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ABSTRACT 

This thesis brings together five accepted, and one submitted, articles, along with a 
seventh in process of completion, all written and revised during a second doctoral 
candidacy. Quantitative, qualitative and mixed methods were used to delve into student 
perceptions of their socio-educational realities, regarding the role of curriculum and the 
influence of different teaching strategies related to the teaching of social studies or 
teacher training. In some articles, responses concerning the questions proposed within 
the studies were taken into account in conjuncture with sociodemographic variables, 
through multilevel modeling. In other studies with smaller sample sizes mixed methods 
approaches were used. Some articles compare and contrast teacher and student 
perspectives. Articles are organized into groups of two or three as they correspond to 
funding bodies and, when relevant, follow a chronological order of publication. 
Anonymous reviewer feedback is included and discussed in relation to the final article 
versions.  
 
Keywords: social studies teaching strategies, compendium of publications, multilevel 
modeling, mixed methods analyses, curriculum. 
 
 

RESUM 

Aquesta tesi com a compendi de publicacions reuneix cinc articles acceptats i un 
presentat, juntament amb un setè en procés de redacció, tots set escrits i revisats durant 
la realització d'una segona tesi doctoral. S’han emprat mètodes quantitatius, qualitatius 
i mixtos per aprofundir en les percepcions de estudiants sobre les seves realitats 
socioeducatives, pel que fa al paper del currículum i la influència de les diferents 
estratègies docents relacionades amb l’ensenyament socials de les ciències socials o la 
formació del professorat. En alguns articles, es van tenir en compte les respostes a les 
preguntes proposades en els estudis en conjuntura amb variables sociodemogràfiques, 
mitjançant modelització multinivell. En altres, que conten amb mostres més petites, es 
van utilitzar mètodes mixtos. Alguns articles comparen i contrasten les perspectives dels 
professors i dels estudiants. Els articles s’organitzen en grups de dos o tres, ja que 
aquestes agrupacions corresponen als mateixos organismes de finançament i, quan és 
rellevant, l’ordre dels articles dins de la tesi segueix un ordre cronològic de publicació. 
S'inclouen i es posa en context els comentaris dels revisores i revisors anònims en relació 
amb les versions finals dels articles acceptats.  
 
Paraules clau: didàctica de les ciències socials, compendi de publicacions, models 
multinivell, anàlisis de metodologia mixta, currículum. 
 
 
 
 



2 
 

 

RESUMEN 

Esta tesis como compendio de publicaciones reúne cinco artículos aceptados y uno 
presentado, junto con un séptimo en proceso de redacción, los siete escritos y revisados 
durante la realización de una segunda tesis doctoral. Han sido empleados métodos 
cuantitativos, cualitativos y mixtos para profundizar en las percepciones de las y los 
estudiantes sobre sus realidades socioeducativas, en cuanto al papel del currículum y la 
influencia de las diferentes estrategias docentes relacionadas con la enseñanza de las 
ciencias sociales y la formación del profesorado. En algunos de los artículos se han 
tenido en cuenta las respuestas a las preguntas propuestas en los estudios en coyuntura 
con variables sociodemográficas, mediante modelización multinivel. En otros, que 
cuentan con muestras más pequeñas, se utilizaron métodos mixtos. Algunos artículos 
comparan y contrastan las perspectivas del profesorado y de los y las estudiantes. Los 
artículos se agrupan en número de dos o tres ya que estas agrupaciones corresponden 
a los organismos de financiación. Además, cuando es relevante el orden de los artículos 
dentro de la tesis sigue un orden cronológico de publicación. Se incluyen y se ponen en 
contexto los comentarios de las y los revisores anónimos en relación con las versiones 
finales de los artículos aceptados. 
 
Palabras clave: didáctica de las ciencias sociales, compendio de publicaciones, 
modelos multinivel, análisis de metodología mixta, currículum. 
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Chapter I.  
INTRODUCTION 
 

The following doctoral thesis is a compendium of publications in which myself, the 

doctoral candidate, has played an central role in recent years both in regard to data 

analysis and in writing the articles themselves (especially in regard to the five articles 

presented in Chapters II and III). This thesis was carried out within the doctoral program 

Didàctica de les Ciències, les Llengües, les Arts i les Humanitats of the University of 

Barcelona’s (UB) Faculty of Education. The Faculty of Education and the UB designated 

a minimum of three JCR and/or Scopus articles at least accepted for a thesis to be 

considered as a Compendium of Publications (see Universitat de Barcelona, 2019).  

As you will see in the following pages, this minimum has been more than fulfilled as 5 

articles (A1, A2, A3, B1, and C2, included in Chapters II, III, and IV of this thesis) have 

been either published (3) or accepted for publication (2). A further article (C2, included 

in Chapter IV) has been submitted to the Cambridge Journal of Education and is pending 

review. One final article (B2, Chapter III) is under preparation for its submission in 

February of 2021 and is included in its current draft form.   

I understand that soon, modifications to these requirements in presenting a doctoral 

thesis as a compendium of publications will be less demanding. This makes sense since, 

as I have learned first-hand, revision periods can be lengthy, especially in the case of 

higher-ranked journals in which my co-authors and myself aspired to publish that seem 

to have much more rigorous review processes. Thankfully, this has been done, for the 

most part, successfully. Luckily, in my case this thesis is a second thesis, and I could 

pursue other aspects of my professional-academic career as my coauthors and I awaited 

https://www.ub.edu/portal/documents/6006358/0/normativa_doctorat+%281%29.pdf/9decb6d5-2a95-2380-14ea-c950962b5c38
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the results of, lengthy, and in the case of article A1 I would argue, a arduous revision 

process (see section 2.6, Chapter II).   

1.1. Why opt for a thesis as a compendium of publications? 
 

My undergraduate studies and true academic passion lie in the area of Social Studies 

Education and related fields. However, when I first moved to Catalonia I believed that it 

would be easier, as a native English speaker, to pursue graduate studies in Foreign 

Language Education. I soon was faced with a sort of anti-native-speaker xenophobia that 

I did not find later on as I found a home in the area of Didàctica de les Ciències Socials 

(DCS) at the University of Barcelona. As I was finishing my first doctoral thesis, I had 

already found my way to my true passion in DCS. This is not a far cry from my 

undergraduate studies that are in history and political science.  

I figured that a second doctoral dissertation could act to “kill two birds with one stone”; 

I would have a second thesis at the same time as I worked to seek approval or “acreditar-

me”, perhaps if I was lucky, at a Full-Professor level, through the administrative bodies 

of AQU (Agència per a la Qualitat del Sistema Universitari de Catalunya) and ANECA 

(Agencia Nacional de Evaluación de la Calidad y Acreditación).  Thankfully I received the 

news that the AQU had granted me Full-Professor acreditació in July of this year (2020). 

ANECA had previously granted me the equivalent in 2014, but I was to find that this is 

irrelevant for certain UB positions and the ideal is to have AQU approval in Catalonia.  

In part thanks to academic pursuits in other areas, one might argue that my academic 

background thus far is varied, diverse, and interdisciplinary. In his Investment Theory of 

(academic) Creativity, Sternberg and colleagues, affirm that diverse profiles tend to be 

more productive and help avoid academic entrenchment (e.g., Frensch & Sternberg, 

1989, Sternberg & Grigorenko, 2001). Sternberg is not alone in arguing that diversity of 

experience fosters creativity and successful problem solving (see, for example, Page, 

2007; Webber & Donahue 2001; Williams & O’Reilly 1998). I consider myself fortunate 

to have learned from a variety of different people in a diverse range of pursuits; holding 

different methodological viewpoints. I hope that the advantages of this come through 

in the articles presented in this thesis.  
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1.2. Journals chosen for publication and their respective impacts 

The following Table 1 outlines the articles as organized in this dissertation and their 

corresponding journals of publication, or in the case where the article has yet to be 

published, submission (C1). Table 1 also details in the stage of publication or submission 

of each article and the JCR Impact factor at time of submission, the current 2019 JCR 

Impact factor, the JCR tier ranking, and the current 2019 Scimago Journal & Country 

Rank (SJR) for overall comparison purposes among all 7 journals. 

Table 1 

Journals chosen for publication and their respective impacts 

Group 
Article 

Ref. Journal Stage 

JCR Impact 
factor at time 
of submission 

Current 
JCR Impact 

factor 
(2019) 

JCR 
ranking SJR 

A  
(Chp. II) 

A1 

International 
Journal of 

Intercultural 
Relations 

Published  
2018 

Print Version 
1.580 1.981 

2018 – 
Q2 

2019 – 
Q1 

Q1 

A2 
Youth & 
Society 

Published  
April 2019 

Online First 
2.523 1.794 

2018 – 
Q1 

2019 – 
Q2 

Q1 

A3 
Journal of 

Youth Studies 

Published  
July 2020 

Online First 
1.732 1.679 Q2 Q1 

B  
(Chp. III) B1 

Teacher 
Development 

Accepted  
15/12/2020 

- 

(Scopus) 

- 

(Scopus) 
ESCI1 Q2 

B2 
Teaching and 

Teacher 
Education2 

Preparation for 
submission (see 

Chapter III) 
- 2.686 Q1 Q1 

C  
(Chp. IV)  C1 

Cambridge 
Journal of 
Education 

Under review 
November 2020 

1.421 1.421 Q3 Q1 

C2 
Intercultural 

Education 

March 2020 
Selected for 

Special Issue, 
currently with 

Editor 

- 

(Scopus) 

- 

(Scopus) 
ESCI1 Q1 

1 Included in the Thomson Reuters Emerging Sources Citation Index (ESCI). 
2 Backup choice for submission: International Journal of Educational Research (JIF: 1.794). 
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1.3. Overview of article authorship, titles and, when relevant, citations to 
date  

Table 2 outlines the articles as organized in this dissertation and their corresponding 

authorship, titles, and (when relevant) print volume, DOI, and citations to date (2020) 

as measured by WOS and Google Scholar. 

Table 2 

Article authorship, titles and (when relevant) citations to date (2020) 

 

Article 
Ref. 

 Citations 

Group Authorship, title, and publication details 
Google 
Scholar  WOS  

A  
(Chp. 
II) A1 

Wilson-Daily, A. E., Kemmelmeier, M., & Prats, J. (2018). 
Intergroup contact versus conflict in Catalan high schools: A 
multilevel analysis of adolescent attitudes toward immigration 
and diversity. International Journal of Intercultural Relations, 64, 
12-28. https://doi.org/10.1016/j.ijintrel.2018.03.002 

20 12 

A2 

Wilson-Daily, A. E., & Kemmelmeier, M. (2019). Youth perceptions 
of voting participation in the midst of Catalonia’s active struggle 
for independence. Youth & Society. Published online first (12 
April): https://doi.org/10.1177/0044118X19840965 

4 0 

A3 

Wilson-Daily, A. E., & Kemmelmeier, M. (2020). Who is on our 
side? Complexities of national identification among native and 
immigrant youth in Catalonia. Journal of Youth Studies. Published 
online first (12 July): 
https://doi.org/10.1080/13676261.2020.1784856 

0 0 

B  
(Chp. 
III) B1 

Wilson-Daily, A. E., Feliu-Torruella, M., & Romero Serra, M. 
(Accepted 15/12/2020). Key competencies: Developing an 
instrument for assessing trainee teachers' understanding and 
views. Teacher Development. RTDE-2019-0234 

- - 

B2 

Feliu-Torruella, M., Wilson-Daily, A. E., (& possibly González-Sanz, 
M.) ‘Why don’t I know this already?’ Are we failing our primary 
teacher trainees’ regarding their need to learn and apply key 
competencies to the classroom? 
Projected first submission: 02/2021 

- - 

C  
(Chp. 
IV)  C1 

Harris, R., Wilson-Daily, A. E., & Fuller G. ‘I just want to feel like 
I’m part of everyone else.’ How schools unintentionally contribute 
to the isolation of students who identify as LGBT+.  
Submitted to Cambridge Journal of Education: 11/2020 

- - 

C2 

Harris, R., Wilson-Daily, A. E., & Fuller G. Exploring the secondary 
school experience of LGBT+ youth: An examination of school 
culture and school climate as understood by teachers and 
experienced by LGBT+ students. Intercultural Education. 
Accepted: 08/2020 for Special IAIE Issue (August, 2021). 

- - 

 

https://doi.org/10.1016/j.ijintrel.2018.03.002
https://doi.org/10.1177/0044118X19840965
https://doi.org/10.1080/13676261.2020.1784856


13 
 

1.4. Dissertation structure 

Following this introductory chapter (Chapter I), the present thesis is divided into three 

groupings of articles. The articles in this thesis have been largely guided by the research 

grants directed by the research groups with whom I have worked with at the Universitat 

de Barcelona (UB) and the University of Reading (UK). Therefore, these groupings 

(Chapter II, III, and IV) are determined in that each group corresponds to the same 

financing body or bodies. Each of these central chapters begins with a general 

introduction to the articles, general project descriptions, and a summary of my role 

within the corresponding project or projects.  

In the case of published or accepted articles, each is introduced through an initial section 

accompanied by a perspectiva general in both Catalan and Spanish. Following each 

introductory section, my role regarding the writing of the article in question is explained 

and modifications to the article based on reviewer comments are contextualized. This is 

followed by the published or accepted full version of the article. In the case of the 

submitted article that has not yet received reviewer feedback and the draft article the 

modification section is, clearly, not relevant and therefore not included.  

A fifth (Chapter V) concludes this thesis by briefly summarizing the findings most 

relevant to the area of Didàctica de les Ciències Socials. Final reference and bio sections 

conclude the thesis.  
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Chapter II.  
ARTICLES – GROUP A 
 

2.1. General introduction to the three Group A articles 

Schools are complex organizations where the interplay between many levels of 

influence are relevant. As complex organizations, any large-scale analyses should focus 

on different levels of that organization, including the individual, classroom and school 

level. Because individual students are “nested” within classrooms within the same 

school, large-scale quantitative response data from schools can be, and arguably, when 

possible, should be, contemplated using multilevel modelling.  

Large-scale data compilations, like the one under analysis in the Group A articles 

presented here, allow for such statistical modelling. This technique highlights these 

structural social aspects, like one’s school, classroom, or family, as hierarchical elements 

that in themselves are of interest as units of study. This approach is superior to 

traditional multiple regression which fails to contemplate the structured influence of 

peers and staff with whom the students interact as variables of study. The three articles 

(referred to as A1, A2 and A3) that are showcased in this chapter are based on such 

large-scale quantitative multilevel analysis of secondary schools in Catalonia. However, 

like traditional multiple regression, multilevel modeling also allows for the controlling of 

sociodemographic variables like gender, immigrant background and socioeconomic 

status.  

This macro vision lets us look at classrooms and schools as their own units of analyses 

or variables in of themselves all while controlling for the aforementioned 

sociodemographic variables. Therefore, in very broad strokes we can ask to what extent 

is there variability among classrooms and/or schools in relation to the dependent 
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variables under scrutiny. At times, as you will see in the articles contained in the group 

A section, such as article A1 and A3, the answer to the question of classroom variability 

is “not much”. Other times, as you can observe in article A2, the variability shown in the 

article reveals that the teaching strategies in the social studies classrooms under 

analyses are key to shaping student views of their surrounding world.  

All three articles are based on multilevel modeling and written under the gracious 

mentoring of Dr. Markus Kemmelmeier of the University of Nevada, Reno.  

These three group A articles are as follows:  

 A1. Wilson-Daily, A. E., Kemmelmeier, M., & Prats, J. (2018). Intergroup contact 

versus conflict in Catalan high schools: A multilevel analysis of adolescent 

attitudes toward immigration and diversity. International Journal of 

Intercultural Relations, 64, 12-28. https://doi.org/10.1016/j.ijintrel.2018.03.002 

 A2. Wilson-Daily, A. E., & Kemmelmeier, M. (2019). Youth perceptions of voting 

participation in the midst of Catalonia’s active struggle for independence. Youth 

& Society. Published online first (12 April): 

https://doi.org/10.1177/0044118X19840965 

 A3. Wilson-Daily, A. E., & Kemmelmeier, M. (2020). Who is on our side? 

Complexities of national identification among native and immigrant youth in 

Catalonia. Journal of Youth Studies. Published online first (12 July): 

https://doi.org/10.1080/13676261.2020.1784856 

These are studies derived from data drawn from the following research projects (PI. 

Joaquím Prats Cuevas) in which I played a central role as coordinator of the instrument 

for quantitative data collection (see section 2.2.). One of the grants that made this 

research possible is the following: “Educación cívica en les aulas interculturales: análisis 

de las representaciones e ideas sociales del alumnado y propuestas de acción educativa” 

(Code: 2012 ACUP 00185). This project will be translated here as: “Civic Education in the 

Multicultural Classroom: An analysis of the social representations and ideas of students 

and proposals for effective education practices”. This project incorporated 22 

https://doi.org/10.1016/j.ijintrel.2018.03.002
https://doi.org/10.1177/0044118X19840965
https://doi.org/10.1080/13676261.2020.1784856
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researchers and 2 university research teams, one at the Universitat de Barcelona and a 

second at the Universitat de Lleida and had a duration or three years from 2013 to 2015. 

Funding for a second project entitled, “Formación sociopolítica y construcción identitaria 

en la Educación Secundaria. Análisis y propuestas de acción didáctica en la competencia 

social y ciudadana” or, as translated here: “Socio-political Formation and the 

Construction of Identity in Secondary Education: An analysis of proposed education 

practices related to the social and civic competences” from the Ministerio de Economia 

y Competitividad”, was combined with the first research project to fund data collection. 

This second project involved 16 researchers in three university research teams in Spain 

from the Universitat de Barcelona Universidad de Murcia and the Universidad de 

Santiago (Code: EDU 2012-37909-C03-02, UB PI. Prats Cuevas). It was also a three-year 

project and funding lasted from 2013 to 2015, although as you can see from the final 

publication dates of the articles included in this Chapter (2018, 2019, and 2020 

respectively) the actual publication of studies derived from the vast data gathered 

during these projects spanned many more years. For more details on what constituted 

the research carried out within these projects consult section 2.3.  

2.2. Funding project descriptions  

Civic Education in the Multicultural Classroom: An analysis of the social representations 

and ideas of students and proposals for effective education practices was based on 

previous studies that show that teaching methodologies can influence student 

perceptions and learning levels, and given the recent six fold increase in immigration to 

Catalonia, we propose the following three general objectives were proposed: 

1. Identify and analyze the degree of impact that the school environment has on the 

implication of adolescents from a diverse cultural origins and nationalities in the 

different forms of citizenship participation that exist, not only within the school, but 

also in other settings frequented by teenagers (youth organizations, sports teams, 

social networking websites, etc.). 

2. Describe and analyze the degree of impact that school has on the perceptions and 

assessments of students on intercultural coexistence and citizen participation. 
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3. Design strategies and teaching models planned from a pedagogical paradigm, based 

on participation, debate, and argumentation, which would be implemented and 

evaluated in multicultural educational contexts, with the goal of verifying the 

impact generated in the appreciation of otherness and coexistence between 

cultures. 

Emphasis was placed on the necessity of working on the implementation and evaluation 

of a teaching proposal to serve as an example of sound practices for the academic and 

educational communities. 

This project was carried out base on a combination of quantitative and qualitative 

research techniques, and would include surveying students nested in 30 different high 

schools (82 classrooms) through semi-structured focus group interviews with 

professors, and students, and questionnaires (n = 1709 students). It was hoped that the 

results of this research project would help to develop strategies to promote the inclusion 

of immigrant background students into the school system and social context in general.  

The second project, Socio-political Formation and the Construction of Identity in 

Secondary Education: An analysis of proposed education practices related to the social 

and civic competences combined the efforts of three university research teams at the 

UB, Universidad de Santiago and Universidad de Murcia. This project shared many of the 

basic principles of the first RecerCaixa research project without the base of the focus 

placed on immigrant background students and their integration in classrooms and 

schools.  

We proposed that citizenship education should develop clear conceptions and build a 

substantive knowledge base among students. The proposed project set out to (1) 

explore the present curricular norms, building on existing research and professional 

work in the area of civic and social competencies from an interdisciplinary perspective; 

(2) analyze the extent to which these civic competencies are actually developed (or not) 

in the classrooms of eight secondary schools; (3) develop, test, and empirically evaluate, 

through four interconnected teams, concrete teaching materials that integrate 

substantive content with competencies; and (4) provide widespread dissemination in 
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the form of recommendations for state policymakers and educators, academic articles, 

workshops for both current and future teachers, and press and web diffusion.  

The overall project was designed to aid educational agents in incorporating civic skills 

and content into concrete materials and strategies. The articles in this section take a 

complex multilevel view of variables and predictors relevant to the social studies 

curriculum and its implementation in Catalan secondary schools.  

2.3. My role within the two related projects (2012 ACUP 00185 & EDU 2012-
37909-C03-02) 

My role within the research grants 2012 ACUP 00185 and EDU 2012-37909-C03-02 can 

be summed up as follows: 

 Lead role in the writing of the grant proposals for UB’s participation in EDU 2012-

37909-C03 and a secondary role in the grant proposal: 2012 ACUP 00185. 

 Lead coordination of the quantitative survey for both studies. Initially, I was 

particularity excited about this survey because our education-focused research 

group was to work with a group of Sociologists at another university, and it opened 

up a new area of research with which I was unfamiliar. Great, I thought, more 

opportunities to learn from others with perspectives much different than those of 

the researchers in my own group. During the months that the questionnaire was 

under construction I was on maternity leave. When I returned I waited in 

anticipation, excited to see what had been done in my absence. To my surprise, very 

little had been accomplished during this time, despite having 22 researchers 

assigned to the task. Likert items were on a 3-point scale, followed by others on a 

4-point scale and even others on a 10-point scale. One item that was supposed form 

part of a series of items on view of gender roles, was an open-ended item that 

asked, “Write one word about a person that you love.” The item’s author had 

assumed that students would write about a girlfriend or boyfriend. You cannot 

assume, I told her, that all 14-16-year olds are in a romantic relationship. No plans 

had been made for pilot runs of the questionnaire. I went to the PI in despair and 

was informed that if I wanted to improve the questionnaire and pilot it, I had a 

month to make improvements. I dedicated any moment I could during that month 
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of August, my supposed month of vacation, to improving the questionnaire. I felt 

that the opportunity to survey students in 30 different high schools was not 

something I could pass up. Luckily, the opportunity was salvaged and has resulted 

in publications in top-tier journals (A1, A2, and A3) as well as many more written by 

other members of the research team and at least one doctoral thesis I am aware of.  

 Sole person responsible for the statistical analyses of the questionnaire pilot and 

resulting modifications in the final instrument versions.  

 In-person visit with Dr. Kahne Director of the Civic Education Research Group 

(CERG) Date: 07.2013 at Mills College, Oakland, California (Dr. Kahne currently 

works at the University of California, Riverside). I was lucky to meet with Dr. Kahne 

and his entire research group when they were still located in the Bay Area, 

California. When I met him, Dr. Kahne was the Chair of the MacArthur Foundation’s 

Youth and Participatory Politics Research Network. He and his group also shared 

findings on his civic and media literacy studies among secondary students. They 

were kind enough to share scales and input that were later applied to the 

RecerCaixa (2012 ACUP 00185) and I+D+i (EDU2012-37909-C03-02) research 

projects. Dr. Kahne and I have recently communicated and shared publications 

through the Researchgate platform. This visit was partially financed thought the 

RecerCaixa (2012 ACUP 00185) grant. 

 Data gathering at secondary schools including school located in Figueres, 

Viladecans, Reus, Constantí, and Tarragona. In Constantí I was the only member of 

the research team who gathered data there. In other schools I was part of a team 

that simultaneously went to a number of different classrooms.  

 Authored coding guides for some of the open-ended questions.  

 Played a part in the construction of multilevel models along with of Dr. Markus 

Kemmelmeier, Director of the Interdisciplinary Social Psychology Ph.D. program; 

Professor of Sociology, including Sociology of Education 

at the University de Nevada, Reno. This was done in weekly or by weekly virtual 

Meeting and in the visiting stays: 07.2016 - 08.2016; 07.2017 - 08.2017; 07.2018 - 

08.2018, one of which was financed by the Programa d’ajuts per a la mobilitat 

internacional del professorat dels centres de la UB (OMPI – PR 1493). 
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Research teams were organized into Work Packages (WPs), see Figure 1.1. My role was 

concentrated in WP5, were I took on a coordinated role for the construction and piloting 

of quantitative surveys of schools and then WP11, publishing of results in high-impact 

international journals.  

 

Figure 1.1.  Diagram of Work packages for the UB participation in Socio-political 
Formation and the Construction of Identity in Secondary Education: An analysis of 
proposed education practices related to the social and civic competences (translated 
from the original Spanish version found in EDU 2012-37909-C03-02; creator/author of 
both versions of the figure: Ann E. Wilson-Daily). 
 

As one might imagine, multilevel modeling is a complicated and long process and the 

length of the publication review process draws out the final publishing dates even 

more. Also, my dedication as first author of this articles was limited time-wise as my 

actual contract with the Universitat de Barcelona did not contemplate research; 



21 
 

therefore, all such writing and analysis on my part was done in my free time and not 

economically compensated. My contract as a researcher ended in 2014. Before that 

time, however, all of my research pursuits (constructing the questionnaire scales 

based on previous empirical studies, piloting, etc.) fell within these two projects and 

my contract.  
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2.4. Introduction to Article A1 
(Wilson-Daily et al., 2018) 

Catalan high schools provide 

interesting contexts for studying the 

not only social studies teaching 

strategies that might be more likely 

perceived at the school level (Level 3) 

especially regarding schools that 

have social studies teachers teaching 

many class groups at the same grade 

level, but also allows for a sort of 

petri-dish analysis of social 

interactions within the classroom 

(Level 2). Although tracking within 

the compulsory levels is prohibited 

by educational legislation, students 

are often placed in informal ability 

groups which may remain relatively 

stable not only throughout the day, 

but sometimes throughout the 

entirety of one’s compulsory 

secondary education (Carrasco et al., 

2009; Ferrer et al., 2008; Gibson, & 

Carrasco, 2009; Pàmies, 2006). There 

is little to no institutional support in 

many Catalan schools for contact and 

friendships outside of students’ fixed 

groups. Drawing data from these 

particular high school settings also 

provides other advantages. When 

studying adult populations, it is 

Les escoles d’educació secundària són organitza-
cions complexes on la interacció entre molts 
nivells d’influència és rellevant. Com a organit-
zacions complexes, qualsevol anàlisi amb una 
mostra gran s’hauria de centrar en els diferents 
nivells d’aquesta organització, inclosos els ni-
vells individual, d’aula i d’escola. Aquest enfoca-
ment és superior a la regressió múltiple tradicio-
nal que no contempla la influència estructurada 
dels companys i del personal amb qui els estudi-
ants interactuen com a variables d'estudi. La 
modelització multinivell aplicada a Wilson-Daily 
et al. (2018) mostra els efectes que tenen les 
identificacions nacionals, la freqüència de con-
tacte, l’estatus socioeconòmic i la composició 
ètnica de l’aula en la xenofòbia, l’apreciació de 
la diversitat i les actituds envers els drets de la 
població immigrada entre l’alumnat d’últim curs 
d’educació secundària obligatòria.  

Sorprenentment, malgrat que els anàlisis es va 
fer sobre una mostra de 30 instituts (82 grup-
classes) i tenia en compte múltiples factors i ni-
vells alhora, es va demostrar que el paper del 
centre educatiu era irrellevant en la determina-
ció del grau de xenofòbia i apreciació de la di-
versitat i del tipus d’actitud vers els drets de la 
població immigrada. Aquesta troballa és des-
concertant si considerem que un dels objectius 
secundaris de l’estudi era identificar les bones 
pràctiques en els instituts i professors de Cièn-
cies Socials dels quals poguessin reduir les acti-
tuds xenòfobes per fer una recerca qualitativa 
focalitzada en aquestes pràctiques en diversos 
centres d’ESO. Com que moltes vegades les 
classes de Ciències Socials d’una mateix curs les 
sol impartir una mateixa persona, els resultats 
suggereixen que actualment en els instituts 
analitzats hi ha una manca de bones pràctiques 
destinades a reduir la xenofòbia, incrementar 
l’apreciació de la diversitat i fomentar actituds 
positives cap als drets de la població immigrada. 
Així mateix, l’estudi destaca la importància 
d’encoratjar i estudiar les intervencions docents 
i les polítiques institucionals que es podrien 
aplicar en un futur a fi de reduir les actituds 
xenòfobes. 

 Perspectiva general de l’artícle 
A1 (Wilson-Daily et al., 2018) en 
català 
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difficult to discern to what extent 

adults are actually in close 

proximity with people from 

different ethnic backgrounds for 

extended periods of time 

(Dejaeghere et al., 2012; Alesina & 

La Ferrara, 2000). By contrast, the 

practice of ability grouping 

ensures that many high school 

students in Catalonia spend many 

hours with one steady set of 

classmates, at least during the 

roughly nine months of the school 

year. 

Multilevel modelling revealed the 

effects of sub/national 

identifications, frequency of 

contact, socioeconomic status, 

and classroom ethnic composition 

on xenophobia, appreciation of 

diversity, and attitudes toward 

immigrant rights, among 

secondary students during their 

last year of compulsory education 

(10th grade).  

Surprisingly, although data from 

30 schools (82 classrooms) were 

included in the multilevel 

analyses, which controlled for 

numerous factors and levels 

simultaneously, the role of the 

Las escuelas de educación secundaria son orga-
nizaciones complejas en las que la interacción 
entre muchos niveles de influencia es relevante. 
Como organizaciones complejas, cualquier aná-
lisis que cuenta con una muestra grande debe-
ría centrarse en los diferentes niveles de esta 
organización, incluidos el nivel individual (ej. 
nivel 1), el de aula (nivel 2) y el de escuela (nivel 
3) a través de la modelización multinivel. Este 
enfoque metodológico es superior a la regresión 
múltiple tradicional que no contempla la in-
fluencia estructurada de los y las compañeras y 
del personal con el que las y los estudiantes in-
teractúan como variables de estudio. La modeli-
zación multinivel aplicada en Wilson-Daily et al. 
(2018) muestra los efectos que tienen las identi-
ficaciones nacionales, la frecuencia de contacto, 
el estatus socioeconómico y la composición 
étnica del aula en la xenofobia, la apreciación 
de la diversidad y las actitudes hacia los dere-
chos de la población inmigrada entre el alum-
nado de último curso de educación secundaria 
obligatoria.  

Sorprendentemente, a pesar de que los análisis 
se realizaron sobre una muestra de 30 institutos 
(82 grupo-clases) y tenían en cuenta múltiples 
factores y niveles al mismo tiempo, se demostró 
que el papel del centro educativo era irrele-
vante en la determinación del grado de xenofo-
bia y apreciación de la diversidad y del tipo de 
actitud hacia los derechos de la población inmi-
grada. Este hallazgo es desconcertante si consi-
deramos que uno de los objetivos de los proyec-
tos correspondientes era identificar las buenas 
prácticas entre los y las profesoras de Ciencias 
Sociales. La finalidad era que esa identificación 
se pudiera estudiar en una siguiente etapa cua-
litativa para así trabajar la reducción de actitu-
des xenófobas a mayor escala. Como las clases 
de Ciencias Sociales de un solo curso suelen ser 
impartidas por un mismo docente, los resulta-
dos sugieren que actualmente en los institutos 
analizados existe una falta de buenas prácticas 
destinadas a reducir la xenofobia, incrementar 
la apreciación de la diversidad y fomentar acti-
tudes positivas hacia los derechos de la pobla-
ción inmigrada. Asimismo, el estudio destaca la 
importancia de alentar y analizar las interven-
ciones docentes y las políticas institucionales 
que se podrían aplicar en un futuro. 

 Perspectiva general del articulo 
A1 (Wilson-Daily et al., 2018) en 
español 
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school was not relevant in determining lower (or higher) levels of xenophobia, 

appreciation of diversity, or attitudes toward immigrant rights. This is disconcerting 

given a side goal of this study was to identify schools and/or social studies teachers, 

whose best practices might potentially lower xenophobic attitudes in order to carry out 

targeted qualitative research into these practices across different schools.  

Since many social studies classes in a given grade-level are typically taught by the same 

teacher, the findings suggest that there is currently a dearth of best practices in reducing 

xenophobia, increasing appreciation for diversity and positive attitudes toward 

immigrant rights within the high schools studied. This study points to the importance of 

encouraging and studying future potential teaching interventions and school policies 

aimed a reduction in xenophobic attitudes. 

2.5. My role in the writing and revision of the Article A1 (Wilson-Daily et al., 
2018) 

As first author, not only did I play a key role in instrument construction and aid in data 

collection (see section 2.3.), but I also wrote the first draft of all sections except the 

Results section (which was written by Markus Kemmelmeier with the aid of my 

feedback, insight and collaboration). Dr. Kemmelmeier and I met weekly or biweekly to 

revise all first versions of the different article sections, Introduction, Methods, Results 

and Discussion. We also worked together on responses to reviewers, albeit Dr. 

Kemmelmeier took on the weight of the more statistically-focused responses. Dr. Prats 

was included as an author as he was the project PI although he did not read versions of 

the article prior to submission. Nevertheless, we are conscious that without Dr. Prats 

the survey of 1709 secondary students would not have taken place.  

2.6. Modifications made to article Article A1 (Wilson-Daily et al., 2018) in lieu 
of reviewer/editor feedback 

At a reviewer’s suggestion, we added cross-level interactions to our models. The 

addition of the cross-level interaction did not improve overall information criteria, 

though their test was essential from a theoretical perspective. This is illustrated in the 

emergence of Level-2 effects (classroom composition). The effects for the proportion of 

immigrants are not significant without cross-level interactions in the models 
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summarized in appendices A1 and A3, but they yield significant effects when cross-level 

interactions are introduced.  

The reviewer in question seemed to have in mind a demonstration according to which a 

level-2 classroom-composition effect is diminished when grand-mean centered 

individual-level frequency-of-interaction predictors are included. However, as evident 

from the Appendix (Tables A1 to A3), our interest was in finding out if classroom 

composition would yield an effect independent from any individual-level frequency-of-

interaction predictors. As shown in Model 2 of Table A1 (p. 41, xenophobia) and A3 (p. 

45, immigrant rights), such an independent level-2 effect for proportion of immigrants 

was not found, though there are clearly significant cross-level interactions. 

Nevertheless, Model 2 of Table A2 does show such an independent effect, suggesting 

that students base their responses to our appreciation of diversity item not only on 

personal interaction experiences. Yet, as discussed above, closer examination reveals 

that there are important cross-level interactions implying that classroom diversity (in 

terms proportion of immigrants) qualifies any implications of individual-level frequency 

of interaction.   

Based on a reviewer comment urging us to more explicitly reveal in the article text the 

dummy-coded variable natives=0/immigrants=1. The associate editor suggested that we 

refrain from making the coefficient represent either native or immigrants. She wrote, 

I think Reviewer 1 has pointed at an important technical detail that needs to be 
addressed: the coding of your dummy variable in regression analysis with 
interaction testing. The dummy should be coded as -1 and +1 as only this way 
interaction results would tell about the difference in associations being produced 
by the membership in two different groups studied, as otherwise the associations 
obtained seem to apply to or be produced by only one of the two groups. 

We noted in our response that our interpretation of this comment from Reviewer 1 was 

different from that of the associate editor. The associate editor suggested that we 

refrain from making the coefficient represent either native or immigrants. We did not 

feel that this recoding would be helpful in this study, and may unnecessarily complicate 

matters. When dummy-coding is used (0/1), with interaction terms in the model, what 

appear to be “main effects” are never true main effects in the ANOVA sense, but always 

specific effects (simple slopes) for the group condition coded as 0. With our having 
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coded natives = 0/immigrants = 1, the “main effects” for all predictors (other than 

immigrant status) are indeed the specific coefficients for natives. The interactions 

involving immigrant status and other predictors (regardless of whether at level-1 or 

level-2) always show the differences between the coefficients/slopes for immigrants and 

for natives. We believe this makes it very useful for the reader to know that the effect 

of a level-1 variable is for natives, while also being able to determine whether there is a 

different effect for immigrants and what the size is of this effect for immigrants. When 

any interaction term involving immigrant status was significant, we have consistently 

decomposed our interactions by reporting relevant simple slopes for immigrants in the 

text. That is, a reader is always aware of the effects we found for these different groups.  

We would also pointed out that in some recent articles published in the International 

Journal of Intercultural Relations, (e.g., Ham et al., 2017) dichotomous predictors in 

multilevel regressions were also 0/1 dummy-coded. We felt that many others would 

advise this as well and kept the dummy coding as it was but more explicitly explained 

the coding in the article text.  

A reviewer wondered to what extent the three dependent variables were redundant, 

and if not collapsing them would allow us to report our results in a more parsimonious 

way. The original decision to focus on the three separate measures xenophobia, 

diversity beliefs and immigrant rights was motivated by theoretical considerations and 

in order to be coherent with existing research. Notably, we obtained diversity belief 

items and immigrant rights items from distinct sources in the literature. Moreover, we 

thought the inclusion of such a measure was not redundant with diversity beliefs. The 

xenophobia measures asked about a particular group of people (“people who have 

arrived from other countries”), whereas diversity beliefs remain fairly abstract. 

Moreover, our xenophobia and immigrant rights measure we did not consider 

redundant; rather, though empirically related, we consider these measures conceptually 

distinct. Whereas most xenophobic individuals may not wish to grant immigrants any 

rights, it is by no means certain that non-xenophobic individuals automatically wish to 

grant immigrants potentially far-reaching rights (e.g. “All immigrants who live here, even 

if they haven’t been here for long, should be able to vote in all elections”). 
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However, we did appreciate the reviewer pointing out that it is on us to demonstrate 

that the use of three distinct constructs is superior to the use of just one, or potentially 

two constructs, collapsing xenophobia and our immigrant rights measures into one. For 

this purpose, we carried out a two-level confirmatory factor analysis in Mplus 7.4. To 

evaluate the relative fit of the different solutions, we focused on a comparison of the 

Akaike Information Criterion (AIC) and Schwartz’s Bayes Information Criterion (BIC). 

Recall that in a comparison of information criteria “lower is better.” The single-factor 

solution produced AIC = 65694.524, BIC 66149.606, whereas the three-factorial solution 

yielded a much lower AIC = 63536.789 and BIC = 64013.038. The two-factorial solution, 

in which xenophobia and immigrant rights were collapsed onto one factor, yielded 

values in-between, AIC = 64425.223, BIC= 64880.305. That the three-factorial solution 

was much superior to the two-factorial solution, and the single-factorial solution was 

also evident in the comparison of the RMSEA scores, where were .061, .084 and .326, 

respectively. 

We would have been glad to include this information into our manuscript, but hesitated 

to do so because of space constraints, which we battled with from the beginning. We 

would be certainly ready to report this fit information, but feel that most previous 

readers of our work, including most reviewers, have thus far not questioned the 

distinctness of our three dependent variables which can be observed in the Table 2 

correlations (see article A1). 

That same reviewer wondered to what extent some of the unexpected effects involving 

the share of immigrants in the classroom (level-2 context variable) emerged because it 

was largely redundant with the aggregated individual-level (level-1) effects of 

interaction frequency (three variables). Though we were ready to do so, we were 

surprised by the question itself. It seems to imply that interaction opportunity (i.e., the 

presence of people with different people in the classroom) is identical with the actual 

interaction (here: as self-reported by the students). The self-reported frequency of 

contact could potentially refer to in-classroom, in-school or other contact outside of 

school. Whereas the two must be related to some extent (interaction cannot occur 

without any opportunity), conceptually the two seem quite distinct. This is just to make 
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clear that, before we engage in any kind of analyses concerning this issue, we are 

hesitant concerning the premise of the reviewer’s comment. 

However, in an analysis between the classroom level aggregates concerning interaction 

frequency with people of different nationalities, speaking different languages and of 

different religious (k = 82 classrooms), we did find that the share of immigrants in the 

classroom is correlated with interaction frequencies: r = .48, -.26, and .40, respectively. 

Whereas the positive correlations for nationalities and religion was expected, the 

negative correlation between interaction frequencies-other languages and the share of 

immigrants is certainly surprising, and not consistent with the notion that interaction 

frequency and diversity in the classroom are redundant. As we note in the article 

(Wilson-Daily et al., 2018, p. 18), “language diversity exists in both native and immigrant 

groups, with contact frequency also potentially referring to native Catalan and Spanish 

speakers”.   

In initial analyses, aside from those shown in Table 3, we removed the three self-

reported interaction variables from all of the models, including all of the interaction in 

which they were involved. We then observed to what extent the level-2 effects for the 

share of immigrants in the classroom changed. We observed that all of the level-2 effects 

and cross-level interactions (involving identification variables) were replicated. Whereas 

the effects were sometimes stronger and sometimes weaker, all were clearly significant. 

The only exception was the immigrant-share (%) main effect for our diversity-beliefs 

dependent variable. This particular effect was weakened from p = .042 (as currently 

reported) to p = .13 (no change in the direction of the coefficient from what is reported 

in Table 3 (p. 19). However, there were a number of other significant effects involving 

immigrant-share (%). This is not unexpected given that, as the reviewer in question 

suspected, the level-1 interaction frequency variables and this level-2 context variable 

are (and have to be) correlated. Yet, given the argument we outline in our paper, we are 

hesitant in interpreting these effects, most because they—as argued above, mainly refer 

to intergroup contact opportunities, not to actually experienced intergroup context. 

Nevertheless, the evidence did not support the suspicion of this reviewer that our 

context-level effects reported for immigrant-share (%) are merely artefacts resulting 
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from the inclusion of our level-1 interaction frequency, which she or he suspected were 

measuring the very same thing. In sum, we politely disagreed.  

2.7. Final published version of Article A1 (Wilson-Daily et al., 2018) 

The following 17 pages contain the final published version of Article A1 (Wilson-Daily et 

al., 2018). On p. 23 we thank the DHIGECS research team for their support in data 

collection and the three anonymous reviewers for their feedback. 
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2.8. Introduction to Article A2 
(Wilson-Daily & Kemmelmeier, 
2019) 

My first coordination assignment, in 

2010, within the Departament de 

Didàctica de les Ciencies Socials at the UB 

was a pilot run of a large-scale mock 

election simulation held in real time at 30 

high schools across Catalonia. Over 2000 

students participated in this early project. 

I was initially hired at the UB to 

coordinate this project and to write grant 

proposals. During this project and the 

field work it entailed, a number of 

occurrences caught my attention which 

have peaked my interest in pursuing 

research and educational endeavors to 

this end that we later integrated in the 

study reported in Article A2.  

One occurrence revolved around a 

teacher who commented that her 

students who watched a popular soft 

news sketch program on Catalan politics 

(Polònia) knew much more than her 

students that did not. This later inspired 

me to add a television media 

consumption aspect to the multilevel 

study in Article A2 (Wilson-Daily & 

Kemmelmeier, 2019).  

 

L'article (Wilson-Daily i Kemmelmeier, 
2019) mostra el paper central que té un 
entorn obert a l'aula a l'hora de fomentar 
les actituds positives dels i les adolescents 
en relació a la importància de la votació en 
diferents tipus d'eleccions: un possible re-
ferèndum d'independència i unes eleccions 
locals, autonòmiques, estatals i supraesta-
tals. Es va constatar que el grau en què l'a-
lumnat de secundària (4t d'ESO) percebia 
la predisposició del professorat de Ciències 
Socials per al debat, la participació i la in-
tervenció del grup a l'aula determinava 
clarament la importància que, com a po-
tencials futurs i futures votants, atorgaven 
a la votació a cadascuna de les diferents 
eleccions. Les anàlisis multinivell realitzats 
evidenciaven aquesta troballa principal, a 
al temps que tenien en compte una altra 
sèrie de factors, com ara la identificació 
amb el municipi, Catalunya, Espanya i 
Europa, l'estatus socioeconòmic, els 
interessos polítics, el consum mediàtic o el 
debat polític amb la família propera. 

Els resultats suggereixen que el clima esco-
lar i el professorat tenen un paper preemi-
nent en el desenvolupament de l'orienta-
ció cívica en relació amb la importància de 
les eleccions, una àrea crucial per a futurs 
estudis qualitatius. Les futures investigaci-
ons haurien d'abordar les dinàmiques sub-
jacents a aquesta troballa i explorar per 
què la docent convida a un major senti-
ment d'obertura política en alguns i 
algunes estudiants, però un sentit limitat a 
uns i unes altres. Se sospita que els i les 
professores tendeixen a estar, de manera 
conscient o no, més obertes a punts de 
vista polítics que coincideixen amb els seus 
i els reben millor en possibles debats. Pot 
ser que alguns i algunes estudiants no 
sentin que tenen veu a l'aula o un lloc on 
compartir opinions polítiques poc 
convencionals o menys acceptades. Això 
sembla relacionar-se amb la intenció de 
votar. 

 Perspectiva general de 
l’article A2 (Wilson-Daily i 
Kemmelmeier, 2019) en 
català 
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Another comment was from an excited student who had surveyed her family on their 

voting intentions in the upcoming Catalan Parliamentary election and realized that she 

knew much more about the topic than her family. A separate teacher said that the night 

before the mock election (students voted the Friday before the real Sunday election) 

many of her students excitingly watched televised debates of their own accord, without 

any prompting from her, their teacher.  

Another time I was in a classroom watching a group of immigrant background students 

create their own political party. They commented to their teacher that they would let 

everyone ride the metro for free and give everyone who wanted it a job, she replied, 

“Great, how are you going to pay for that?” and their faces dropped. They had stared to 

realize the complexity involved in understanding how politics and economic policies 

work and the multiple dimensions of political opinions.  

Social Studies teachers should ideally feel prepared and excited about integrating critical 

thinking about complex and controversial issues, for example, in dedicating a fair 

amount of informed effort within the social studies classroom to improving media 

literacy. As Wray-Lake (2019, online first publication) recently wrote:  

 As we move through turbulent sociopolitical times now and in the future, we 
must take seriously the notion that young people can play a meaningful role in 
addressing society’s problems. We need a new wave of rigorous, developmentally 
informed research that raises political voices among diverse groups of young 
people and identifies strategies that support the formation and growth of youth’s 
political engagement. 

A2 shows the central role that open classroom climate plays in forming adolescent 

attitudes toward voting importance across election types (a possible independence 

referendum and local, subnational, national, and supernational elections).  

It was found that the extent secondary students perceived their social studies teacher 

as open to debate and the expression of student opinions within the classroom was 

central to the importance they, as potential future voters, placed on voting in each 

separate election. Multilevel analyses clearly highlighted this central finding while 

simultaneously controlling for a number of other factors, including local, subnational, 
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national, supernational identities, socioeconomic status, political interest, media 

consumption/ sources, and political dialogue with parents.  

Furthermore, as we point out, many call for multivariable/ multilevel studies of the type 

we have carried out (e.g., Amnå, 2012; Quintelier, 2015, Wilkenfeld et al., 2010) 

Our results also suggest that the school climate and teachers play an important role in 

the development of civic orientation regarding election importance, a crucial area for 

future qualitative-based study. Future research should address the dynamics underlying 

this finding, and explore why the same teacher invites a greater sense of political 

openness in some students, but a limited sense in others. We suspect that teachers are 

more open to political viewpoints that coincide with their own and receive these better 

in potential discussions and debates, whether consciously or not. It may be that some 

students do not feel they have a voice in the classroom or a place to share 

unconventional or less accepted political opinions. This seems to relate to intention to 

vote.  

2.9. My role in the writing and revision of the Article A1 Article A2 (Wilson-
Daily & Kemmelmeier, 2019) 

As first author, not only did I play a key role in instrument construction and aid in data 

collection (see section 2.3.), but I also wrote the first draft of all sections except the 

Results section (which was written by Markus Kemmelmeier with the aid of my 

feedback, insight and collaboration). Dr. Kemmelmeier and I met weekly or biweekly to 

revise all first versions of the different article sections Introduction, Methods, Results 

and Discussion sections and to read through the various drafts and reduce word count. 

The latter task was quite difficult as the editor reduce the length from 7000 (announced 

on the journal web site) to 5,500 (his personal preference. We also worked together on 

responses to reviewers, which as one can perceive in section 2.10, were not that 

extensive nor did they require much difficulty in response, compared, for example to 

the highly technical response to reviewers required in the Article A1 revisions. In the 

case of Article A2, by far, the most difficult task was word reduction and we both felt 

that some quality of presentation was lost. This, however, was out of our hands.  
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2.10. Modifications made to 
article Article A2 (Wilson-Daily 
& Kemmelmeier, 2019) in lieu 
of reviewer feedback 

Compared to article A1, for 

example, article A2 received 

relatively few comments and most 

centered on clarifications, such as 

salience in more than one article 

section that the legal voting age is 

18. One anonymous reviewer, 

however, wrote the following:  

This paper makes argument 
that political turmoil can 
increase youth civic engage-
ment and/or likelihood to 
vote on particular issues. 
However, how do you 
account for the fact that polit-
ical turmoil itself will make 
politics a more mainstream 
discussion and more present 
in media and in the lives of 
young people? Thus, the tur-
moil itself would not be the 
motivator, but rather the in-
crease in political discussions.  

We responded that if we under-

stood the Reviewer’s comment cor-

rectly, the Reviewer assumes that 

there must be a path that the politi-

cal turmoil surrounding independ-

ence influences youth civic engage-

ment outside of any mainstream 

discussion and media coverage. We 

caution to point out that (a) much of 

the actual political turmoil does take place in the form of controversial discussions, with 

 

El artículo (Wilson-Daily y Kemmelmeier, 
2019) muestra el papel central que tiene un 
entorno abierto en el aula a la hora de fo-
mentar las actitudes positivas de los y las 
adolescentes en relación a la importancia 
de la votación en diferentes tipos de elec-
ciones: un posible referéndum de indepen-
dencia y unas elecciones locales, autonómi-
cas, estatales y supraestatales. Se constató 
que el grado en que el alumnado de secun-
daria (4º de ESO) percibía la predisposición 
del profesorado de Ciencias Sociales para el 
debate y la participación y la intervención 
del grupo en el aula determinaba clara-
mente la importancia que, como potencia-
les futuros votantes, ellas y ellos otorgaban 
a la votación en cada una de las diferentes 
elecciones. Los análisis multinivel realiza-
dos evidenciaban este hallazgo principal, al 
tiempo que tenían en cuenta otra serie de 
factores, tales como la identificación con el 
municipio, Cataluña, España y Europa, el 
estatus socioeconómico, los intereses polí-
ticos, el consumo mediático o el debate 
político con la familia cercana. 

Los resultados sugieren que el clima escolar 
y los profesores tienen un papel premi-
nente en el desarrollo de la orientación 
cívica en relación con la importancia de las 
elecciones, un área crucial para futuros es-
tudios cualitativos. Las futuras investigacio-
nes deberían abordar las dinámicas subya-
centes a este hallazgo y explorar por qué la 
docente invita a un mayor sentimiento de 
apertura política en algunos estudiantes, 
pero un sentido limitado en otras. Se sos-
pecha que los y las profesoras tienden a es-
tar, de manera consciente o no, más abier-
tas a puntos de vista políticos que coinci-
den con los suyos y los reciben mejor en 
posibles debates. Puede que algunos y 
algunas estudiantes no sientan que tienen 
voz en el aula o un lugar donde compartir 
opiniones políticas poco convencionales o 
menos aceptadas. Esto parece relacionarse 
con la intención de votar. 

 Perspectiva general del 
articulo A2 (Wilson-Daily y 
Kemmelmeier, 2019) en 
español 
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different arguments being advanced by different sides (in short, by “turmoil” we don’t 

just mean violence on the streets, but also tumultuous discussions). In this sense, 

mainstream discussion is part and parcel of the turmoil; (b) In this situation, the 

controversial discussion may not only happen at home around the kitchen table, at 

schools, but also in the news, whether as part of news coverage of government and 

parliament, or as separate part of other programs that do debate on the issue of 

independence in some form. In short, media coverage is without a doubt an important 

element connecting youth with the issue of independence. This is not at all unusual, 

because media is likely to do the same for media consumers of any and all ages. 

However, we are fully aware that media exposure may have a separate influence in 

rendering the issue of an independence referendum more or less important in students’ 

minds. Thus, our model does include specific two predictors, one pertaining to Catalan 

media consumption and the other one to Spanish media consumption, to ensure that 

our results for other predictors are not inherently contaminated by (differential) media 

consumption. 

This same reviewer wrote the following: 

Much of this argument seems a bit obvious. For example, the notion that young 
people are more likely to vote when they feel the issues impact them. What, 
then, does this study say that is new or different from what we already know?  

We responded that we agreed with the Reviewer: it seems rather self-evident that 

young people are more likely to vote if an issue is important to them. Note, however, 

this is not the focus of our research. Rather, we are interested what makes youth believe 

that the referendum/ conventional elections are important even though they do not yet 

have the right to participate. What actually might happen in the Social Studies 

classroom, for example to make a difference?  We wrote that we hoped that the 

reviewer will agree that this issue is much less self-evident. Also, we test competing 

hypotheses where we state there are no clear predictions as to how Spanish 

identifications will play out regarding independence referendum importance. As is clear 

from our design, we are very much interested in the implications of students’ different 

types of sub-/super-national identifications and in the implications of their experiences 

at school (while also examining the influence of media consumption and a number of 
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control variables). Furthermore, as we point out, many call for multivariable/ multilevel 

studies of the type we have carried out (e.g., Amnå, 2012; Quintelier, 2015, Wilkenfeld, 

Lauckhardt, & Torney-Purta, 2010) and we believe that the multilevel approach that we 

employ in this article (see full article included in section 2.11.) contributes to a deeper 

understanding of youth attitudes concerning the questions we propose. 

2.11. Final published version of Article A2 (Wilson-Daily & Kemmelmeier, 
2019)  

The following 28 pages contain the final published version of Article A2 (Wilson-Daily & 

Kemmelmeier, 2019). On p. 19 we thank the DHIGECS research team for their support 

in data collection and the three anonymous reviewers for their feedback. On p. 20 we 

acknowledge the funding bodies.  
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2.12. Introduction to Article A3 
(Wilson-Daily & Kemmelmeier, 
2020) 

The study in article A3 focuses on the host 

identity manifestations (Catalan/Spanish) 

of both native and immigrant background 

high school students in Catalonia, 

immersed and subject to institutions 

(participants’ schools) seeking to shape its 

future citizens. The main aim of this study 

was to determine if value incompatibilities 

(e.g., Martinovic & Verkuyten, 2012) deter 

immigrants from identifying with one or 

both of the host nationalities in Catalonia. 

Specifically, we examine the extent to 

which two different categories of 

immigrants, Non-Muslim and Muslim, as 

well as natives, identify with Catalonia and 

with Spain. Multilevel regression was used 

to analyze the effects of individual 

variables (including immigrant category, 

age of arrival, gender, and SES), class 

composition characteristics, and 

individual-level interactions in three 

separate models of host national 

identification: 1) Catalan, 2) Spanish, and 

3) High Dual-Identity).  

We examined high Dual Identity by employing a method originally used in attitude 

research, that of ambivalence. Ambivalence is said to be high when participants endorse 

relatively high values on separate dimensions of positive and negative evaluations 

(Thompson & Zanna, 1995; Priester & Petty, 1996). However, ambivalence is low when 

evaluations are high on the positive (negative) dimension and low on the negative 

 
Centrant-nos una altra vegada en models 
multinivell, es va investigar la identificació 
amb identitats nacionals (identitat cata-
lana i identitat espanyola) i si hi havia al-
guna relació entre l'aula de ciències soci-
als (professorat) o al nivell d'escola (p. ex. 
Hierro, 2015) i la identitat de l'alumnat. 

Les i els estudiants nadius perceben que 
les identificacions catalanes i espanyoles 
són incompatibles entre si, però no és així 
en el cas de les i els estudiants d’origen 
immigrant, que majoritàriament s’identifi-
quen com catalans i espanyols en el 
mateix grau, tot i que amb menys intensi-
tat. Investigant la base percebuda del que 
fa que algú sigui "català", els i les estudi-
ants autòctones consideraven la seva 
identitat nacional tant una qüestió 
d'adscripció (p. ex. naixement, estatus 
jurídic) com de pràctica (p. ex. adoptar 
tradicions, sentiments personals). D'altra 
banda, en l'alumnat d'origen immigrant el 
concepte de la identitat es basava exclusi-
vament en considerar la identitat catalana 
com una qüestió de pràctica, o sigui que 
adoptant tradicions i sentiments nacionals 
un es podria considerar català indiferent-
ment del lloc de naixement. 

No vam veure cap relació significativa 
entre identitat catalana ni espanyola a 
nivell d'aula o d'escola, el que significa 
que la identitat no sembla estar formada 
a les escoles sinó per influències exteriors 
a aquesta com l'entorn familiar i d'amis-
tats (nivell individual). 

 Perspectiva general de 
l’artícle A3 (Wilson-Daily i 
Kemmelmeier, 2020) en 
català 
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(positive) dimension, or when the person is 

neither invested in either a positive or 

negative dimension. Because these 

measures of ambivalence are sensitive to 

the “high-high” constellation, we adopted 

this conceptual idea to the notion of dual 

identity, i.e. the extent to which someone 

might highly identify with two group 

memberships at the same time. Notably, 

ambivalence research often assumes that 

there is a “natural contradiction” between 

positive and negative evaluation. This is of 

course not relevant regarding identities as 

there no a priori requirement that someone 

identify with only one group (see Benet-

Martínez & Haritatos, 2005). However, for 

the measure, the issue is conceptually the 

same. Therefore, this measure of “dual-

identity” yields high values when a person 

highly identifies with both the Catalan and 

Spanish identities at the same time. It yields 

low values when the person identifies with 

only one identity, Catalan or Spanish, but 

not the other, but it also yields low values if 

the person identifies with neither Catalonia 

nor Spain (see the “Measures” section of 

this paper for the exact formula used). 

We also control for student perceptions on two basic prototypes of Catalan nationality 

identity a) nativist, as static and determined by birthplace or ethnic descent, and b) 

constructivist, or the view of Catalan identity is not exclusive but rather available 

(permeable) to those born outside the country if they so choose to. Perceived group 

 
 

Centrándonos otra vez en modelos mul-
tinivel, se investigó la identificación con 
identidades nacionales (identidad cata-
lana e identidad española) y si había al-
guna relación entre el aula de ciencias 
sociales (profesorado) o al nivel de es-
cuela (por ejemplo, Hierro, 2015) y la 
identidad del alumnado. 

Las y los estudiantes nativos perciben 
que las identificaciones catalanas y espa-
ñolas son incompatibles entre sí, mien-
tras que este no es el caso de las y los 
estudiantes inmigrantes, que son mucho 
más propensos a identificarse tanto 
como catalanes como españoles, aunque 
con menos intensidad. Investigando la 
base percibida de lo que hace que al-
guien sea “catalán”, los y las estudiantes 
autóctonas consideraban su identidad 
nacional tanto una cuestión de adscrip-
ción (por ejemplo, nacimiento, estatus 
jurídico) como de práctica (por ejemplo, 
adoptar tradiciones, sentimientos perso-
nales). Por otro lado, en el alumnado de 
origen inmigrante el concepto de la iden-
tidad se basaba exclusivamente en con-
siderar la identidad catalana como una 
cuestión de práctica, o sea que adop-
tando tradiciones y sentimientos nacio-
nales uno se podría considerar catalán 
indiferentemente de lugar de naci-
miento.  

No se observó ninguna relación significa-
tiva entre identidad catalana ni española 
a nivel de aula o de escuela, lo que signi-
fica que la identidad no parece estar for-
mada en las escuelas sino por influencias 
exteriores a esta como el entorno fami-
liar y de amistades (nivel individual). 

 Perspectiva general del 
articulo A3 (Wilson-Daily y 
Kemmelmeier, 2020) en 
español 
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permeability (see Ellemers, 1993; Verkuyten & Reijerse, 2008) is central to 

constructivism, that in the current context of study refers to language acquisition and 

assimilation, determining if of not immigrants believe they are invited to belong if they 

would like to. As we discussed above, political discourse in Catalonia embraces 

constructivism. We hypothesized that how participants conceive of the nativism or 

constructivism of Catalan membership would have strikingly different implications as to 

how they view Catalan identity. What we ultimately found was in the following pages.  

We had hypothesized that the classroom (social studies teachers) or classroom peers 

would play a role in identity constellations (cf. Hierro, 2015); however, that does not 

seem to be the case. However, see the article “Discussion” section for importance 

considerations regarding peer influence.  

2.13. My role in the writing and revision of the Article A3 (Wilson-Daily & 
Kemmelmeier, 2020) 

As first author, not only did I play a key role in instrument construction and aid in data 

collection (see section 2.2.), but I also wrote the first draft of all sections except the 

Results section (which was written by Markus Kemmelmeier with the aid of my 

feedback, insight and collaboration). Dr. Kemmelmeier and I met weekly or biweekly to 

revise all first versions of the different article sections, Introduction, Methods, Results 

and Discussion. As a journal editor and reviewer for many years, he provided seasoned 

insight. We also worked together on responses to both anonymous reviewers outlined 

in the following section.  

2.14. Modifications made to article Article A3 (Wilson-Daily & Kemmelmeier, 
2020) in lieu of reviewer/editor feedback 

Reviewer 1 wrote:  

The sentence ‘National identity is a complex, nested phenomenon 
influenced by many factors (e.g., McCrone, 2002; Medrano & Gutiérrez, 
2001)’ is too broad to be meaningful and it may be unclear to readers what 
is meant by ‘nested’. National identity is to some extent explained earlier 
on pages 5 and 6, but it would be useful to briefly flag to readers earlier on 
which factors are of interest to this study. 
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Our response was as follows, “We have taken out this specific sentence, which in 

retrospect we agree could cause confusion. Thank you for calling our attention to this.  

The text now reads: “Specifically, we examine how the understudied native and 

immigrant adolescent populations negotiate their attachment to Spain and to Catalonia. 

These two different dimensions of national identification are likely shaped by a variety 

of factors discussed in the literature, including social environments, cultural background 

as well their understanding of what it means to be Spanish or Catalan. As a general 

approach, we rely on multilevel regression, we attempt to study national identification 

not only as a function of the characteristics of individuals, but also a function of social 

context. Classrooms and schools represent a critical life context for adolescents, which 

helps shape students’ relationship to larger society (e.g., Meece & Eccles, 2010). This is 

especially true in Catalan high schools, where classes of students are comparably stable 

across multiple years (see Authors, 2018). Hence, we considered multilevel regression 

imperative, if only to correctly assess predictors of national identification at individual, 

classroom and school levels.” 

Reviewer 1 also argued:  

The framing of other key terms such as ‘dual identification’ are arguably 
reductive and binary. A more nuanced conceptual frame could be explored 
– there are three decades of research into hybridity that could be useful 
here. Perhaps more could also be drawn from recent citizenship research 
into the relational, affective and acts of citizenship (e.g., Isin) but given the 
word count limitation, this could be useful for future research. 

We did believe, as we argue in the article, that our calculations of dual identification are 

less reductive and binary as those often used in studies on Catalan/Spanish dual 

identification (e.g., Centre d’Estudis d’Opinió [CEO], 2019; Hierro & Gallego, 2018; 

Tormos et al., 2015). However, in principle we do agree with Reviewer 1’s criticism. In 

this regard we would like to reference the statistician George Box’ (1987) famous 

aphorism, "Essentially, all models are wrong, but some are useful." We recognize that 

many parts of our (and any) model are reductive, by the simple act of translating a 

potentially complex human experience into a number. Yet, we do believe that the 

findings presented in the article provide relevant and interesting insights. Also, we were 

not familiar with Isin’s work. Since reading some of it we agreed that it would be 
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interesting to contemplate in regard to future related research. However, as Reviewer 1 

pointed out, within the limited space we have, it was not possible to include Isin’s work 

here. 

Another of Reviewer 1’s comments was the following:  

The paper concludes by acknowledging an omission in the present research 
that its focus was exclusively on conceptions of Catalan identity but not 
conceptions of Spanish identity. This is an odd omission given it was in part 
exploring ‘dual identification’. The paper could be improved by explaining why 
this key methodological choice was made in the first place.  

We responded as follows:  

We realize that this omission must seem as a bit strange and unexpected, and 
we fully concur. At the risk of this coming across as an excuse, please consider 
that the history of this project is a bit convoluted. As part of working within a 
research group at a Catalan university, the first-author did write the grant 
proposal that secured the funds for this extended project. But as soon as the 
funds came through, she went on an unplanned early maternity leave. Upon 
her return, the team that was contributing to the project had ballooned to over 
20, with the questionnaires having exploded in length. Because the 
questionnaire had to get out into the field as soon as possible due to tight 
project piloting deadlines, much of her efforts were invested in not only cutting 
the questionnaire down in size but also negotiating final content with this 
unmanageable number of collaborators (most of whom have not been 
involved with this work long term, nor had experience in quantitative studies, 
as is also evident in that, ironically, most of them left the project as soon as 
data were available).  

Therefore, this data set was generated as a group effort, with the pros and cons 
that come with this approach. What we were left with is much more like a 
secondary data set, where we need to live with the limitations. The grant was 
aimed at intercultural classrooms and social representations in Catalonia; 
however, in retrospect, as often happens in research, we would have loved to 
have a parallel scale on conceptions of Spanish identity. 

At the same time, with this study being located in Catalonia and in the midst of 
the Catalan struggle for independence, we feel that, if we had a choice to make, 
Catalan identity should be of greater interest. For the reader, we have added 
the following to the “Study overview” section, “With the larger political conflict 
centred on the status of Catalonia, and with Catalan national identity being a 
topic of controversy, we assess two different conceptions of Catalan identity…” 

Reviewer 2 had other concerns and also asked for clarification on both on minor points, 

but also on more important ones. One such comment was as follows:  

On p. 6 I suggest expanding a bit the criticism to the civic-ethnic 
conceptualization. The paper correctly highlights the fact that many stateless 
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nations are not ethnic as expected by the conceptualization. This is one of the 
criticisms, but there is also the more important criticism that the 
conceptualization is misleading because identities in general contain both civic 
and ethnic elements (as also emerge in your paper, with the Catalan identity 
appearing at time more civic whereas other times ethnic features are 
highlighted).  

We did appreciate the Reviewer’s comment, as this pertains precisely to WHY the 

civic/ethnic distinction is an oversimplification (which we had mentioned before, as the 

Reviewer acknowledged). We then took this up this issue and mentioned in explicitly in 

our paper as follows (see p. 4 of the article for context): “Still, the civic-ethnic 

conceptualization has received much criticism as an oversimplification. Theorists have 

argued that most identities pertaining to nations frequently include elements that are 

both civic and ethnic (e.g., Kymlicka, 2001; Shulman, 2002).” 

Reviewer 2 also provided some “food for thought” to keep in mind for future articles:  

Some other issues that at this point cannot be considered (but I mention 
them for future thoughts): For the items used to define Catalan identity by 
practice it would have been useful to use Pujol statement: everyone who lives 
and works in Catalonia, and makes Catalonia his country, is Catalan. The items 
used to define Catalan identity by ascription are not so ascriptive. For 
example, “The Catalan are people that were born in Catalonia” is inclusive 
toward second generation of migrants. it would have been better to use 
something like “being born in Catalonia by at least one parent born in 
Catalonia” and so on. 

We thanked the reviewer for their input, but added the following:  

We will keep all this in mind for future studies. In fact, an early draft (pre-
pilot) version did include a “Pujol-type” item. However, “makes Catalonia 
his/her country” was deemed too vague for students by the research project 
members. We also thought our sample of 15- to 16-year olds was too young 
for large numbers to have heard this type of discourse (although some of 
them could have). We did have two items that referred to ‘living’ in Catalonia, 
one item refers to ‘people who live in Catalonia legally’ and another includes 
those who do not. These were derived from Pujol’s famous statement. 

Along these lines, Reviewer 2 also wrote the following:  

I found troublesome that the survey was administered only in Catalan due to 
the specific topic of inquiry (identities, which are related to the language with 
whom people have more familiarity). 
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I responded that was of some debate previous to the pilot run of the questionnaire. 

Nevertheless, given that both international (i.e., Programme for International Student 

Assessment [PISA]) as well as most national standard assessments and all regional 

assessments are administered in Catalan, the official principal language of the Catalan 

educational system, we decided to follow this trend as it is the language students are 

used to being evaluated in. Again, as we wrote in the paper, “As with other international 

educational surveys (e.g., the Programme for International Student Assessment [PISA]), 

the questionnaires of students whose level of Catalan was deemed insufficient by their 

teachers, e.g., because they were recent arrivals to Catalonia, were not included (see 

Burns, Wang, & Henning, 2011, p. 297).” As two of the members of the research group, 

including myself, had previously worked for the Superior Council for the Evaluation of 

the Catalan Educational System, we followed that line of thinking, for better or for 

worse. Similar problems would have emerged if the questionnaire had been 

administered in Spanish, and budget limitations did not allow for the printing of enough 

copies so that students could choose which of the two languages they were surveyed in. 

Perhaps if the survey had been administered online this would have allowed for students 

to choose from a number of languages, but infrastructure limitations at many schools 

would have likely made this type of questionnaire administration difficult. 

2.15. Final published version of Article A3 (Wilson-Daily & Kemmelmeier, 
2020) 

The following 22 pages contain the proof version of Article A3 (Wilson-Daily & 

Kemmelmeier, 2020). On p. 18 we thank the DHIGECS research team for their support 

in data collection and the two anonymous reviewers for their feedback and 

acknowledge the funding bodies.  
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Chapter III.  
ARTICLES – GROUP B 
 

3.1. General introduction to the three Group B articles 

The two articles presented in this chapter pertain to my work with the DIDPATRI 

research group after my departure from DHIGECS. Work on the projects underlying 

these articles began long before this departure, however, as I was invited by Mayca Rojo, 

Gemma Cardona, Maria Feliu and Xavi Hernàndez to collaborate on the teaching 

innovation projects detailed in the next section. As a team we felt that the questionnaire 

items related to key competencies would be relevant for a larger academic community 

as there seemed to be a clear lack of empirical work in this area. Maria Feliu, Mireia 

Romero and I continued work along these lines though a few subsequent REDICE grants 

after the departure from the University of Barcelona by Mayca Rojo and Gemma 

Cardona. 

3.2. Funding project descriptions  

The initial project that corresponds to the data for the articles in this section was entitled 

“Estratègies per construir una didàctica de les Ciències Socials en formació inicial de 

mestres des d'una perspectiva competencial” or “Strategies to construct initial teacher 

training in social studies teaching and learning in from a competency-based 

perspective”. This project focused on improving teacher training in the field of social 

studies teaching and learning through the design, implementation and evaluation of an 

innovative training model that responding to the needs and motivations of teacher 

trainees. It was intended to affect the change in perception and conception of the 

teaching of the social sciences, on issues related to teaching innovation in the field and, 

at the same time, provide classroom examples of competence-based learning, formative 
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assessment and collaborative learning. It involved collaboration between university 

teachers and active teachers, from different backgrounds and departments, institutions 

and disciplinary fields, in order to achieve the implementation of a training model 

anchored in school realities, all while promoting meaningful learning of social studies 

among pre-school and primary school students. 

The project was funded by the Agència de Gestió d'Ajuts Universitaris i de Recerca 

(AGAUR), grant number: 2014 ARMIF 00016 (Principal investigator: Francesc Xavier 

Hernandez Cardona). 

A posterior related REDICE project was also applied for and obtained This one was called, 

“La comprensión y puntos de vista sobre las competencias clave en alumnos de 

formación del profesorado: el afinamiento y validación de un cuestionario necesitado y 

una primera fase de un estudio longitudinal” or “Comprehension and points of view 

about key competencies in teacher trainees: Instrument improvement and validation 

for a future longitudinal study” of the Programa de Recerca en Docència Universitària 

REDICE (ICE-UB)  which is financed by the University of Barcelona’s Institut de Ciències 

de l'Educació (ICE), Grant number: REDICE18-2080, (Principal investigator: Maria Feliu 

Torruella). 

We applied for this project mainly to continue work on the scales that had emerged from 

the ARMIF study with the hopes that the psychometric properties of the scales could be 

improved enough for their consideration in a longitudinal study.  

3.3. My role within the two related projects  

In both projects I was responsible for 1) assistance in grant writing, 2) aid in the 

construction of the quantitative instruments, 3) the statistical analysis of the different 

pilots, and collaboration in the writing of some of the corresponding articles, namely the 

two presented (one in recently accepted: 15/12/2020 and second in draft form) in this 

Chapter.  

3.4. Introduction to Article B1  

Only when teachers' conceptions, knowledge, opinions, and beliefs are taken into 

account is curriculum innovation effective. Recently, broad policy mandates, such as Key 



111 
 

Competencies in the EU, or Common Core in the United States, encompass top-down 

intents to radically change instructional practice. Of particular interest is to what extent 

teachers in training are on board with these policy mandates and understand the why 

of their implementation to the extent policy makers intended. We present the 

construction processes of a questionnaire designed to access student teacher trainee’s 

beliefs about key competencies and their role in education. A three-phase pilot process 

is described. Programs that focus on preparing teachers and teacher candidates to teach 

within a competencial framework, should have an empirically valid and reliable 

instrument with which to diagnose the understanding and opinions of their students. 

The intent of this instrument is for its use as a research tool but also as a means for EU 

university professors to evaluate their own students in regard to whether or not they 

see the utility of Key Competencies, feel comfortable applying them in the classroom, 

and understand the basic foundations of the concept of competencies. At the same 

time, educational administrations or 

academic institutions could use it to 

diagnose potential training needs 

among their teachers’ and/or evaluate 

the effectiveness of training efforts. 

3.5. My role in the writing and 
revision of the Article B1  

As first author, not only did I play a key 

role in instrument construction and aid 

in data collection (see section 3.3.), but 

I also worked hand in hand with Maria 

Feliu-Torruella and Mireia Romero 

Serra in writing the article. A previous 

version was submitted in Spanish in 

Educación XX1 but they responded 

saying that they did not publish 

instrument validation articles. We then 

decided to submit to Teacher 

Donada la importància que les actituds, 
nivells de confiança i la comprensió de 
conceptes juguen en el procés d’imple-
mentació de polítiques educatives innova-
dores entre els futurs i futures docents, i 
la manca d'instruments empírics per me-
surar aquests aspectes, l'objectiu d'aquest 
estudi era desenvolupar una eina per di-
agnosticar de manera sistemàtica les cre-
ences d'aquestes i aquests futurs docents 
sobre les competències clau i el seu paper 
en l'educació. 

A l'article es descriu un procés pilot de 
tres fases i presenta avenços importants 
en la creació d'un instrument vàlid i fiable. 
Es proposen aplicacions possibles per al 
seu ús en futures investigacions multini-
vells i longitudinals. El desenvolupament 
d'un instrument d'aquest tipus és vital per 
determinar a gran escala la qualitat de for-
mació del professorat relacionada amb les 
competències claus, una política educativa 
que ha assumit un paper central dins de la 
Unió Europea. 

 Perspectiva general de 
l’article B1 en 
 català 
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Development, a high-ranked Scopus that is on the WOS’ “Emerging” list. We submitted 

in early December 2019 but did not hear back from reviewers until October 2020 (see 

Image 3.1)! We assume that personal situations related to the COVID-19 pandemic 

complicated the review process, as is/was the case with Group C articles (see Chapter 

IV). Thankfully the second review period was much shorter (see Image 3.1 below).  

 

Image 3.1. Decision dates corresponding to RTDE-2019-0234. Accepted 15/12/2020. 
As one can perceive from the above image, it took over 10 months before we received 
reviews. We assume that personal situations related to the COVID-19 pandemic 
lengthened the review process. 

 

3.6. Modifications made to Article B1 in lieu of reviewer/editor feedback 

Consult the Peer Review copy of our resubmission for all Reviewers comments and our 

corresponding responses. Most of the comments related to: 1) minor technical 

clarifications, 2) the need to add more information on the Spanish primary educational 

context and its relation to competencies, and 3) a request for updated bibliographical 

references from 2015 onward. Reviewers coincided in their opinions and we appreciate 

their comments as we believe this resulted in a more quality article (proofs are currently 

being edited).  
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3.7. Current accepted version of Article B1 
 

The following 44 pages contain 1) the 

acceptance letter from Editor Dr. Brindley and 2) 

the corresponding accepted version of Article 

B1 as well as our response to reviewers. We 

thank the DIDPATRI research team for their 

support in data collection and the anonymous 

reviewers for their feedback and will thank 

Antonio Ruiz Bueno for his guidance and 

support. This we will do on the proofs when 

they arrive (shortly).  

 

 

 

 

 

 

 

 

 

.

Dada la importancia que las actitu-
des, niveles de confianza y compren-
sión de conceptos juegan en el pro-
ceso implementación de políticas 
educativas innovadores entre las y 
los futuros docentes, y la falta de 
instrumentos empíricos para medir 
estos aspectos, el objetivo de este 
estudio es desarrollar una herra-
mienta para diagnosticar de manera 
sistemática a las creencias de ellos y 
ellas sobre las competencias clave y 
su papel en la educación.  

En el artículo se describe un proceso 
piloto de tres fases y presenta avan-
ces importantes en la creación de un 
instrumento válido y fiable. Las au-
toras proponen aplicaciones posibles 
por su uso en futuras investigaciones 
multiniveles y longitudinales. El 
desarrollo de un instrumento de este 
tipo es vital para determinar a 
grande escala la calidad de forma-
ción del profesorado relacionada con 
las competencias claves, una política 
educativa que ha asumido un papel 
central dentro de la Unión Europea. 

 Perspectiva general 
del articulo B1 en 
español 



114 
 

 

   



115 
 

 



116 
 



117 
 



118 
 



119 
 



120 
 



121 
 



122 
 



123 
 



124 
 



125 
 



126 
 



127 
 



128 
 



129 
 



130 
 



131 
 



132 
 



133 
 



134 
 



135 
 



136 
 



137 
 



138 
 



139 
 



140 
 



141 
 



142 
 



143 
 



144 
 



145 
 



146 
 



147 
 



148 
 



149 
 



150 
 



151 
 

 



152 
 

3.8. Introduction to Article B2  

Clearly, teacher trainees are key 

stakeholders in the teacher training 

process in regard to educational policies. 

However, this undeniable certainty can 

be at times placed aside in the midst of 

radical educational policy changes. 

Arguably, in the context under study, 

these are toxically combined with 

university budget cutbacks bringing with 

them an increasing reliance on 

underpaid and overworked adjunct staff. 

This article analyses open-ended 

responses of 157 3rd year university 

primary teacher trainees at a Spanish 

university regarding their views on the 

quality and quantity of their university 

training in applying key competencies 

mandated by the current Spanish 

educational policies to the primary 

classroom. These teacher trainees were 

surveyed in their Didàctica de la Història 

courses at the University of Barcelona. 

Results show that these students largely 

feel that the university professors that 

have given them classes over the last 

three years have been unsuccessful in 

adequately explaining how to apply a 

competencially-based curriculum to the 

primary classroom. They claim that, 

they, as future teachers on the brink of entering the classroom as teachers themselves, 

have little idea of how to evaluate future primary students competencially. They also 

És evident que els professors en formació 
són agents clau pel que fa a la futura imple-
mentació de polítiques educatives. No obs-
tant això, aquesta innegable certesa a 
vegades es pot deixar de banda enmig de 
canvis radicals en la política educativa. En 
el context de l'estudi, aquesta realitat es 
combina tòxicament amb retallades pres-
supostàries universitàries i comporten una 
dependència creixent en el personal asso-
ciat mal pagat i poc apreciat per la institu-
ció acadèmica. Aquest article analitza les 
respostes obertes de 157 futurs i futures 
mestres d'educació primària cursant el 
tercer curs en una universitat espanyola. Es 
pregunta la seva opinió sobre la qualitat i 
la quantitat de la formació universitària 
rebuda sobre les competències clau rela-
tiva a les polítiques educatives espanyoles 
que hauran d'aplicar quan es trobin a 
l'aula. Aquestes i aquests professors en for-
mació van ser enquestats durant la realit-
zació de l'assignatura de Didàctica de la 
Història. Els resultats mostren que aques-
tes i aquests estudiants consideren en gran 
mesura que el professorat que els ha im-
partit classes durant els últims tres anys no 
ha pogut explicar com aplicar un currícu-
lum basat en competències a l'aula de pri-
mària. Afirmen que, com futures i futurs 
professors a punt d'accedir a l'aula, tenen 
poca idea de com avaluar competencial-
ment a l'alumnat de primària. També es 
queixen que els seus professors i professo-
res universitàries sovint no ensenyen mit-
jançant competències. Hi ha qui sospita 
que gran part del professorat no té un co-
neixement profund de les competències i, 
per tant, eviten el tema, deixant en mans 
dels seus estudiants la seva autoformació 
sobre aquests aspectes. Aquestes queixes 
es refereixen no només als professors de 
Didàctica de les Ciències Socials, sinó 
també a la majoria de professors d'altres 
àrees de la Facultat d'Educació. 

 Perspectiva general de 
l’article B2 en català 
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complain that their university 

professors themselves often fail to 

teach though competencies; some 

suspect that many of their teacher 

trainers lack of understating of what 

competencies are themselves and thus 

avoid the topic, leaving it to their 

students to teach themselves through 

documents how to apply key 

competencies to the classroom. These 

complaints apply not only to DCS 

professors, but also to (most) 

professors of other areas in the UB’s 

Faculty of Education, with some non-

DCS exceptions. 

3.9. My role in the writing and 
revision of the Article B2  

As mentioned in section 3.3., I played a 

role in instrument construction and aid 

in data collection, but I also worked 

hand in hand with Maria Feliu-

Torruella in data analysis and writing 

the current draft version of the article, 

with invaluable guidance and support 

from Antonio Ruiz Bueno.   

3.10. Current pre-submission 
draft of Article B2 
 

The following 17 pages contain the 

pre-submitted version of Article B2. 

We thank the DIDPATRI research team for their support in data collection and Antonio 

Ruiz Bueno for his continued help throughout this process. We are very open to any 

Es evidente que los profesores en formación 
son agentes clave en cuanto a la futura im-
plementación de políticas educativas. Sin em-
bargo, esta innegable certeza a veces se 
puede dejar de lado en medio de cambios 
radicales en la política educativa. En el con-
texto del estudio, esta realidad se combina 
tóxicamente con recortes presupuestarios 
universitarios y conllevan una dependencia 
creciente en el personal asociado mal pagado 
y poco apreciado para la institución aca-
démica. Este artículo analiza las respuestas 
abiertas de 157 futuros y futuras maestras de 
educación primaria cursando el tercer curso 
en una universidad española. Se pregunta su 
opinión sobre la calidad y la cantidad de la 
formación universitaria recibida sobre las 
competencias clave relativa a las políticas 
educativas españolas que deberán aplicar 
cuando se encuentren en el aula. Estas y 
estos profesores en formación fueron encu-
estados durante la realización de la asigna-
tura de Didáctica de la Historia. Los resulta-
dos muestran que estas y estos estudiantes 
consideran en gran medida que el profeso-
rado que les ha impartido clases durante los 
últimos tres años no ha podido explicar cómo 
aplicar un currículo basado en competencias 
en el aula de primaria. Afirman que, como 
futuras y futuros profesores a punto de acce-
der en el aula, tienen poca idea de cómo eva-
luar competencialmente el alumnado de pri-
maria. También se quejan de que sus profe-
sores y profesoras universitarias a menudo 
no enseñan mediante competencias. Hay 
quien sospecha que gran parte del profeso-
rado no tiene un conocimiento profundo de 
las competencias y, por tanto, evitan el tema, 
dejando en manos al alumnado la autoform-
ación sobre estos aspectos. Estas quejas se 
refieren no sólo a los profesores de Didáctica 
de las Ciencias Sociales, sino también a la 
mayoría de profesores de otras áreas de la 
Facultad de Educación. 

 Perspectiva general del 
artículo B2 en español 
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feedback the dissertation committee has regarding article B2 in its current form as we 

are obviously at a stage where such feedback can be immensely helpful. Along these 

lines, we are contemplating interviewing adjunct professors and analyzing their 

responses alongside the student feedback.  
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‘Why don’t I know this already?’ Are we failing our 

primary teacher trainees’ regarding their need to learn 
and apply key competencies to the classroom? 

Maria Feliu-Torruellaa and Ann E. Wilson-Dailya*  
Note. Myriam González-Sanz may also participate in potential adjunct interviews, the later 
stages of data analysis and article revision, and would thus figure as a third author. 

aFaculty of Education, Universitat de Barcelona, Barcelona, Spain 

Universitat de Barcelona, Faculty of Education, Passeig de la Vall d’Hebron, 171,  08035 
Barcelona (Spain), *awilson@ub.edu 

Maria Feliu-Torruella. ORCiD: 0000-0002-6500-7620 

Ann E. Wilson-Daily. ORCiD: 0000-0001-5994-6210 

This work was supported by REDICE 18-2080i, an internal Universitat de Barcelona grant program that 

encourages research into teaching innovation. We thank the DIDPATRI research team for their support in 

data collection and Antonio Ruiz Bueno for his continued help throughout the process of data analysis. 

This article uses third year undergraduate Education student 
feedback (n = 157) to assess the effectiveness of competency-based 
training at a Spanish university. Students claim that, as future 
teachers on the brink of entering the classroom as teachers 
themselves, they have little idea of how to apply a competencially-
focused curriculum in the classroom as teachers and less of a grasp 
on how evaluate future primary students competencially. They 
place the blame on a lack of quality instruction and support during 
their university degree. The authors argue that rigorous empirical 
study should have been widely implemented and disseminated in 
before radical education policy changes were made. Over a decade 
after educational reforms were made in Spain, this empirical study 
and focus is still lacking and studies in teacher training programs 
are few and far between. 

Key words: preservice teacher attitudes; educational policy; key 
competencies; self-evaluation; policy evaluation. 

1. Introduction 

Clearly, teacher trainees are key stakeholders in the teacher training process in regard to 

educational policies. However, this undeniable certainty can be at times placed aside in 

the midst of radical educational policy changes. Arguably, in the context under study, 
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these are toxically combined with university budget cutbacks bringing with them an 

increasing reliance on underpaid and overworked adjunct staff.  

This article analyses open-ended responses of 157 3rd year university primary teacher 

trainees at a Spanish university regarding their views on the quality and quantity of their 

university training in applying key competencies mandated by the current Spanish 

educational policies to the primary classroom.  

The results of this study place further in doubt the usefulness of educational policy 

innovation which lacks bottom-up support of the educational community (Altrichter, 

2005; Ruiz Tarragó & Wilson, 2010, see also Honig, 2006) and empirical testing in 

teaching training programs (Cornford, 2000; Wilson-Daily et al., in press). 

2. Spanish educational policy reforms and the teacher training context  

Recent education policy reforms in Spain have been driven not by empirical evidence but 

rather by ideology-driven politics (e.g., LOE, 2006; LOMCE, 2013; see Dobbins & 

Christ, 2019; Jiménez-Ramírez et al., 2020; Jover et al., 2017) combined with the 

influence of top-down reforms from the European Parliament (Commission of European 

Communities, 2005). As Jover et al. (2017) point out, since the ratification of the Spanish 

Constitution in 1978, eight different educational laws have been passed “thereby 

subjecting education to continual upheaval” (p. 63).  

Furthermore, as Halász and Michel (2011) write of evolution in Europe towards more 

competence-based curricula: 

Successful implementation can be expected only in those countries where there is 
coordinated action in the following four areas: (1) the definition of competence 
development-related goals and standards in national curriculum documents, (2) the 
alignment of national and school level assessment and evaluation approaches with 
these goals and standards, (3) intensive capacity building among teachers so that they 
become capable of adapting their classroom level practices to the new goals and 
standards and, particularly, (4) massive support for school level pedagogical 
innovations that enhance the renewal of learning environments. This also requires 
investing in the development of school leadership and national educational 
innovation systems (2011, pp. 303-304). 

The most recent LOE (2006) and LOMCE (2013) reforms employed a competence-based 

approach. Nevertheless, according to Pamies et al. few teacher training opportunities have 

been provided, corresponding to Halász and Michel’s (2011) point 3 from above. Pamies 
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et al. (2015) further argue that there are many internal contradictions exist in that prevent 

a successful implementation and assessment of such approaches (2015, pp. 72-73). 

Many teacher training programs in Spain face problems as well. Most universities have 

increasingly relied on part-time faculty, referred to here as adjuncts. In many cases of 

Spanish university teacher training programs, adjunct faculty teach a large percentage of 

the courses. The idea is that adjunct faculty would be active teachers in the classroom and 

share their real world experience in university courses as a “side job” (Martínez, 2016). 

Potentially, this could be a helpful bridge between theory and practice (e.g., Darling-

Hammond, 2008). Nevertheless, the reality in Spain is that often more than not that 

adjunct faculty in university teacher training programs are “false” adjunct professors (see 

Moreno Gené, 2018). This means that real teachers are not enticed by the low economic 

compensation of adjunct professors and these positions are occupied by graduate students 

or recent graduates who may have little to no experience in the classroom. Low salaries 

often mean that professor turnover is common. As Zeichner and Conklin (2008) write,  

…if a program relies mostly on adjunct staff or faculty or graduate students who 
come and go frequently, it is less likely to be able to create a coherent program with 
a shared vision and purpose than in a program where more permanent faculty and 
staff are engaged in educating teachers (p. 281). 

Competency-based educational reforms can present a significant challenge to 

experienced as well as novice primary classroom teachers (Pamies et al., 2015). High 

quality teacher training programs, albeit always a challenge (see Korthagen, 2017), could 

potentially play an important role in improving future teachers’ abilities in implementing 

such educational reform.  

3. Methods 

3.1. Participants 

In Fall 2018, 263 students from a third year course of University of Barcelona’s 

Bachelor’s Degree in Primary Education (20.2% male, average age 21.8) filled out 

surveys. Of these, 157 (16.6% males, average age 21.6) filled in open-ended responses. 

[We are also contemplating interviewing adjunct professors and analyzing their responses 

alongside the student feedback]. Most participants by their third year have acted as 

student teachers in primary classrooms on two separate occasions and therefore did have 

real practical experiences in primary classrooms before participating in this survey.  
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3.2. Research design 

Students were surveyed within their regular university classrooms by members of the 

research team who were not professors of those surveyed. Survey participation was 

optional, but those who participated received 1% in extra toward their final grade. When 

students turned in their surveys, they signed a separate sheet of paper used to record these 

extra points. Voluntary participation in follow-up interviews was also solicited at this 

time.  

Participants were urged to honestly share their views on their university training in 

applying key competencies mandated by the current Spanish educational policies to the 

primary classroom. Aside from close-ended items (see Wilson-Daily et al., in press), 

participants were asked the following: 

1. Are there any Faculty professor or professors that explained what the primary 

curricular-mandated competencies are and how you should apply them to the 

classroom? If your answers is ‘yes’ please include the professor name or names 

(if you remember) and include a brief example of how this was done.  

2. Please briefly comment on your experience regarding teacher training, as far as 

the primary curricular-mandated competencies are concerned, within the 

University of Barcelona’s Primary Teacher Training degree program (quality and 

quantity of training).  

3.3. Data analysis 

Participant responses to the two open-ended questions were transcribed and then analyzed 

with the aid of IRAMUTEQ software (Ratinaud, 2009). IRAMUTEQ is an R-based 

interface that is particularly suited to Latin languages. It processes a top-down 

hierarchical classification by relying on an iterative algorithm that defines classes that 

maximize the distance between subsets through χ² tests. Our analyses were aided from 

the two dendrograms and lexicometric cluster analyses resulting from the separate 

software analysis of the open-ended questions. In the dendrograms, words are ordered 

according to their relative importance determined by the χ² metrics (see the Results 

section. IRAMUTEQ is also helpful for its ability to relate open-ended hierarchical 

classification results with close-ended responses. When these are significant, they are also 

included.  
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4. Results 

Figure 1 and Figure 3 show the results of the lexicometric cluster analyses pertaining to 

question 1 and question 2 respectively. Figures 2 and 4 contain the Dendrogram based on 

the lexicometric cluster analysis pertaining to question 1 and question 2 respectively. In 

these figures, words are listed in the order of their χ²-determined relative importance. 

Each of the two analyses resulted in 5 clusters. The findings below have been grouped 

under headings drawn from each cluster for a total of 10 headings and illustrated through 

student comments.  

4.1.A. Many participant teacher trainees’ claim that their professors are not adequately 
explaining competencies (Question 1, Class 1, red) 

Many participants voiced their frustrations that few or no professors had been able to 

explain a primary competency-based curriculum well. The words that correspond to this 

“Class 1” of the lexicometric cluster analysis (19.3% or the words analyzed by the 

software in response to question 1) can be seen in red color in Figures 1 and 2. These 

frustrations were very clearly stated in participant responses: 

…I don’t remember any good explanation or any explanation that stands out given 
by my professors.1 

If I have to be honest, the Faculty professors have only taught me how to look them 
up [competencies] in the curriculum document of the Catalan government to paste 
them onto a lesson plan. Few professors have provided an in-depth explanation of 
how to apply them actively in our future.2 

This seemed especially true in relation to how prepared participants felt to evaluate future 

primary students in the classroom.  

On the other hand, honestly, I have no idea how to evaluate competencially in a way 
that is adequate and fair for the children.3 

No professor has taught us the competencies nor how to apply them nor how to 
evaluate them.4  

                                                 
1 Spanish version:... no me acuerdo de ninguna buena explicación o explicación destacada por parte de mis 
profesores. 
2 Spanish version: Siendo sincero, los profesores de la Facultad sólo me han enseñado a buscarlas [competencias] al 
currículo de la Generalitat para plasmarlas en las UD. Pocos profesores he sentido que realizaran una explicación 
profunda para poder aplicarlas activamente en nuestro futuro.  
3 Spanish version: Por otro lado, sinceramente no tengo casi ninguna idea de cómo evaluar por competencias de una 
manera adecuada y justa por los niños. 
4 Spanish version: Ningún profesor nos ha enseñado las competencias ni cómo aplicarlas ni como evaluar con ellas. 



160 
 

 

Figure 1. Lexicometric cluster analysis. These responses correspond to question 1: 
“Are there any Faculty professor or professors that explained what the primary 
curricular-mandated competencies are and how you should apply them to the 
classroom? If your answers is ‘yes’ please include the professor name or names (if you 
remember) and include a brief example of how this was done.” 

4.1.B. Many participant teacher trainees’ claim that they are not taught competencies but 
rather must learn them on their own (Question 1, Class 4, blue) 

Closely related to the Class 1 categorization above, the words (15.6% of the total words 

analized) that correspond to this “Class 4” of the lexicometric cluster analysis (question 

1) can be seen in blue in Figures 1 and 2. Class 1 and 4 clusters are related in the 

Dendrogram (Figure 2). These class 4 comments relate to another type of participant 

frustrations voiced in that they claimed that the professors left it to them as students to 

learn about the competencies: 
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Many of the competencies we are familiar with is because we learned them 
ourselves.5  

I don’t remember very well what the professor[s] did, I’ve learned the different 
competencies by applying them [myself].6  

The truth is that I cannot praise any professor since the courses that we take at the 
university nobody focuses on teaching them expressly…I am aware of some 
competencies because we’ve either had to incorporate them into some paper (lesson 
plan) or they were indirectly mentioned in the classroom.7  

The students whose comments fell under this Class 4 categorization were unable to name 

or even recall any professor that had made an impression on them regarding learning how 

to apply competencies to the primary classroom. There seemed to be resentment in their 

comments as they blamed their professors for being forced to learn competencies on their 

own to be able to apply them to course lesson plans.  

4.1.C. Many participant teacher trainees’ recall of good practice examples (Question 1, 
Class 3, green) 

Other participant teacher trainees’ could recall examples of working on competencies for 

the primary classroom in their university courses in a way that was useful for them. Just 

over a fourth (25.2%) of the software-analyzed words pertained to this Class 3 

categorization, the results of the lexicometric cluster analysis (question 1) can be seen in 

green in Figures 1 and 2.  

Yes, professor C. ….I remember that he analyzed them with us and debated them 
with the aim of deciding if they were useful or not. We also understood how they 
were written and explained.8  

One professor of Didáctica de la Geografía….He taught u show to analyze them, 
understand them and apply them to our lesson plans.9  

Unlike the words classified under Class 1 and Class 2 categories, the students whose 

comments fell under this Class 3 categorization were often able to name or at least recall 

                                                 
5 Spanish version: Muchas de las competencias que conocemos sabemos por nosotros mismos. 
6 Spanish version: No recuerdo muy bien hacia profesor la verdad, he ido aprendiendo las diferentes competencias a 
nivel práctico. 
7 Spanish version: La verdad es que no puedo destacar a ningún profesor ya que de las asignaturas que cursamos en 
la universidad no hay ninguno que se centre en enseñarlas como tal… tengo conciencia de algunas competencias 
porque las hemos tenido o bien incorporar en algún trabajo (UD) o bien han salido indirectamente en el aula. 
8 Spanish version: Sí, el profesor C. ….Recuerdo que las analizaron y discutir con el fin de ver si eran útiles o no. 
También entendimos como estaban redactadas y explicadas. 
9 Spanish version: Un profesor de didáctica de la geografía…Nos enseñó a analizarlas, comprenderlas y aplicarlas 
en actividades y UD.   
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course activities related to learning about competencies as applied to the primary 

classroom.  

  Class 3 Class 2 Class 1 Class 4 Class 5 

Category 
description 

 Methodology of 
how content or 
examples were 

provided in 
university courses 

A first-year 
course 

“Planificació” 
was the only time 

the topic was 
dealt with 

Nobody has been 
able to explain 

this well and less 
how to evaluate 

students 
competencially 

We were 
encourage to  

read documents 
and figure out a 

competency-
based primary 
curricula by 

ourselves 

Listing of 
competencies.  
Exceptions of 

classes that dealt 
with one or two 

specific 
competencies 

Dendrogram  

 

  

  Figure 2. Dendrogram based on the lexicometric cluster analysis. 
Words are listed in the order of their χ²-determined relative importance. 
These responses correspond to question 1. 

4.1.D. Many participant teacher trainees’ spoke highly of their Curricular Planning and 
Design course (Question 1, Class 2, gray) 

Closely related to the Class 3 categorization above (see Figure 2’s dendrogram, the words 

(17.8% of the total words analyzed) that correspond to this “Class 2” of the lexicometric 

cluster analysis (question 1) can be seen in gray in Figures 1 and 2. These class 2 

comments relate to mostly praise for one class that many claimed was useful in learning 

about competencies as related to the primary classroom: Planificació, Disseny i Avaluació 

de l'Aprenentatge i l'Activitat Docent, translated here as “Curricular Planning, Design, 

and Evaluation”. 
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Yes, concretely the Curricular Planning and Design professor, he was the only that 
taught me about the competencies and how to design a quality lesson plan.10  

Yes. The professor was from Planning, Design and Evaluation and I remember that 
she designed a type of digital magazine…with dynamic examples and explanations 
and she showed us how to apply them. We did a big project of a lesson plan and she 
helped us very actively….11  

4.1.E. Many participant teacher trainees’ were familiar with some (not all) specific 
competencies (Question 1, Class 5, purple) 

The Class 5 categorization can be seen in purple in Figures 1 and 2 (22.2% of the total 

words analyzed). These class 5 comments relate mostly to students who listed all the 

competencies that they remembered: 

 [Only one teacher was able to teach me. The other ones didn’t know]. I remember 
these competencies: mathematic, interaction with the physical world, initiative, 
literature and languages, ICT, musical, of sport.12  

However, some of the comments in this category relate to a single competency that was 

explained very well in one course:  

Mathematic competence: using much material, many examples, much patience and 
motivation.13  

4.2.A. Many participant teacher trainees’ claimed that their training regarding 
competencies had been superficial and insufficient (Question 2, Class 4, blue) 

The Class 4 categorization for question 2 can be seen in blue in Figures 3 and 4 (24.3% 

of the total words analyzed). These class 4 comments pertained who students who 

criticized their lack of training and communicated a dearth of preparedness: 

The training has not been sufficient because I am not at all sure how to apply them 
on my own as a future teacher.14 

                                                 
10 Spanish version: Sí, concretamente el profesor de Planificación y Diseño Curricular, ha sido el único que me dio 
formación sobre las competencias y cómo diseñar una unidad didáctica bien elaborada. 
11 Spanish version: Sí. La profesora era de planificación, diseño y evaluación y recuerdo que diseñó una especie de 
revista digital donde se exponían las competencias (matemática, lingüística, social y natural, TIC, aprender a 
aprender) y con ejemplos y dinámicas explicaciones nos enseñó cómo aplicarlas. Hicimos un gran trabajar de una 
UD con un seguimiento muy activo por su parte.... 
12 Spanish version: [Sólo me ha podido enseñar una maestra. Los demás no lo sabían.] Recuerdo estas competencias: 
matemática, interacción con el mundo físico, iniciativa, literatura y lenguas, TIC, musical, del deporte. 
13 Spanish version: Competencia matemática: utilizando mucho material, muchos ejemplos, mucha paciencia y 
motivación. 
14 Spanish version: La formación no ha sido suficiente para que no estoy nada segura de aplicarlo por mi cuenta 
como futura docente. 
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Many students complained that the coverage of competencies in their university courses 

was superficial: 

In all courses competencies are mentioned, in all our papers we have to specify what 
competencies we expect to work on with our students, but I have the impression that 
apart from this mention of them, they are not dealt with in any depth.15  

 

Figure 3. Lexicometric cluster analysis. These responses correspond to These 
responses correspond to question 2: “Please briefly comment on your experience 
regarding teacher training, as far as the primary curricular-mandated competencies are 
concerned, within the University of Barcelona’s Primary Teacher Training degree 
program (quality and quantity of training).” 

 

 

                                                 
15 Spanish version: En todas las asignaturas mencionan las competencias, en todos los trabajos debemos especificar 
qué competencias esperamos trabajar con nuestros alumnos, pero tengo la sensación de que aparte de hacer 
referencia, no se abordan con profundidad. 
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4.2.B. Many participant teacher trainees’ feel their professors are failing them (Question 
2, Class 3, green) 

The Class 3 categorization for question 2 can be seen in green in Figures 3 and 4 (15.3% 

of the total words analyzed). As one can appreciate from Figures 3 and 4, this 

categorization is closely related to that of Class 4 described above in section 4.2.A and in 

Class 5 found in the following section 4.2.C. These class 3 comments related to a sense 

that the students feel that few professors are contributing in a worthwhile manner to their 

training as future teachers: 

The truth is that I find myself in the third year of the [Education] degree program 
and I feel very little educated in competencies and in many other things.16 

Insufficient in general, lots of theory but little practical application and they give us 
few resources for the future. The professors from whom we really learn are few and 
far between.17 

I have had very good professors from whom I have learned and I am learning a lot, 
but honestly I think there is a lack of motivation and purpose in some professors in 
this university18 

4.2.C. Many participant teacher trainees’ complain about quality and quantity of training 
in competency (Question 2, Class 5, purple) 

The Class 5 categorization for question 2 can be seen in purple in Figures 3 and 4 (13.8% 

of the total words analyzed). As one can appreciate from Figures 3 and 4, this 

categorization is closely related to those of Class 4 and Class 3 described above in sections 

4.2.A and 4.2.C respectively. These class 5 comments related to a sense that the students 

feel that quality and quantity of training has been insufficient: 

I feel that the training has been sparse and not very concentrated based on the fact of 
the importance that is placed on them now a days.19  

…There isn’t any quality in the explanations.20  

 

                                                 
16 Spanish version: La verdad es que están al tercer año de carrera me siento muy poco formada en competencias y 
en muchas cosas más. 
17 Spanish version: Insuficiente en general mucha teoría pero poca práctica nos dan pocos recursos para un futuro 
son pocos los profesores de los que realmente aprendemos. 
18 Spanish version: He tenido muy buenos maestros de los que he aprendido y estoy aprendiendo muchísimo pero 
sinceramente creo que falta motivación y vocación en algunos maestros de esta universidad. 
19 Spanish version: Opino que ha sido una formación escasa y poco intensa por el hecho de la importancia que se le 
da hoy en día.  
20 Spanish versión: …no hay calidad en las explicaciones. 
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The quality hasn’t been that great because all that I have learned has been consulting 
the curriculum and therefore quantity not great either since I have to go consult the 
curriculum.21 

  Class 4 Class 3 Class 5 Class 2 Class 1 

Category 
description 

 This deficiency  
is an example of 
the overall poor 

quality of teacher 
training we have 
received thus far. 

Lack of professor 
clarity in 

explaining the  
competency-based 
primary curricula 

Insufficient qual-
ity and quantity 
of instruction 

regarding 
competency-based 
primary curricula 

I lack of 
necessary tools 

for real-life 
application in 
 the classroom 

My professors  
are hypocritical in 

that they  
don’t apply 

competencies 
themselves 

Dendrogram  

 

  

  Figure 4. Dendrogram based on the lexicometric cluster analysis. 
Words are listed in the order of their χ²-determined relative 
importance. These responses correspond to question 2. 

4.2.D. Many participant teacher trainees’ do not feel prepared for the classroom 
(Question 2, Class 2, grey) 

The Class 2 categorization for question 2 can be seen in gray in Figures 3 and 4 (23.4% 

of the total words analyzed). Class 2 comments seemed to relay a sense of urgency in that 

students felt lost as to how to apply competencies in the classroom despite nearing the 

moment when they will be classroom teachers on their own.  

                                                 
21 Spanish version: La calidad no ha sido muy buena porque todo lo he aprendido consultando el currículo por tanto 
la cantidad tampoco ha sido demasiado cuando lo necesito consulto el currículo. 
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My experience has amounted to nothing because it’s never been explained to me 
how I should apply this to the classroom and how to evaluate and the difference 
between teaching this way from a traditional way.22  

Nobody has explained well how and what to do.23 

The few professors that do talk to us [about competencies] only define them and they 
don’t teach us how to apply them nor how to work on them.24  

4.2.E. Many participant teacher trainees’ do not feel their own professors teach 
competencially (Question 2, Class 1, red) 

The Class 1 categorization for question 2 can be seen in red in Figures 3 and 4 (22.2% of 

the total words analyzed). Class 1 comments are related to those of Class 2 (subsection 

4.2.D). Many teacher trainees complain that their professors do not teach or evaluate 

based on competencies themselves and are therefore not a great example for their 

students: 

Personally, I think that the university professors talk to us a lot about competencies 
but when they evaluate us they continue to do so in a traditional way; therefore, they 
do not help us understand competencies and the way they should be evaluated.25 

Some teacher trainees even placed in doubt whether or not most of university professors 

were even familiar with a competency-based primary curricula: 

In my point of view, I don’t think that all (the majority) of the professors are familiar 
with the competencies. When they are, they don’t know how to teach about them.26  

Discussion 

We set out to explore teacher trainee evaluations of the quality and quantity of instruction 

received at a Spanish university on application of competencies to the primary classroom. 

Results show that the third year undergraduate Education students surveyed feel that their 

university professors that have taught them teacher training courses over the last three 

years, at least from a student perspective, have been unsuccessful in adequately 

                                                 
22 Spanish version: Mi experiencia ha sido nula porque nunca me lo han explicado bien nunca me han explicado 
cómo aplicarlo a un aula cómo evaluar y la diferencia de hacerlo así o hacerlo de manera tradicional. 
23 Spanish version: Nadie nos ha explicado bien cómo y qué hacer. 
24 Spanish versión: Los pocos profesores que sí que nos hablan sólo nos definen qué son y no nos enseñan cómo 
aplicarlas ni cómo trabajarlas. 
25 Spanish version: Personalmente yo creo que los maestros de universidad nos hablan mucho de competencias pero 
ellos cuando evalúan continúan haciendo exámenes de la manera tradicional por tanto no nos ayudan a entender 
mejor las competencias y la manera de poder evaluarlas. 
26 Spanish version: Desde mi punto de vista, pienso que no todos (la mayoría) de profesores conocen las 
competencias. En caso de que sí las conozcan, no las saben transmitir. 
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explaining how to apply a competencially-based curriculum to the primary classroom. 

They claim that, as future teachers on the brink of entering the classroom as teachers 

themselves, they have little idea of how to evaluate future primary students 

competencially. They also complain that their university professors themselves often fail 

to teach though competencies; some suspect that many of their teacher trainers lack of 

understating of what competencies are themselves and thus avoid the topic, leaving it to 

their students to teach themselves through documents how to apply key competencies to 

the classroom.  

As Sahlberg and Boce (2010) write: “without systematic data and evidence important 

parts of education policy-making will at best rely on hopes and beliefs. Improving 

teaching and learning, however, requires more than that” (p. 47). Rigorous empirical 

study should have been widely implemented and disseminated in before radical education 

policy changes were made. Over a decade after these educational reforms, such empirical 

study and focus is still lacking (Pamies, et al., 2015; Wilson-Daily et al., in press). 

Moreover, Spain does not seem to be the exception in this regard (e.g., Sahlberg & Boce, 

2010; Leat et al., 2012). Training of active and trainee teachers also is lacking (Pamies, 

et al., 2015). 

In the university context studied, this is combined with an underpaid staff. Investments 

and efforts have not been dedicated to train the many adjunct professors (over 70% of the 

overall teaching staff) nor fulltime or permanent university professors who take on the 

bulk of initial teacher training. The arguably toxic combination of lack of empirical 

research, lack of trainee and active teacher formation in a competency-based curricula 

lack of university professors prepared to train based on a competency-based curricula 

results in an educational reform destined to fail or at least for a painful, drawn-out bumpy 

ride.  

Conclusions 

Often times we strive to identify and disseminate best practices in teacher training 

programs. Nevertheless, arguably just as important is to identify weaknesses and grave 

fallbacks in teacher training programs that urgently need improvement or complete 

reconsideration. Teacher trainees’ who pass through our programs will influence 

thousands of student lives over the next decades as they make their way into classrooms 

and schools. It is our debt to society to work to mend shortcomings in teacher trainees’ 
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programs such as those identified in this study. Korthagen (2017) writes, “Without 

sufficient knowledge about teacher learning, attempts to improve the link between theory 

and teaching practices are no more than a shot in the dark”. Much more empirical work 

on competency-based educational reform and how to improve the connection between 

theory and teaching practices is urgently needed. Also needed is more financial 

investment in a stable, well-paid and well-trained university workforce.  
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Chapter IV.  
ARTICLES – GROUP C 
 

4.1. General introduction to the three Group C articles 

During my academic stay with Dr. Harris, Associate Professor of History Education at the 

University of Reading, Dr. Harris showed me a questionnaire they were working on at 

the time that surveyed secondary school teachers on LGBT+ matters in the schools. I 

made a few suggestions and offered to work with Dr. Harris on the questionnaire.   More 

specifically this teacher/staff questionnaire aimed at surveying 1) knowledge of 

curricular mandates or school policies related to LGBT+ topics /issues, 2) how 

comfortable they felt covering these topics or dealing with these issues in and outside 

of class, and 3) how prepared they feel to do so, among other aspects.  

4.2. Funding project  

Dr. Harris received a small internal University of Reading grant to carry out these studies.  

4.3. My role within the project and the two articles 

I was responsible for 1) aid in the construction of the quantitative instruments, 2) 

analysis of the quantitative data, 3) assistance writing, mainly the methodological and 

quantitative results sections as well as general article feedback. 

4.4. Introduction to Article C1  

LGBT+ students are the group most often bullied and victimized by their peers in 

secondary schools (e.g., Toomey & Russell, 2016). They suffer higher levels of attempted 

suicide and self-harm (e.g., Hatchel et al., 2019) and leave school with comparatively 
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lower levels of attainment (e.g., Birkett et 

al., 2009). Studies suggest LGBT+ students 

suffer from serious physical and mental 

health problems (Martxueta & Etxeberria, 

2014) with long-lasting effects (e.g., Vega 

et al., 2012; Toomey et al., 2010). 

This study aims to understand qualitative 

and quantitative data gathered in six UK 

secondary schools within Johnson and 

Amella’s (2013) framework of social 

isolation. It seeks to identify aspects that 

best and least support LGBT+ students.  

Teacher and student perspectives are 

compared and contrasted regarding the 

school curriculum and school support 

groups. This initial study is meant as a 

basis for future larger-scale studies in 

both Spain and in the UK. 

4.5. Modifications made to Article C1 
in lieu of reviewer/editor feedback 

We initially submitted to the British 

Educational Research Journal and were passed on to review. Not surprisingly, perhaps, 

the reviewers wanted a larger sample size and some clarifications and ultimately 

rejected the article. Dr. Harris incorporated some changes which I revised and 

resubmitted to the Cambridge Journal of Education. 

Aquest estudi explora les experiències 
d'alumnes i alumnes de sis escoles se-
cundàries de el sud d'Anglaterra que 
s'identifiquen com LGTB +. La literatura 
existent posa en relleu els principals rep-
tes que afronten aquests i aquestes estu-
diants en les seves vides i com les escoles 
i el professorat de ciències socials, sense 
voler, pot contribuir a augmentar l'aïlla-
ment social de l'alumne o alumna. Ba-
sant-se en les dades de l'enquesta reco-
llida de 153 membres de personal dels 
sis instituts, nou entrevistes amb profes-
sors i sis grups de discussió d'estudiants 
(38 estudiants en total), les dades mos-
tren com les escoles poden aïllar l'alum-
nat socialment, emocionalment i cogniti-
vament. S'evidencia com el currículum, 
els espais etiquetats amb gènere i els 
grups de suport poden contribuir a que 
molts estudiants se sentin 'diferents' i 
sovint obligats i obligades a ocultar la 
seva identitat. L'article utilitza el con-
cepte d'aïllament i les seves diferents di-
mensions (segons Johnson i Amella, 
2013) per emmarcar les dades i 
proporcionar un mitjà que permeti 
entendre millor com les escoles i el 
currículum de ciències socials poden -
involuntàriament- aïllar els i les 
estudiants. 

 Perspectiva general de 
l’article C1 en català 
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4.6. Current submitted version of 
Article C1  

 

The following 24 pages contain the 

submitted version of Article C1 to the 

Cambridge Journal of Education. This 

article is pending reviewer responses (see 

Figure 4.1. on the next page). 

Este estudio explora las experiencias 
de alumnas y alumnos de seis escue-
las secundarias del sur de Inglaterra 
que se identifican como LGTB+. La 
literatura existente pone de relieve 
los principales retos que afrontan es-
tos y estas estudiantes en sus vidas y 
cómo las escuelas y el profesorado 
de ciencias sociales, sin querer, 
puede contribuir a aumentar el aisla-
miento social del alumno o alumna. 
Basándose en los datos de la en-
cuesta recogida de 153 miembros 
del personal de los seis institutos, 
nueve entrevistas con profesores y 
seis grupos de discusión de estudian-
tes (38 estudiantes en total), los 
datos muestran como las escuelas 
pueden aislar al alumnado social, 
emocional y cognitivamente. Se evi-
dencia como el currículo, los espa-
cios etiquetados con género y los 
grupos de apoyo pueden contribuir a 
que muchos estudiantes se sientan 
'diferentes' y a menudo obligados y 
obligadas a ocultar su identidad. El 
artículo utiliza el concepto de aisla-
miento y sus diferentes dimensiones 
(según Johnson y Amella, 2013) para 
enmarcar los datos y proporcionar 
un medio que permita entender 
mejor como las escuelas y el cu-
rrículo de ciencias sociales pueden –
involuntariamente— aislar a los y las 
estudiantes. 

 Perspectiva general 
del articulo C1 en 
español 
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Figure 4.1. Article C1 was submitted by co-author Dr. Harris to the Cambridge Journal 
of Education on November 2, 2020. The reviewer responses are pending.  
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4.7. Introduction to Article C2  

Attempts to address the problems facing 

LGBT+ students in school have focused 

more readily on issues concerning school 

climate and constraining individual 

behaviours of aggressors, rather than 

addressing the issue of school culture. By 

not addressing the underling culture of 

heteronormative and cisgendered social 

norms that tend to exist within schools, 

most interventions, though well-

intentioned, have been ineffective in 

creating real progress and change. 

Rather, even in secondary schools where 

interventions have taken place, LGBT+ 

students still experience significant 

harass-ment (e.g., Payne & Smith, 2013; 

Rawlings, 2019). Rawlings (2019) argues 

that the harassment and bullying of 

LGBT+ students is likely to continue 

unless real change occurs in the “the 

social, cultural or institutional structures 

[that] allow them to eventuate” (pp. 201-

2). 

We do not wish to diminish the 

importance of school climate and wish to understand this better. However, we submit 

that the central challenge is identifying aspects related to a positive school culture in 

which LGBT+ students experience widespread acceptance and belonging, instead of 

heterosexuality and gender-conformity being presented (even unwittingly) as the 

desirable and acceptable norm. Whereas school climate refers to the overall positivity 

of atmosphere, safeness and politeness of interactions, school culture refers to the kinds 

L'objectiu d'aquest estudi de metodologia 
mixta era examinar les actituds del profes-
sorat i dels i les estudiants LGBT+ respecte 
al clima i la cultura escolars. Els partici-
pants van ser 153 docents de sis instituts 
de secundària del Regne Unit que van om-
plir enquestes electròniques. Nou docents 
també van ser entrevistats i 38 estudiants 
van participar en sis grups de discussió a 
cada escola. Els resultats suggereixen una 
desconnexió entre els punts de vista del 
professorat i de l'alumnat en relació a el 
clima i la cultura escolar al voltant de 
qüestions relacionades amb LGTB + (ve-
geu Payne i Smith, 2013; Rawlings, 2019). 
Moltes professores i professors sembla-
ven desconèixer la discriminació mani-
festa que estudiants LGTB+ rebien dels 
seus companys i que el col·lectiu d'alum-
nat LGTB+ no estava molt satisfet amb la 
manca d'integració curricular dels temes 
LGTB+. Els resultats suggereixen que la 
majoria de personal adopta una postura 
reactiva i no proactiva respecte a qüesti-
ons relacionades amb LGTB+, i que el des-
coneixement del professorat sobre les 
preocupacions dels i les estudiants 
significa que és probable que canviï poc. 
Per tot això s'evidencia un reflex d'una 
cultura heteronormativa i cisgènere, en 
què els docents no qüestionen les normes 
i convencions existents i culpabilitzen a les 
famílies del centre. L'estudi defensa un 
reexamen de com els i les professores de 
ciències socials i altres professionals dels 
instituts interpreten les experiències vis-
cudes dels estudiants LGBT+ en aquests i 
en altres contextos de secundària. 

 Perspectiva general de 
l’article C2 en català 
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of shared norms, practices and 

understandings underlying one’s 

experiences. When it comes to LGB and 

gender-identity diversity, we argue this 

is a critical distinction. School climate 

refers to the friendliness of 

relationships among students and 

faculty, whereas school culture refers 

to how different kinds of gender 

identifications and sexual orientations 

are being treated. Many students may 

experience the climate at their schools 

as favorable, even if heterosexual 

norms dominate and if non-gender 

conforming gender identities are not 

discussed (Birkett et al., 2009). 

Concepts of what is 

“normal”/acceptable may lay dormant 

when the overall message of the school 

is to “be nice.” However, a 

heteronormative or cisgender culture 

may allow for harassment and 

exclusion of those who are still viewed 

as outside that norm. Students may 

experience a positive school climate 

based on a culture of prevalent shared 

prejudice. Social studies teachers can 

potentially play a role in combating this discrimination.  

4.8. Modifications made to Article C2 in lieu of reviewer/editor feedback 

We received some feedback to an earlier version of this paper presented by attendees 

to the 2019 IAIE (International Association of Intercultural Education) conference in 

El objetivo de este estudio de metodología 
mixta era examinar las actitudes del 
profesorado y de los y las estudiantes 
LGBT + respecto al clima y la cultura 
escolares. Los participantes fueron 153 
docentes de seis institutos de secundaria 
del Reino Unido que completaron 
encuestas electrónicas. Nueve docentes 
también fueron entrevistados y 38 
estudiantes participaron en seis grupos de 
discusión en cada escuela. Los resultados 
sugieren una desconexión entre los puntos 
de vista del profesorado y del alumnado 
en relación al clima y la cultura escolar en 
torno a cuestiones relacionadas con LGTB+ 
(véanse Payne y Smith, 2013; Rawlings, 
2019). Muchas profesoras y profesores 
parecían desconocer la discriminación 
manifiesta que estudiantes LGTB+ recibían 
de sus compañeros y que el colectivo de 
alumnado LGTB+ no estaba muy satisfecho 
con la falta de integración curricular de los 
temas LGTB+. Los resultados sugieren que 
la mayoría del personal adopta una 
postura reactiva y no proactiva respecto a 
cuestiones relacionadas con LGTB+, y que 
el desconocimiento del profesorado sobre 
las preocupaciones de los y las estudiantes 
significa que es probable que cambie poco. 
Por todo ello se evidencia un reflejo de 
una cultura heteronormativa y cisgénero, 
en que los docentes no cuestionan las 
normas y convenciones existentes y 
culpabilizan a las familias del centro. El 
estudio defiende un reexamen de cómo 
los y las profesoras de ciencias sociales y 
otros profesionales de los institutos 
interpretan las experiencias vividas de los 
estudiantes LGBT + en estos y en otros 
contextos de secundaria. 

 Perspectiva general del 
articulo C2 en español 
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Amsterdam, albeit most of this feedback was quite positive. It was at that conference 

that we were encouraged to submit a reduced version of the article to a Special Issue of 

Intercultural Education.  

4.9. Current accepted version of Article C2  
 

The following 25 pages contain the submitted and accepted version of Article C1 to 

guest editor Noemi Mena Montes of the August 2021 IAIE Special Issue of Intercultural 

Education. This article is pending guest editor feedback, despite its acceptance, and 

minor changes may be made before its publication. The authors are very open to any 

suggestions that this dissertation committee may have about the article in its current 

form. 
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Chapter V.  
CONCLUSIONS 
 

5.1. Brief summaries of central findings related to the area of Didàctica de les 
Ciències Socials 

 

5.1.A1. Article A1.  

In Wilson-Daily et al. (2018, Article A1), the multilevel analyses suggested that the role 

of the school was not relevant in determining lower or higher levels of xenophobia, 

appreciation of diversity, or attitudes toward immigrant rights. This is alarming to given 

that a side goal of this study was to identify schools and/or social studies teachers, 

whose best practices might potentially lower xenophobic attitudes. These findings 

suggest a lack of best teaching practices in the 30 schools studied in reducing 

xenophobia, increasing appreciation for diversity and positive attitudes toward 

immigrant rights. This is in line with the work of Carrasco et al. (2009), Carrasco (2019), 

and Deusdad (2009) who through their qualitative, smaller-scale work claim that 

teachers in Catalonia do little to combat xenophobia in their classrooms and, in fact, are 

part of the problem. Article A1 confirms this finding of these authors but on a macro 

level. This lack of school variability and the high instance of xenophobia and other 

negative attitudes toward immigrants and diversity found in the study makes it clear 

that schools, teachers and teacher trainers (DSC - us!) have much work to do on this 

front.  

5.1.A2. Article A2.  

In Wilson-Daily and Kemmelmeier (2019, Article A1), the multilevel analyses suggested 

that the role of the social studies teacher was relevant in higher intention to vote across 
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all election types considered in the survey (potential referendum, municipal, Catalan 

Parliamentary, Spanish Congressional, and European). Nevertheless, this effect was 

significant at the individual level and not the school level. This likely means that, overall, 

students who felt that their opinion was welcome and encouraged to be shared in the 

classroom were more likely to report that their social studies classroom teacher was 

open to debate. Students perhaps with more outlying, unpopular views or opinions that 

contrasted with the teacher in question were less likely to report that their social studies 

classroom a space in which they felt encouraged to voice their political opinions. 

Secondary school socials studies teachers need to be aware that students might not feel 

comfortable expressing these unconventional or highly-contrasting or conflictive views 

in the classroom and teachers need to find alternative ways, such as simulations or 

debate about fictitious opinions in order to create a space for these opposing, less 

popular opinions (see Barriga-Ubed et al., 2017; Aprenem a votar 2014: Eleccions al 

Parlament Europeu, 2014). Nevertheless, the results suggest that the school climate and 

teachers play an important role in the development of civic orientation regarding 

election importance, a crucial area for future qualitative-based study. Future research 

should address the dynamics underlying this finding, and concretely explore why the 

same teacher invites a greater sense of political openness in some students, but a limited 

sense in others. 

5.1.A3. Article A3.  

In Wilson-Daily et al. (2020, Article A3), the multilevel analyses suggested that the role 

of the school was not relevant in determining student national (Catalan/Spanish) 

identity constructions, in contrast to Hierro (2015). Results show that, overall, the social 

studies curriculum, content and teaching do not influence student identifications in this 

regard in native or immigrant background student populations. The influences are at the 

individual (e.g., family, peer) level. Whether this is a positive or negative aspect of social 

studies teaching and learning in Catalan secondary schools one must argue is in the eyes 

of the beholder.  



231 
 

5.1.B1. Article B1.  

This study provides a relatively psychometrically sound instrument relevant not only for 

in the area of Social Studies Teaching and Learning (DCS) but also among all areas of 

didàctica. Preliminary findings at the University of Barcelona’s Faculty of Education show 

that those students that had a higher opinion of a competencially-based curriculum 

were also those who understood it less. The authors argue that this instrument should 

be used Faculties of Education and other teacher trainer entities in order to diagnose 

potential training missteps regarding to what extent teachers understand key 

competencies, agree with current competencially-based education policy, and feel 

comfortable applying a evaluating them in the classroom either as student teachers in a 

practicum or professional teachers. Future studies could use this instrument in the near 

future longitudinally or in multilevel modeling; however, these should also aim at the 

continued improvement of its psychometric properties.  

5.1.B2. Article B2.  

Primary teacher trainees surveyed in Didàctica de la Història (Course code: 361705) at 

the University of Barcelona largely feel that the university professors that have given 

them classes over the last three years have been unsuccessful in adequately explaining 

how to apply a competencially-based curriculum to the primary classroom. They claim 

that, they, as future teachers on the brink of entering the classroom as teachers 

themselves, have little idea of how to evaluate future primary students competencially. 

They also complain that their university professors themselves often fail to teach though 

competencies; some suspect that many of their teacher trainers lack of understating of 

what competencies are themselves and thus avoid the topic, leaving it to their students 

to teach themselves through documents how to apply key competencies to the 

classroom. These complaints apply not only to DCS professors, but also to (most) 

professors of other areas in the UB’s Faculty of Education, with some non-DCS 

exceptions. 

5.1.C1. Article C1.  

Our data showed that LGBT+ matters are seldom integrated in school social studies 

curriculums, and when they are, this is often done in a problematic or superficial way, 
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further exacerbating students’ feelings of isolation. Understanding how schools 

(unwittingly) contribute to LGBT+ students’ sense of isolation potentially provides a 

means to identify more specific ways schools could address this issue. This article 

outlines other was that school unwittingly isolate LGBT+ student in and out of the social 

studies classroom and suggests a curricular and policy-oriented overhaul regarding true 

LGBT+ inclusivity. This study was carried out in the UK, however, in Spain, as far as 

educational legislation is concerned, the integration and/or inclusion of LGBT+ topics is 

not mandatory in Spanish schools and are rarely covered (see Martxueta & Etxeberria, 

2014; Parker et al., 2009). Student social and emotional development is supposed to be 

integrated in a interdisciplinary manner, but this is so broad that LGBT+ matters and 

topics are rarely integrated (Martxueta & Etxeberria, 2014; Parker et al., 2009). 

Furthermore, teachers in Spain often feel inadequately prepared to support LGBT+ 

students and to cover and integrate LGBT+-related content (Penna & Sánchez, 2015). 

This UK data has served as an impetus to apply for funding to carry out related research 

in Catalonia especially related to the potential of the social studies classroom and the 

role that social studies teachers can play in creating more inclusive cultures (see section 

5.2. Future directions). 

5.1.C2. Article C2.  

Comparing teacher and student perceptions of the social studies curriculum we found 

that teachers and students can hold radically different views regarding the inclusion of 

LGBT+ issues and matters. In most schools where teachers spoke of the way LGBT+ 

matters were being addressed in the curriculum, modifications (as seen in article C1) 

were seen as minor by many students. Overall there was a general student perception 

that, although things were improving and that the situation is some schools was better 

than others, collectively teachers were largely uninterested in supporting LGBT+ 

students. We also found a surprising disconnect between student bullying / victimization 

experiences and the views that teachers have of these. Importantly, all teachers 

interviewed felt that ignorance of students was at the heart of any troubles experienced 

by their LGBT+ peers, seemingly placing the blame of issues faced on individual students 

and their families, in line with Rawlings (2019) and Payne and Smith (2013). It is easy to 

blame students and their families for shortcomings in Social-Studies-related areas, and 
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a much harder task to ask ourselves as Social Studies educators actions we may take to 

spur change. 

As with C1, this study was carried out in the UK; however, in Spain, we hypothesize that 

this disconnect between secondary school experiences of LGBT+ students from their 

teachers’ perspectives may also exist. Despite a policy shifts aiming for greater 

acceptance of the LGBT+ community in Spain (see Montalbán et al., 2014), studies of 

young people in Spanish secondary schools (e.g., Elipe et al., 2018; Grupo Educación 

COGAM, 2013; Martxueta & Etxeberria, 2014; Moliner et al., 2018), including studies 

carried out in Catalonia (Mérida, 2018; Sadurní & Pujol, 2015) highlight significant levels 

of LGBT+ student victimization, marginalization and misunderstanding. This is likely the 

result of a failure to ensure that LGBT+ students are supported in schools. It is important 

as social studies teacher trainers that we ask ourselves what we can do to aid our 

students in supporting the LGBT+ student community. Non-LGBT+ students would also 

benefit from a more inclusive, equal culture, less-binary conceptions of gender, and 

greater understanding of their peers (see Shane, 2020; Underhill, 2013). One possible 

first step is comparing teacher and student perspectives in Spanish secondary school 

contexts (see section 5.2. Future directions). 

 

5.2. Future directions 

My future research interests related to my teaching experience within the in Didàctica 

de les Ciències Socials at the UB with Anti-bias ECE and primary teacher trainee 

education based on the work of Derman-Sparks and Olsen Edwards (2010; 2020) and 

the Western European DECET (Diversity in Early Childhood Education and Training) 

network (e.g., Vandenbroeck et al., 2011). More and more I realize the need to study 

and identify best practices that help students identify and critically analyze intuitional 

oppression, their own stereotypes, those of others, and how these affect the world we 

in which we live. I would like to focus on identifying and disseminating best practices; 

an applying those to improving teacher training courses so that teachers feel inspired 

and prepared to integrate similar practices in their classrooms in a bottom-up way and 

though the voices of active teachers, themselves already implementing these practices. 
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For example I just applied as project leader, along with DIDPATRI research group 

members and Dr. Harris, Dr. Kemmelmeier and others, for a grant through “la Caixa”, 

specifically, their Social Research 2020 Grant program. Out of an initial 767 proposed 

projects, ours (SR20-00210), was chosen for a final interview phase (see “la Caixa” 

Foundation, 2020). This proposal hypothesized that secondary schools in Spain vary 

greatly in the ways they address LGBT+-specific bullying and bullying in general (school 

climate) and the cultural norms that predominate school power structures (school 

culture). If we eventually receive a grant, through “la Caixa” or another entity, we aim 

to study such variation concerning school actions (e.g., social studies curricular focus, 

policies and classroom promotion and understanding of gender-neutral bathrooms, 

classroom initiatives that pay attention to cyberbullying, targeted teacher training, etc.) 

through multi-level modelling that highlights structural social aspects, like one’s school, 

classroom, or family, as hierarchical elements that in themselves are interesting units of 

study. This project would produce a complex, evidence-based assessment of school 

factors related to LGBT+ school climate and culture, providing a base outline of potential 

good teaching and school practices for dissemination and scaling-up to a wider range of 

schools within Spain and elsewhere. 

This macro view of quantitative and cross-sectional data would will aid in determining 

which schools would be the best methodological fit for later research team qualitative 

ethnographic studies, intervention-based studies, and other future mixed-methods 

studies thus combining, to an extent, the methodological focus of the Chapter II articles 

(A1, A2, and A3) with the content focus of Chapter IV articles (C1 and C2). 
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