reported 
 
PAREDES OREJUDO, S., Comprensión lectora en las disciplinas no lingüísticas, su 

relación con el momento de aprendizaje del código, Trabajo de Fin de Grado, 
Universidad de Valladolid, 2013.  

MARINERO ARAGÓN, I., La comprensión lectora en un colegio rural agrupado, 
Trabajo de Fin de Grado, Universidad de Valladolid, 2014. 

OÑATE DÍAZ, E., Compresión lectora: marco teórico y propuesta de intervención 
didáctica, Trabajo de Fin de Grado, Universidad de Valladolid, 2013. 

RODRIGUEZ FORTEA, S., Observación de la inferencia en la compresión lectora de 
2º de Primaria, Trabajo de Fin de Grado, Universidad de Valladolid, 2013. 

175

PREPARING PROSPECTIVE PRIMARY TEACHERS





Andrea Rácz1 2 and Dorottya Sik3 
 
 
 

To stay or to leave? 
The phenomenon of running away, as a form of criticism 

against the child protection system 
 
 
 
ABSTRACT 
 

The research is based on quantitative and qualitative parts and the focus is 
on the effects and symptoms of the running away phenomenon from children’s 
homes and from foster families. Running away from the public care system 
means escaping from childhood which is equal with escaping to adulthood. 
From risky childhood to risky adulthood. The goal of our research is to un-
derstand and analyse the causes of this phenomenon and find solving methods 
to decrease running away from the child protection system. In our study we 
will reflect on how children and professionals interpret the problem and on 
what kind of preventive and reactive methods exist in the Hungarian public 
child protection system. 

 
KEYWORDS: Running away, Child protection system’s disfunctions, Preven-

tive solutions, Children and youth at risk, Future developments 
 
 
Introduction 
 

23 thousand children and young adults are cared by the Hungarian child 
protection system, and the running away of children and underaged youths 
from placement is an increasingly serious issue. The aim of our study is to ex-

1  Andrea Rácz has thematically connected research which was supported by the János Bolyai Re-
search Scholarship of the Hungarian Academy of Sciences (Child protection orientations 2017-
2020) and by the ÚNKP-19-4 New National Excellence Program of the Ministry of Innovation 
and Technology. The author participates in another research project focused on social solidarity 
within the social service sytem supporting families with children. (Domonkos Sik: Solidarity in Late 
Modernity, OTKA Young Researcher Fellowship). Andrea Rácz and Dorottya Sik participate in a 
research project entitled Mobility and Immobility in the Hungarian Society financed by the Hun-
garian Academy of Sciences Excellence Cooperation Program Mobility Research Center.
2  Associate professor. University of Eötvös Loránd, Department of Social Work. E-mail: 
<raczrubeus@gmail.com>.
3  Professor assistant. University of Eötvös Loránd, Department of Social Work. E-mail: 
<sikdorka@gmail.com>.
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amine the motivations for running away among children and young people 
in child protection, and to map the related prevention and management prac-
tices of the institutions. First, we present a few international researches and 
good practices relevant in this field, then we outline the main results of our 
research based on a qualitative methodology. We also highlight the views of 
children and professionals on the running away phenomenon and the solutions 
these views might point to, in order to tackle the issue and the underlying mo-
tivations. Our results, through the identification of the phenomenon of run-
away youth and the analysis of the underlying motivations, reveal certain acute 
shortages of the system. Our conclusion is that at present there are no real in-
stitutional solutions to prevent and manage running away behaviours, and be-
yond running away, there is a substantial need to adequately approach, care 
for, and educate the target group, and on long term to support their successful 
social integration. The most needed change is to ameliorate the relationships 
between the youths living together, to support the relationship with the family, 
but also to create a more flexible regulation regarding how they can keep the 
contact; and to make institutions more open by making use of other services 
of the wider social system. Children perceive that the child protection system 
has no proper means regarding their upbringing; this perception is based on 
the fact that they cannot establish a trustful relationship with the educators 
and caregivers, which would ensure a solid ground to providing help related 
to the phenomenon of running away or all sorts of individual problems, needs 
or life events. There isn’t any helpful professional in the children’s environment 
they could rely on, they could trust, and other types of supportive background 
are also lacking, like psychologists. Institutional life is desolate both in terms 
of material and professional conditions, therefore troubled, rebellious teenagers 
do not find reasons for staying in the homes. Yet, dangers of the outside world 
and their consequences are often invisible and unpredictable, but responsibility 
relies on the child protection system, which, at present, does not have preven-
tive, problem-centred and therapeutic solutions either. 
 
 
International research and good practices concerning runaway youth 
 

According to a relevant research in the field4 carried out on the basis of a 
web survey and interviews with children and young people (the survey was 
conducted among 117 children in 55 children’s homes, average age 15, the 
youngest was 8, the oldest 18 years old), the view on children’s homes and the 
attitude of the staff working there are the most important factors in preventing 
running away attempts from the children’s homes. In addition, the young peo-

4  OFSTED, Life in children’s homes - A report of children’s experience, Children’s Rights Director for Eng-
land, London 2009 <https://dera.ioe.ac.uk/182/7/Life%20in%20children’s%20homes_Redacted.pdf>  
(last access 01.30.2020)
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ple mentioned the facilities available in homes and the possibilities to have 
leisure activities. As negative aspects of living in a children’s home, they men-
tioned missing their family, the difficulty to adapt to rules and restraints and 
to endure the noise typical of such institutions, the compulsory cohabitation 
with other children and the problems it entails. Besides this, the children also 
mentioned the lack of pets as well. For their well-being it is very important to 
place them not far from their family, and school and leisure activities should 
be easily accessible from the institution. It is an important observation of the 
participants to the research that living in a children’s home means more rules 
and procedures, they need to learn to live together with other people who are 
not their family, while different children have different habits5. According to 
international experiences, episodes of running away from children’s homes 
usually last for a short time, maximum one week; the oldest the youngsters 
are, the more frequent and longer the episode is, and girls tend to escape more 
frequently. There is no difference in the tendency to run away on the basis of 
the ethnical background. Youths running away usually have problems at 
school, have suicidal thoughts, have several, documented behavioural prob-
lems, struggle with addictions, and typically have mental problems as well6. 
Research finds links between the frequency of running away events and the 
alterations of placements. The more places a youngster is living in, the more 
frequent is the running away. Data show that children removed from their 
family due to neglect run away more frequently. Those children who were 
placed in homes due to abuse, tend to run away at a lower rate than other chil-
dren. This aspect can be attributed also to the fact that escaping children most 
frequently return to their old home environment7. The University of Chicago 
led a research examining a twenty-years period, between 1993 and 2003. Data 
were available on 14,000 cases of runaways, and 42 interviews were conducted 
with caregivers and foster parents. According to research data, the vast majority 
of children who ran away were aged above 12, and most of them were girls. 
Running away was more frequent among those children and youngsters who 
had addiction issues or mental illness, who experienced placement instability 
and changed institutions many times. The likelihood of running away was 
higher in case of children separated from their siblings. The interviews with 
the youngsters revealed that most of them did not run away from something, 
but for something, like independence, family ties, romantic relationships, or 
greater autonomy8. 

5  Ibid.
6  M.R. PERGAMIT, M. ERNST, Running Away from Foster Care: Youths’ Knowledge and Access of Services, 
2011 <https://monarchhousing.org/wp-content/uploads/2011/08/runawayyouth.pdf > (last access 
01.30.2020).
7  Ibid.
8  M.E. COURTNEY, A. SKYLES, G. MIRANDA, A. ZINN, A., E. HOWARD, R.M. GOERGE, Youth Who 
Run Away from Out-of-Home Care, Issue Brief 103, Chapin Hall Center for Children, March 2005, 
<ht tps : / /www.chapinha l l .org/wp-content/uploads/Cour tney_Youth-Who-Run-
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The first experiences within an institution are decisive regarding the likeli-
hood of running away. Young people running away recurrently will typically 
have difficulties in establishing bonds with others in their adult life or they 
will be even unable to establish relationships, they will often commit crimes 
and join gangs. The emergence of addictions, the lack of educational qualifi-
cations and professional knowledge are also among the consequences of this 
phenomenon9. While on the run, children and youths more often fall victims 
of crimes, especially of sexual abuse, but in order to survive, they might become 
themselves the actors of crimes. The likelihood of HIV infection is fifteen times 
higher than in the case of their peers who do not run away. It is a typical ex-
perience that while on the run, they are mugged, beaten and stolen off. They 
also commit crimes in such situations10. Pimps and procurers have a preference 
in recruiting youths from children’s homes, offering accommodation, food, 
money and drugs for those who are likely to make that step. The illusion that 
these people and gangs would ensure the missed family love and security in 
fact exposes these youngsters to the dangers of human trafficking and prosti-
tution11. 

Multiple programs and prevention methods are available to tackle the run-
ning away, which can be adapted and adjusted to the Hungarian child protec-
tion system. Just to mention a few examples, the Family and Youth Services 
Bureau is a transnational organisation based in the USA, which aims at pro-
viding support to homeless youngsters exposed to different risks. One of the 
goals of this organisations is to decrease and prevent running away. It carries 
out field work, operates shelters and a webpage, which is specifically dedicated 
to running away and the prevention of it12. 

According to an American prevention method developed in 2012, the most 
important component in preventing running away behaviours is a team of 
professionals with adequate training and attitude. The timetable of children 
has to be flexible and adjusted to the children’s needs, in the sense that the 
caregivers have to be available to the children whenever they need them. A key 
factor in preventing running away tendencies is the enhancement of the com-
munication between foster parents, educators and the affected youth, and of 
their conflict management abilities. Upon recognizing these, a webpage and 
hotline functional across the states were created, providing support for youths 
on the run wherever they are. A distinct interface is dedicated to parents and 

Away_Brief_2005.pdf> (last access 01.30.2020).
9  K. CROSLAND, G. DUNLAP, Running Away from Foster Care: What Do We Know and What Do We 
Do?, in «Journal of Child and Family Studies», 6, 2014, pp. 1697-1706. 
10  Ibid., p. 1699.
11  Ibid. and UNICEF, A child is a child Protecting children on the move from violence, abuse and exploitation, New 
York 2017 <https://www.unicef.org/publications/files/UNICEF_A_child_is_a_child_May_2017_EN.pdf> 
(last access 01.30.2020).
12  <https://www.rhyttac.net/> (last access 01.30.2020).
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educators, who can address their questions to professionals and can receive 
help and guidance in the arising problems and dilemmas13. 

When considering the reasons behind running away behaviours, legal and 
illegal drug prevention has an outstanding role and significance as well. Drug 
prevention has to be embedded in the series of activities related to health, mental 
health, and children wellbeing in general within an institution. Regarding the 
school environment, learning and teaching have to be interactive and the 
teacher-student relationship should not be defined by hierarchy, especially in 
situations where decision has to be made regarding the community. Pedagogical 
models built on cooperation and partnership facilitate the application and ac-
ceptance of the required preventive mentality and the methods to be applied14. 

All this shows that the most important component in preventing running 
away tendencies is the improvement of the institutional system and the pro-
fessional development of the staff. Professionals with proper skills are able to 
create a trustful environment, where children can turn to them with trust and 
feel safe. Supporting the educational path, addressing eventual behavioural 
and mental issues, providing help in case of learning difficulties and processing 
traumas, coupled with the appropriate prevention methods, contribute to the 
decision of children and youths regularly running away or exposed to the risk 
of running away to choose other solutions to their problems – however, all 
this requires a dedicated child protection system. 
 
 
The examination of reasons and motivations of runaways in Hungary  
 
1) Overview 

According to 2017 data of the Hungarian Central Statistical Office, 20,948 
children aged 0-18 lived in child protection care. Just over half of the children 
were aged 11-17. The rate of sexes is almost identical. 37% of the children, a 
number of 7,793, were considered as having particular needs (children with a 
chronic disease, with disabilities, and aged 0-3). A little more than 2% of the 
cared children, 449 individuals, were considered as having special needs, this 
group includes children with addiction, showing symptoms of mental illness 
or with behavioural problems. The older a child is, the less are the chances that 
they can be placed in foster care, as only 42% of children aged 14-17 live in 
foster care, while this percentage is 67% if we consider all the age groups. Al-
most all the children with special needs live in children’s homes or in closed or 
semi-closed institutions specialized for such children, and only 3.6% of chil-
dren with such issues were placed in foster care. 

In 2017 the number of children involved in runaway issues was 3,475, 48% 

13  <www.1800runaway.org> (last access 01.30.2020).
14  UNITED NATIONS School based education for drug abuse prevencios, New York 2004 
<https://www.unodc.org/pdf/youthnet/handbook_school_english.pdf> (last access 01.30.2020).
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of them being girls. Most of them ran away from children’s homes and family-
type care homes. Regarding the county distribution, Budapest was on top of the 
list, the second being Borsod-Abaúj-Zemplén county, where the percentage of 
children in state care is very high and which, moreover, is the less developed part 
of the country. The number of runaway cases was 19,126, while the number of 
running away attempts per children was very high, 5.5. Among the children 
who ran away, 5% committed crimes, one quarter of them being girls. When 
considering the tendencies of recent years, the number of children running away 
slightly decreased, but the frequency of runaway incidents transformed substan-
tially. The number of children running away only once decreased, while the num-
ber of children running away two or three times is increasing; the number of 
children running away four or more times also slightly decreased. It is a reason 
for concern that while on the run, more and more children commit crimes with 
an increasing frequency. The committed crimes are related to material damage, 
the second most frequent infringement is drug abuse15. 

 

 
 

Table no 1. The number of runaways in 2017 
Source: Own edition based on data collection of Hungarian Central Statistical Office, 2017 

 
2) The qualitative research 
 

As part of the qualitative research, we conducted interviews with ten pro-
fessionals. The range of professionals included foster parents, legal guardians, 
an institution manager, a psychologist, professionals involved in decision-mak-
ing at ministry level. Moreover, interviews were conducted with twenty affected 
persons, sixteen children and four young adults, who at present live in state 
care. We talked to eleven girls and nine boys; the interviewees were aged 12-
19. The interviews were conducted in the capital and in other parts of the 
country. We were interested in finding out what the reasons and motivations 
for running away are, how institutions react, what measures exist following 
running away, if there are any institutional efforts to prevent running away 
behaviours and their recurring. In what follows we will present the standpoint 

15  KSH 2017 (Statistical data collection, unpublished data).

Children’s homes Foster care
1 953 81

2 times 485 25
3 times 345 11

4 and more times 1,541 34
Total number of children running away 3,324 151

Runaway cases 18,812 314
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of professionals, then we’ll examine reasons and motivations prompting chil-
dren to run away from their own perspective. Finally, we outline the identifi-
able institutional reactions, revealing the insufficiencies in this field as well. 
 
3) Main results 
 

3.1 The reasons and motivations of runaways according to professionals 
Compared to professionals working outside children’s homes and to deci-

sion-makers, people working in homes have a very different view on the mo-
tivations behind running away. Those working within the facilities do not 
perceive such a significant institutional effect, and they do not attribute so 
many negative features to the institution in relation to running away, as those 
professionals who are connected to the system as external actors, like child 
protection guardians. The employees working in children’s homes explain the 
issue rather through the life situations of children, and they do not perceive 
any organisational or structural deficiency, displaying a rather repelling atti-
tude. They state firmly that institutional rules are acceptable to children, and 
that they do not run away because of the exaggerated expectations and rigid 
institutional setup. They are convinced that youngsters feel at ease in the 
homes. A further typical form of shifting institutional responsibility is the ref-
erence to behaviour patterns linked to age specificities. Boys are associated with 
the phenomenon of ganging up, while girls, but boys too, with the effect of 
romance. «That’s what’s usually happening, boys are hanging around with their 
gangs, fall in love, just as girls do, and since peer relationships are above ev-
erything else, if they haven’t got permission, they leave without it. I think it’s 
that simple» (educator responsible for teenagers, countryside). 

Professionals working outside the institution display more criticism, as in 
their view the main reason of runaways is that children’s homes do not establish 
genuine partnership relations with the youths. The effects of socialization 
hardly allow the adaptation to strict rules, pointing to the rigidity of the system 
of outings, which disregards age specificities. 

«[…] the children’s home is unable to keep them, they can’t build up a part-
nership with them. […] children have difficulties to bear the limits, and are 
used to different limits» (child protection guardian, Budapest).  

It is extremely important to talk about the dangers as well, like sexual abuse, 
which, due to the need for emotional attachment, is a real threat. «Because 
they don’t feel at ease inside, they have no one to attach to, and that’s how 
many kids say it, “who cares, because there, at least they love me”. They have 
an emotional connection there, they feel loved, that’s all, that’s the price of it. 
“They would buy me this or that”, but then, some of them are used physically, 
so are forced to work» (child protection guardian, Budapest). At this point, 
the risk of prostitution and the abuse of illegal and legal substances is very 
high, the latter being a problem anyway in child protection. 

Among the anomalies of institutional functioning, the phenomenon of 
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institutional neglect was also mentioned: the professionals often do not have 
accurate information on the cared children, they do not know what the 
youngsters are doing in their free time, where they go, what they are interested 
in, what their wishes regarding the near or more distant future are, or in gen-
eral, how they feel. They often do not know their family and peer relationships 
either. «They simply do not know much about the children living there. The 
educators do not spend time with the children, but stay in the educators’ 
room, doors closed, they are afraid of children or what, I don’t know. That 
kid is a good kid, who’s just a statistical number, but who’s not in the system, 
so one doesn’t need to be looked after» (child protection guardian, Budapest). 

The professionals describe as a structural problem the fact that there aren’t 
adequate recommendations at place as how to care efficiently for preteenagers 
and teenagers, what should be the basic principles the upbringing relies on, 
especially that in their case, they have few chances to be placed in foster care 
because of their higher age and behaviour problems. «So I think that tweens 
with many problems are in such a vacuum of care, to which there aren’t ade-
quate answers at present, in the care for preadolescents, to how a children’s 
home should be operated» (manager of an institution, Budapest). 

 
3.2 Runaway from the perspective of children and youths in child protection care  
We can conclude that most children and young adults run away to their 

family of origin. In most cases, after running away they do not return to the 
institution, only days or weeks later, but they stay with their family and parents 
instead. It is evident that the fact that there isn’t a proper procedure at place 
to keep the contact with their family, and the distance from their parents and 
familiar environment increase the risk of running away, and the length and 
frequency of such incidence. Going to their families is often only the starting 
point of a series of running away episodes, as later on children tend to run not 
only to their family, but to friends and acquaintances too, because they do not 
want to return to the children’s home. «When I ran away for the first time, it 
was sometime in November, I went to my parents with my older sister. And I 
stayed there for one day, then I returned. Now they let me go to my friend for 
one day. Everything was fine there, but that one day passed and we were head-
ing to the bus station to return to D. [the town], then here [to the institution], 
and we were chatting, all that, and I was with my sister and with my friend, 
and they convinced me to stay» (countryside, child living in a children’s home). 

Beyond this, we can observe another, rather standard pattern too, when 
running away is triggered by the desire to join dangerous company, or to be 
free and get rid of rules and limitations, and by the intensifying need for drugs. 
These situations are even more dangerous, since in such cases the children do 
not go to their families, but spend time on the streets, in abandoned buildings 
or playgrounds, without the supervision or help of an adult. «We always found 
such a place, for example there was in Ny [a place where the interviewee pre-
viously lived in an institution], at a railway station a warehouse-like building, 
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a very old warehouse, and so, we were either there, or were sleeping in a train. 
We did the same in the daytime, things like that» (Budapest, young adult living 
a post-care home). 

In such situations, the risk of becoming a victim, or being exposed to health 
threatening situations is very high. In such cases, illegal drug abuse or the con-
sumption of legal substances occurs in all cases and is a decisive factor. «We 
got to know each other better with these other kids from homes, they were 
also on drugs, they were smoking too so to say, like me and my little brother, 
the older one. So then, as we were smoking weed, there was a circle, people 
who were smoking weed, they had been doing this before us, and so we got 
into it too» (Budapest, young adult living a post-care home). 

 
3.3 Institutional responses and their perception  
According to the scant accounts of professionals and the experiences of the 

youngsters, the professional child protection system does not dispose over 
proper institutional tools and methods to prevent running away behaviours, 
and there are no meaningful reactions to such acts, after the children return 
to the institution voluntarily, with their parents or escorted by the police. There 
is no trustful relationship between the cared children and the caregivers, which 
would allow for the sharing of secrets and experiences they had gone through. 
This is problematic also in those cases when a child runs away to his/her family, 
since there was a reason for being removed from their family. But it is even 
more risky if they hang around on the street or at acquaintances during their 
unpermitted leave. «“Well, I usually don’t talk to anyone when I come back”. 
Didn’t you talk with the caregivers about whether there would be a next case, 
or why you had left? “No.”» (countryside, child living in a family-like home 
operated by the church). «The caregiver asks me where I’d been, and we write 
a note» (Budapest, young adult, sent to a correctional institution with a history 
in the child protection system 1). 

What is needed in order to prevent running away or its repeating? The chil-
dren and young adults mention three factors: 

1) It is important to experience confidence, affection, to have an adult care-
giver or professional in any other position to whom they can turn to 
openly, who gives advice, is present in their lives, cares for them, who 
finds them important, and they can count on in times of hardship. 
«Well, first of all, love. Lots of love, then, I don’t know. At that time 
drugs guided me, and the lack of love, this, you know, well, since we 
weren’t locked in, you know, we could go everywhere we wanted, in turn, 
it’s even worse if someone is locked up out there, ‘cause they would com-
mit even more crimes» (Budapest, young adult sent to a correctional in-
stitution with a history in the child protection system 1). 

2) At this age, exaggerated and rigid rules and expectations also evoke seri-
ous reluctance on the part of the youth, especially if the limits, rules and 
expectations were very different back home. 
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3) An important factor is the desolation of institutions, boredom, the fact 
that there aren’t exciting programs, and the available options are very 
limited. Among boys, internet, TV, computer, computer games are im-
portant and widespread, but besides these, sports, outdoor activities and 
extra-institutional programs are also indicated as needs. In case of girls, 
the lack of technical equipment is less emphasized, they would rather 
prefer outings. «Well, if only we had more programs, that would be 
good» (Budapest, young adult, sent to correctional institution, with a 
history in the child protection system 2). 

 
 
Conclusion  
 

The interview-based research revealed that, similarly to international trends, 
it is typical to the phenomenon of running away that children and youth tend 
to run away more and more frequently and for more and more extended pe-
riods. In most cases, they go to their family of origin, the eventuality of it being 
evidently higher if a child lives in state care for a shorter period of time and 
has a closer relationship with the family. It can be observed that first children 
run away to their family, later, when running away becomes part of their strate-
gies, they run not only home, but to other places too. Thus, the risks they be-
come exposed to are increasingly high and serious. 

The child protection system has no means to address the issue. There isn’t 
a relationship of trust between the caregivers and the cared children, which 
would ensure a solid ground for supportive discussions related to running away 
behaviours, while sessions with a psychologist are not frequent enough, if they 
are accessible at all, in order to become efficient factors of change. Another 
important aspect is that in the narrative of the children and youngsters, bore-
dom within the institutions, the lack of programs and activities are indicated 
as typical reasons leading to running away. 

Running away is a symptom, revealing the anomalies of the system. In order 
to prevent the phenomenon, and in general, to make child protection care effi-
cient, the following are needed: 

– Increased efforts are needed in order to ensure that the contact between 
the biological family and the child is continuous and maintained; this re-
lationship might be reconsidered due to changing needs, especially with 
the advancement of age. 

– Enforcing the relationship of confidence between the cared children and 
the professionals: there isn’t any helping professional in the environment 
of the children, on whom they could rely on, in whom they could trust. 
For any efficient intervention from the part of the specialised care regard-
ing both running away and other factors threatening children (i.e. drugs, 
alcohol, committing crimes, prostitution), a stronger and deeper relation-
ship between the carer and the cared is indispensable. 
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– There aren’t any therapeutic alternatives to process traumas experienced 
in the biological family or within the institutions. At present the institu-
tional system is unable to fulfil all tasks related to child protection. It is 
evident that a considerably high rate of the children running away are af-
fected by various deviancies, many of them are under pharmacological 
therapy, therefore during any unpermitted leave, the extent of the danger 
is also much higher. 

– Insufficiencies in professional knowledge also show that professional 
knowledge is not adjusted to the life conditions of the cared children, and 
there isn’t any openness to look for simple solutions on institutional level. 

– Institutions organize targeted programs aimed at prevention only occa-
sionally. They don’t even consider it necessary, arguing that the type of 
problem already arose within the institution. Reactive solutions are also 
adventitious in all topics; besides runaways, we can mention in this re-
spect victimization, drug abuse, and teen pregnancy as well. According 
to professionals, the most important need is to organize group activities 
for the young people, and to improve relationships among youths living 
in the same homes. However, the tools for such actions remain unknown. 

– Professional failures, the feelings of powerlessness and incapacity, and the 
concrete cases of runaways also have a negative impact on the attitude of 
professionals. It is important to dedicate attention to the improvement of 
the human relationships of professionals working with youths, to the life 
stories of children in child protection care or to the processing of feelings 
of failure caused by cases of runaways, in general, to allow space for pro-
fessional dialogue (professional discussions, supervision and coaching). 
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Narrativas trasmediáticas en la educación a distancia 
 
 
 
ABSTRACT 
 

El papel del profesor ha cambiado radicalmente con la introducción de los 
medios digitales en el proceso educativo. Este actúa como un dramaturgo, que 
crea narrativas transmediáticas para involucrar a los estudiantes en su acceso 
al conocimiento e incentivar experiencias emocionales específicas. Estas expe-
riencias funcionan como un complejo interconectado en la medida en que los 
estudiantes necesitan desarrollar herramientas para la interpretación, negocia-
ción del significado de la información a la que están expuestos en el contexto 
de lo transmediatico. 

Esta contribución presenta un proyecto interdisciplinario que exploró y uti-
lizó narrativas transmediáticas en el campo de la educación a distancia en los 
recientes meses de cuarentena. 

 
PALABRAS CLAVE: Narrativas transmediáticas, Contextos de enseñanza y 

aprendizaje, Información multisensorial, Creación de significado de conteni-
dos, Educación artística 

 
 
The role of the teacher has changed radically with the introduction of digital 

media in the educational process. He/she acts as a screenwriter, creating trans-
media narratives to engage students in their access to knowledge and to en-
courage specific emotional experiences. These experiences function as an 
interconnected complex to the extent that students need taking into account 
that they have to develop tools for interpretation, negotiation of the meaning 
of the information to which they are exposed in the context of the transme-
dia. 

This contribution presents an interdisciplinary project that explored and 
used transmedia narratives in the field of distance education in the recent 
months of quarantine. 

 
KEY WORDS: Transmedia narratives, Teaching and learning contexts, Mul-

tisensory information, Content meaning creation, Art education 

1  Profesora de didáctica de las artes plásticas en la Facultad de Pedagogía de la Universidad de Lju-
bljana, correo electrónico: <beatriz.tomsic@pef.uni-lj.si>.
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Introducción 
 

En el contexto de la virtualización obligatoria de los espacios de enseñanza 
a raíz de la pandemia del COVID 19, quienes tomamos la palabra y ponemos 
el cuerpo frente a la cámara de una computadora en una plataforma de en-
cuentro quedamos expuestos de una manera que en la mayoría de los casos no 
ha tenido precedentes. Ha obligado a los que considerabamos con recelo el 
uso indiscriminado de la tecnología en la educación a repensar métodos, ob-
jetivos, estrategias didácticas, al espacio de la escuela en su totalidad y en su 
sentido más amplio. 

Aun antes de esta experiencia, el mundo de los nuevos medios ha cambiado 
inevitable y profundamente la actitud de profesores y estudiantes respecto de la in-
formación. Datos de todo tipo y de cualquier campo científico están fácilmente 
disponibles en cualquier momento y prácticamente en cualquier lugar del planeta. 

Sin embargo, los datos aislados no significan conocimiento. Nos referimos 
al conocimiento cuando una interdependencia de información adquiere un 
significado particular en determinadas condiciones. Cómo usar y conectar esta 
información para no manipular ideológicamente a los estudiantes de manera 
que aun sin tener esta intención, les impidamos desarrollar sus propias ideas 
críticas es una de las principales cuestiones sobre la que los maestros deberíamos 
reflexionar. El proceso de enseñanza y aprendizaje no es operado en una sola 
dirección y solo por el maestro. La mayoría de las veces, el maestro es una es-
pecie de dramaturgo, que crea historias, relatos de una serie de eventos rela-
cionados, experiencias que a través de la argumentación, la descripción, la 
exposición, etc. son parte de los modos retóricos del discurso que usa para mo-
tivar a los estudiantes en sus actividades y generar la ansiada aproximación al 
conocimiento. Teniendo en cuenta sus objetivos, elige ciertos contenidos rele-
vantes y descarta otros, los conecta buscando una visión interdisciplinaria del 
mundo que tenga sentido y le dé sentido a su narración. 

Los medios técnicos que hoy son accesibles a los maestros han cambiado la 
naturaleza de sus narrativas en el contexto del proceso de enseñanza y apren-
dizaje. Las historias que una vez se pudieron presentar solo en forma textual o 
audiovisual, hoy se pueden crear utilizando una gama mucho más amplia de 
posibilidades, abordando todos los sentidos, sumergiendo al espectador en una 
nueva realidad mucho más convincente y sin requerir condiciones especiales 
para ser efectivo. Las narraciones siempre se dirigen a un público determinado 
porque son un acto de comunicación. En este proceso, el narrador es prácti-
camente tan importante como el público. Una narración efectiva parte y recibe 
su forma a partir de de las percepciones de los narradores, y afecta y transforma 
las percepciones de los espectadores2. 

Las experiencias multisensoriales que cada narración ofrece a los estudiantes 

2  K. KALINOV, Transmedia Narratives: Definition and Social Transformations in the Consumption of 
Media Content in the Globalized World, en «Postmodernism problems», n. 7, 2017, pp. 60-68.
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mación requirieron la elaboración de ideas y soluciones de planificación, ori-
ginalidad, lo que significó estrategias inusuales al resolver el problema de pre-
sentación de los resultados usando multimedia. El intercambio en las redes 
sociales, la creación de una historia a partir de la información recopilada, desde 
diferentes puntos de vista, fue parte del desafío. Al final, todos tuvieron que 
subir sus trabajos en un nuevo grupo creado que incluía a toda la cohorte. 

La tercera parte incluyó el intercambio y la conexión de las historias desde 
diferentes puntos de vista. La historia breve y esencial de comprensión de los 
significados y el alcance de los contenidos debía conducir a una nueva historia 
visual original y más amplia. Al final de esta parte, los estudiantes de cada 
grupo tuvieron que proponer una actividad dentro de la educación artística 
destinada a los estudiantes que participaban en el resto de los grupos. Algunas 
actividades fueron muy interesantes y una forma muy creativa de mostrar cómo 
el conocimiento interdisciplinario creció a través de todo el proceso pedagó-
gico. La figura 3 muestra un ejemplo de trabajos que tuvieron su punto de 
partida en el material de la prueba de la fase anterior y se convirtieron en un 
nuevo objeto, el diseño de un patrón para textiles. Lo interesante es que los 
diseños originales estaban vinculados a la forma del pentágono y el hexágono; 
‘jugar’ con las formas les hizo descubrir el cuadrado en sus patrones y desarro-
llar sus conocimientos y competencias para vincular contenidos que tienen sig-
nificados complementarios. Esta fue la conclusión de las actividades de los 
estudiantes y estaba destinada a usar y consolidar prácticamente el conoci-
miento adquirido. La última parte del proyecto incluyó una reunión de todos 
los participantes, donde los estudiantes presentaron el desarrollo de su trabajo 
durante las diferentes fases. Este fue el material evaluado por los profesores. 
De esta manera, podríamos tener una idea del proceso dentro de todos los gru-
pos de estudiantes, comparar los resultados y sacar conclusiones. 
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Figura 3. Un ejemplo del proceso de diseño. En este caso los alumnos utilizaron la pintura titulada Pa-
pillon (1981) de Victor Vasarely y la convirtieron en el diseño de un patrón para material textil. 
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Resultados y discusión 
 

Los resultados parciales de las pruebas realizadas a través de la primera y la 
segunda fase de la investigación de acción fueron el punto de partida para el 
diseño de la tercera parte, probablemente la más importante y decisiva de la 
investigación. Es por eso que no los repetiremos aquí y más bien nos concen-
traremos en los resultados de la última fase. 

Al finalizar el curso utilizando la narración transmediática con integración 
interdisciplinaria entre diferentes contenidos de bellas artes, biología y geome-
tría, los estudiantes, el profesor y los profesores consultores se reunieron para 
discutir sobre las actividades realizadas y su evaluación, y para conocer las opi-
niones de los estudiantes. 

Los estudiantes elogiaron la integración gradual de la introducción de una 
estrategia individual para resolver tareas y la posibilidad de elegir individualmente 
ejemplos de bellas artes. Afirmaron que estaban muy motivados por la sorpresa 
de las conexiones inesperadas entre los contenidos dentro de los diferentes temas 
desde el punto de vista de la experiencia artística y estética general. También fue-
ron motivados por el uso de conceptos conocidos en nuevos contextos. 

Las respuestas de los estudiantes mostraron una fuerte simpatía por el en-
foque utilizado, principalmente debido a la posibilidad de que cada uno pueda 
crear sus propias soluciones para tareas artísticas que expresen los intereses, ex-
pectativas y que cada cual haya podido crear su propia estrategia de trabajo. 

Los estudiantes que no usan las redes sociales con tanta frecuencia o son reacios 
a su uso, ya que sienten que están constantemente expuestos a reacciones inespe-
radas sin embargo declararon que la tarea no les fue fácil. La creación de grupos 
con colegas que conocían y en los que se sentían cómodos y seguros les hizo tener 
más confianza y al final se sorprendieron por los diferentes caminos que condu-
jeron sus trabajos. Sin embargo, afirmaron que tenían que trabajar en su motiva-
ción personal para sentirse incluidos en sus grupos de trabajo. Esta combinación 
de aprendizaje individual y comunitario fue una gran experiencia para ellos porque 
les mostró cómo podían enriquecer sus visiones y las formas en que podían seguir 
un proceso satisfactorio aprendiendo más y de nuevas maneras. 
 

«Tener en cuenta las diferentes formas en que los estudiantes aprenden 
mejor, ya sea visual, auditivamente, a través de la palabra, la escritura o el 
movimiento y los estilos de aprendizaje con respecto a las formas en que 
los estudiantes manejan sus experiencias es de primordial importancia al 
diseñar material didáctico multimedia para la clase y planificar estrategias 
educativas transmediáticas. Transmedia, basado en conexiones interdisci-
plinarias, requiere que el profesor tenga un excelente conocimiento de los 
contenidos y objetivos de las asignaturas correlacionadas y que realmente 
crea en la posibilidad de un trabajo integrado dentro de ellas»17. 

17  TOMŠIČ AMON, Transmedia Narratives in Education: The Potentials of Multisensory Emotional Arou-
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La integración interdisciplinaria es un desafío y una oportunidad para la 
motivación interna, el crecimiento profesional y personal para el profesor así 
como una experiencia de vida para los estudiantes. 

El profesor admitió que era bastante extraño trabajar en parte en un espacio 
virtual donde no era posible evaluar y monitorear a los estudiantes. El aula 
ofrece seguridad. El material didáctico está ahí para ser utilizado. Las aulas vir-
tuales, lo hemos vivido en las clases durante la pandemia de COVID 19, re-
quieren pensar la didáctica de otra manera. Por eso, la evaluación final de los 
logros desarrollados por los estudiantes exigió un enfoque específico que, de 
hecho, era nuevo. Exigió una reflexión sobre qué y cómo evaluar el trabajo de 
los estudiantes. 

El uso de narrativas visuales transmediáticas fue la más exitosa de las tres 
estrategias pedagógicas comparadas en esta investigación. Fue la parte más exi-
gente con respecto a la organización, la preparación del material de estudio, la 
evaluación de los estudiantes, tomó más tiempo y fue la más impredecible con 
respecto a los resultados. Sin embargo, sus resultados superaron nuestras ex-
pectativas. 
 
 
Conclusión 
 

Comprender cómo el arte tiene su origen en la naturaleza es un objetivo 
principal dentro de la educación de futuros maestros de diferentes asignaturas 
escolares, desde el jardín de infantes hasta la universidad. Esta es una condición 
central si deseamos educar a los jóvenes creando un sentido holístico del 
mundo y sus vidas. La dificultad para conectar la información y transferir el 
conocimiento, las habilidades deficientes para dar significado a las imágenes y 
comprender el discurso visual parece ser un problema persistente en muchos 
aspectos dentro de la educación en todos los niveles. 

El uso de los medios digitales y su desarrollo exponencial crea un mundo 
de fuertes diferencias. Probablemente no sea tan importante en el aspecto so-
cial. En realidad, cualquier teléfono puede realizar todo lo que necesitamos 
para mostrar nuestra vida a otros en Instagram. Pero, por otro lado, hay una 
brecha generacional entre muchos maestros que se enfrentan al hecho de que 
los estudiantes poseen o saben cómo acceder a una gran cantidad de informa-
ción facilitada por los medios digitales. Muchas veces esta información excede 
los contenidos requeridos dentro de los planes de estudio. La contradicción 
consiste básicamente en el hecho de que los maestros muchas veces poseen 
menos información que los estudiantes, estos por otro lado, no poseen las he-
rramientas para manejar y clasificar críticamente dicha información. Dentro 
del mundo a veces altamente burocrático de la educación oficial, los cambios 
curriculares se desarrollan a un ritmo significativamente más lento que la ne-

sal in Teaching and Learning Contexts, op. cit., p. 64.
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cesidad de los estudiantes de adquirir conocimientos y experiencias. La adqui-
sición de conocimiento a través de una experiencia que no presenta límites o 
limitaciones con respecto a los contenidos de aprendizaje es un potencial emo-
cionante para actuar tratando de mejorar esta perspectiva eventualmente con-
flictiva. Probablemente, este límite es al mismo tiempo una de las dificultades 
claves que enfrentan los maestros para planificar sus procesos de enseñanza. 

Las experiencias multimedia son importantes no solo en el caso de la edu-
cación artística sino también para otras asignaturas escolares. La mayoría de 
ellas necesita de representaciones visuales y auditivas de todo tipo. No es difícil 
imaginar el significado de la capacidad de imaginar relaciones espaciales en los 
campos de la geometría, geografía, biología, física o química. Medios complejos 
y refinados de percepción visual y auditiva y todos los significados que este 
concepto implica y supone son necesarios en casi todas las actividades. Las es-
cuelas de todos los niveles deben ofrecer a los estudiantes experiencias opera-
tivas adecuadas y desarrollar competencias específicas. En la segunda década 
del siglo XXI no hay dudas al respecto. En las últimas tres décadas el mundo 
cambió a un ritmo que no hubiésemos podido imaginar. No tenemos motivos 
para creer que en el futuro será diferente. 

Una visión dialéctica de la experiencia supone que se forma sobre la base 
de intercambios entre la percepción sensorial y la reflexión. La experiencia no 
es solo parte de una percepción del mundo exterior, sino que adquiere su sig-
nificado a través de la conciencia interpretativa. Una experiencia estética puede 
transformar a una persona si ésta reconoce un tipo particular de experiencia 
en ella. Con este proyecto, podríamos entrar en contacto con este aspecto del 
proceso de enseñanza y aprendizaje. 

Esta estrategia de trabajo también abre contradicciones entre diferentes ex-
periencias individuales, objetivos y métodos establecidos para alcanzarlos, el 
significado tradicional y los mecanismos de motivación y compromiso personal 
en todo el proceso. Cuestiona la posición de cada individuo que promueve la 
autorreflexión para conectar los aspectos cognitivos y emocionales con la ac-
ción. Podríamos decir que se da cuenta de los pensamientos de Dewey18 de 
que cuando miramos, podríamos agregar o creamos una obra de arte, las emo-
ciones y el pensamiento funcionan juntos en su conexión perceptible y sensual, 
por lo que la experiencia es el complejo en el que el mundo se abre y nos da 
significados y valores de manera no verbal. 

Podemos afirmar sin dudas que la educación artística en el siglo XXI enfrenta 
nuevos desafíos de todo tipo. Es necesario mejorar las experiencias utilizando 
todas las posibilidades que ofrecen los nuevos medios porque facilitan el desa-
rrollo de la visualización espacial y las operaciones con formas complejas que 
prácticamente no se pueden realizar de la manera tradicional con papel y lápiz; 
ahorran tiempo y brindan la posibilidad de muchas variantes sobre el mismo 
tema muy fácilmente. Por otro lado, es obvio que una visión del proceso pe-

18  J. DEWEY, El arte como experiencia, Fondo de cultura económica, México D.F., 1949.
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dagógico de la educación artística exige la inclusión de una forma específica 
de evaluación precisa de las actividades hápticas tridimensionales que permita 
a los estudiantes experimentar las características de los materiales como textura, 
dureza, temperatura, elasticidad, flexibilidad, plasticidad y porosidad, que los 
medios de pantalla no permiten. La comprensión del pasado y de los productos 
de arte contemporáneo exige un conjunto de experiencias complejas y ricas, 
que es uno de los principales objetivos de la educación en todos los niveles. 
Las narrativas transmediáticas, debido al uso potencial de diferentes canales 
de distribución, que de hecho no están necesariamente conectados con los me-
dios de pantalla, ofrecen una amplia gama de posibilidades que vinculan lo 
real y lo virtual en modos específicos. Esta nueva cultura desplaza el centro del 
proceso educativo de una relación frontal entre maestros y estudiantes, con 
una respuesta individual y compromiso de estos, a una comunidad que conti-
nuamente está creando y recreando conocimiento. 

En el mundo actual conectado globalmente, en el que es posible utilizar 
diferentes plataformas para conectarse y comunicarse, los alumnos y los pro-
fesores ya no están relacionados con un espacio material específico. De alguna 
manera, incluso si es difícil de imaginar, podríamos decir que el aula, ya que 
el espacio material donde tienen lugar la enseñanza, el aprendizaje, los inter-
cambios sociales, etc. está cambiando. La comunidad de aprendizaje es, de 
hecho, una comunidad global y multicultural que eventualmente usa muchos 
lenguajes verbales y guiones y no necesita un espacio tridimensional para vivir. 
En este contexto, el lenguaje visual se convierte en un universal que debe en-
tenderse ampliamente, llevando al mismo tiempo el toque particular de las pe-
culiaridades culturales19. 

Sin duda, se requerirán nuevas formas especiales de organización por parte 
de los maestros y de los estudiantes. La flexibilidad en la planificación y eva-
luación de los resultados del trabajo serán imposibles de evitar. Nuestras propias 
ideas sobre lo que esperamos del proceso de aprendizaje deberán estar en sin-
tonía. La dialéctica entre las sucesivas experiencias que involucran a los maes-
tros con su propia experiencia, profesionalismo, habilidades organizativas, 
conocimiento e intuición para el liderazgo individual, y el estudiante que in-
terpreta y construye una imagen del mundo deriva de la forma en que cada 
uno acepta el mundo y reúne elementos en un nuevo todo con significado en 
un contexto particular y renovado cada vez. 

El significado de esta investigación debe verse en un contexto extenso y al 
mismo tiempo bastante ecléctico: cambios importantes en la percepción y eva-
luación de eventos en el mundo de las artes, que se producen al mismo tiempo 
que grandes cambios en el entorno escolar, cambios funcionales rápidos en la 
vida de los maestros, estudiantes y nuestra sociedad en general, y una escuela 

19  C. BRUSHWOOD ROSE, Making Emotional and Social Significance: Digital Storytelling and the Cul-
tivation of Creative Influence, en M. DUNFORD & T. JENKINS (eds.), Digital Storytelling, York Uni-
versity, Toronto, 2017, pp. 185-202. 
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que no será el edificio que el anciano recordará con apego y emoción, sino una 
nube virtual, en algún lugar del universo. 
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