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Redes de apoyo social y padres de nifios con
trastornos del desarrollo. Diferencias estructurales
y funcionales basadas en la tipologia

Social support networks and parents of children with
developmental disorders. Structural and functional
differences based on typology

M? Lourdes Alvarez Fernandez
Universidad Internacional de la Rioja (UNIR)

Resumen

El presente estudio descriptivo examina y compara la situacion en la que se encuentran las redes de apoyo
social de 75 padres y madres con hijos que presentan algin tipo de dificultad en su desarrollo (DD). Se
evaltian las dimensiones estructural y funcional que envuelven al constructo de red de apoyo social, a través
del instrumento de evaluacién ERAS-DD (Alvarez y Garcia, 2008). Las diferentes DD que presentaban los
hijos fueron organizadas sobre la base de cinco tipologias posibles: trastorno del espectro autista, dificultades
de aprendizaje, retraso mental, deficiencias de tipo sensorial y deficiencias motoricas. Se hallaron diferencias
significativas entre los cinco grupos en las dimensiones estructural y funcional. Los resultados sugieren que
los padres de nifios que presentan el trastorno del espectro autista son el grupo que encuentra mas afectada
su red de apoyo social y, a su vez, quien mas apoyo social precisa. Estos resultados coinciden con los
encontrados en estudios previos, en los cuales se confirma que de acuerdo a la tipologia de DD de un hijo, las

redes de apoyo social de los padres se encuentran mas o menos afectadas (Heiman y Berger, 2008).

Palabras clave: ambiente familiar, desarrollo del niflo, evaluacion, interrelaciones y sociedad.

Abstract

The present descriptive study examines and compares the situation of the social support networks of 75 parents
of children with developmental disorders (DD). An instrument was elaborated, the ERAS-DD (Alvarez y
Garcia, 2008); it evaluates the structural and functional dimensions of the construct. five groups were closely
matched for DD typology: autism spectrum disorder, learning disabilities, intellectual disability, sensory
deficiency and motor deficiency. There were significant differences between these groups in the structural
and functional dimensions. The results suggest that parents of children with autism spectrum disorder were
the group whose social network had been most affected and who needed the most support. These results are
agree with those found in other studies in which it is confirmed that according to DD’s typology, the parental

social support networks are more or less affected (Heiman & Berger, 2008).

Keywords: family context, child development, evaluation, interrelations y society.
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In recent years, many researchers
have linked the construct of social
support network to the health-illness
process. Having a deficient social sup-
port network is associated to a higher
risk of poorer physical health and with
the appearance of mental illness (Fer-
nandez, Bravo & Lopez, 2010; Quiles
& Terol, 2009; Senol-Durak & Ayva-
sik, 2010).

Nowadays, its two-dimensional na-
ture is recognized (Alvarez & Garcia,
2007a, 2007b). Therefore, the concept
of social network would answer to the
structural dimension of the construct,
being defined as the unit of the social
structure that includes and contem-
plates the contacts and reciprocal re-
lations that are produced between the
members who comprise it (relatives,
friends, professionals from diverse
areas, etc.). The social network con-
cept attends to such aspects as the size,
frequency, kinship and reciprocity con-
tacts, composition, density and homo-
geneity of the relationships in the net-
work (Chronister, Johnson, & Berven,
2006; Dean & Tausing, 1986). On the
other hand, the social support would
include the functional dimension, con-
cerning the function and quality of the
different behaviours of support that
can be provided or benefit a person
in situation of need (Hupcey, 1998).
Basically, the social support concept
is described, based on three elements:
1) support type (Cohen & Wills, 1985;

House, 1981; Tilden, 1985), 2) support
source, and 3) the objective action of
an interaction of support and that of its
subjective perception (Okun & Keith,
1998).

Finally, the social support and the
social networks are described as basic
factors in the life of every person gi-
ven that across the diverse behaviours
of social support that the person recei-
ves from the different members who
compose their social network of re-
lationships, this one can satisfy their
more basic human needs and provide
access to sources of support when they
are in situation of need (Linn, Cook,
& Burn, 2001; Lopez, Carpintero, del
Campo, Lazaro, & Encarnacion, 2006;
Sanchez Moreno, 2004).

In troubled or critical situations
such as the appearance and diagnosis
of a developmental disorder (DD) in
a child, the ability to rely on a strong
and extensive social support network
acquires an even more essential cha-
racter, since it is one of the events that
causes a major impact on the family
nucleus affecting each of their mem-
bers as well as their relationships. In
addition, it is necessary to include the
adjustment process of the family, the
couple and the actual person towards
the situation, which is usually a long
term and troublesome one (Garaigor-
dobil & Pérez, 2007; Jonker & Gree-
ff, 2009; Lundev& & Tassebro, 2008;
Siklos y Kerns, 2006).

Revista de Psicologia y Educacion, 2016, 11(2), 7-24
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Faced with a DD in the family con-
text, the progenitors’ need for support
sharpens, which negatively influences
the situation of their social support
network. The perception of minimal
or inadequate support from informal
sources as well as the difficulty or in-
ability to access the different formal
support resources available in the so-
ciety, can cause the parents to expe-
rience a greater number of negative
interactions (Alvarez & Garcia, 2009;
Patel, Peterson, & Kimmel, 2005).
In this respect, the parents can notice
their self-esteem and self-efficacy de-
valued due the managing of the situa-
tion, experiencing high levels of stress
and anxiety, symptoms of depression
and a major risk of poorer physical
health (Graff, et al., 2004; Patel, et al.,
2005). All of the above is translated
into constraints in the social activities
and powerfully negative effects on the
daily family life (Dellve, Samuelsson,
Tallborn, Fasth, & Hallberg, 2005;
Heiman & Berger, 2008; Magliano,
Fiorillo, Malangone, De Rosa, & Maj,
2006).

Finally, it is necessary to highlight
that, in spite of the fact that high le-
vels of social support and an extensive
social network of relations are recog-
nized by the scientific community as
basic components of the quality of life
of the parents of people by DD, there
are few studies in the area.

Revista de Psicologia y Educacion, 2016, 11(2), 7-24

Aim and hypotheses

Through the present descriptive
study which uses survey (Montero &
Leon, 2007; Ramos-Alvarez, Moreno-
Fernandez, Valdés-Conroy, & Catena,
2008), it aims to examine and compa-
re the situation of the structural and
functional dimensions of the social
support networks of this collective of
parents, analyzing the differences ac-
cording to DD’s typology that the child
presents, since there are indicators that
the degree of impact on the parental
social support networks depends on
the severity of the child’s DD (Hei-
man & Berger; 2008; Sanders, High &
Hannay, 1997).

Method

Participants

The sample comprised 75 parents
of children with different typologies
of DD. They were aged between 29
and 70 years old, with approximate
mean age of 48 years old, 66% of the
parents were married or had a partner.
The different DDs are closely matched
for 5 typologies: autism spectrum di-
sorder, learning disabilities, intellec-
tual disability, sensory deficiency and
motor deficiency. The distribution and
characteristics of the sample by child
DD typology, origin centre, age and
gender are summarized in Table 1.
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Concerning to characteristics of the 58.66 % were under 18 compared with
children whose parents participated in  41.33 % who were adults (details are
the study, 41 were boys and 34 girls, provided in Table 2).

Tabla 1
Parents Participants Distribution by Origin, Age, Gender, and Child DD Typology

Parents gender ~ Total

Child DD typology Male  Female
Autism spectrum disorder 6 9 15
Learning disabilities 2 4 6
Intellectual disabilities 7 17 24
Sensory deficiency 5 11 16
Motor deficiency 3 11 14
Total 23 52 75
Origin centre
School 7 14 21
Association 16 38 54
Total 23 52 75
Parents age
Younger than 40 years old 3 11 14
Between 40-60 years old 17 34 51
Older than 60 years old 4 6 10
Total 24 51 75

Tabla 2
Children Distribution by Typology, Age and Gender

Children  Gender Total

DD typology Boy Girl

Autism spectrum disorder 12 3 15

Learning disabilities 4 2 6

Intellectual disabilities 15 9 24

Sensory deficiency 3 13 16

Motoric deficiency 7 7 14
Total 41 34 75

Age

Under 18 25 19 44

Young adult 16 15 31
Total 41 34 75

10 Revista de Psicologia y Educacion, 2016, 11(2), 7-24
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Procedure

First, it was carried out a review of
the empirical studies and of the best
psychometric tools available to assess
the social support networks in the con-
text of DD.

Information about the study, along
with a contact form and a consent
form, were given to parents via the as-
sociations or the schools where chil-
dren with different DD attended. After
obtaining the informed consent of the
participants, the questionnaire was ad-
ministered.

Each parent, individually, comple-
ted a questionnaire in small groups or
at their homes, at the association or the
school. The completion of the ques-
tionnaire took about 30-40 minutes.
Before filling in the forms, all partici-
pants were briefed about the nature of
the study.

Once the protocols had been collec-
ted and computerized, it was procee-
ded to analyze the results. The measu-
res were codified and computerized for
their subsequent statistical analysis.

Instrument

Due to the shortage of evaluation
tools in the area directed specifically at
parents, and to the lack of instruments
developed for the Spanish culture and
language (an aspect that signifies a
significant handicap for the Spanish

Revista de Psicologia y Educacion, 2016, 11(2), 7-24

scientific research) an instrument was
elaborated for the development of the
study. It was named ERAS-DD (Alva-
rez & Garcia, 2014a), which possesses
satisfactory psychometric properties
(general internal consistency .96 and a
degree of reliability .95).

First, ERAS-DD consists of a small
demographic questionnaire through
which relevant information of both
progenitors is obtained: specific in-
formation such as age, gender, level
of studies, and profession of both pa-
rents, as well as other information re-
lated to the number of members that
shape the family nucleus, DD’s typo-
logy that the child presents, moment
of the diagnosis and questions related
to the perception of the progenitor on
the degree of concern.

Throughout the whole instrument,
a list of 12 possible members who can
form a part of the social support net-
work of every person is presented to
the participant: 1) partner, 2) health
services and their staff, 3) people in
same situation (peers), 4) social ser-
vices and their staff, 5) school and
professionals, 6) neighbors, 7) work
colleagues, 8) associations, social or-
ganizations and their staff, 9) friends-
hips, 10) acquaintances, 11) religious
institutions and members, and 12) re-
latives. Hereby, 3 types of results can
be obtained: of each of the members,
grouping them according to sources
of informal support (1, 3, 6, 7, 9, 10

11
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and 12) or sources of formal support
(2,4, 5, 8 and 11), and a total result
grouping all the members / sources of
informal and formal support.

The ERAS-DD is composed by 2
subscales, the first subscale, named
ERAS-DD/E centers on the structu-
ral dimension and evaluates the diffe-
rent aspects of the social network of
the progenitor. First, it evaluates the
presence of the members of the social
network in the life of the person, the
nature of the interactions that are pro-
vided by the members (whether these
are positive or negative), and finally
the frequency that these take place
across a 6-point Likert scale (from 1=
once a year, more or less to 5= daily).
Later, the rate of accessibility to ob-
tain support is evaluated, when it is re-
quired. For this, the participant has to
go through each member and answer
a 4-point Likert scale (from 1= void
a 4= total). To obtain the durability of
the relationships that the person main-
tained with the members of their social
network, they must provide the details
of the duration of the relationship, if
they exist, with every member of the
list who they approach. Later, the per-
son is asked to identify those members
of their social network with whom
they maintained a close relationship,
having to give certain information for
each named member (gender, age, stu-
dies level and profession) with the aim
to assess the homogeneity between the

12

members that compose the person’s
social network. The aspects which
closely related to this and which are
also evaluated are the centrality of the
contacts This is done by asking the
participants to indicate whether the
members were close friends, and the
interconnection between the members,
if they knew each other because of the
participant. Finally, the loss of support
experienced after the diagnosis of the
DD is evaluated. If the participants de-
clared that they had lost support, they
had to indicate the degree of support
that they consider was provided by the
member/ s that already aren’t available
for their, across a 4-point Likert scale
(from 1=little a 4=much).

The second subscale, ERAS-DD/F,
assesses the reception of 4 types of so-
cial support (emotional, appreciative,
informative and instrumental), by the
members who formed the participant
social network, as well as the satisfac-
tion with the received support. Equa-
Ily, it assesses the perceived availabi-
lity of support (support perception) of
the same 4 types of social support. La-
ter, the need of support that the person
requires at the moment is measured,
evaluating the degree of need of the
same four types of social support com-
mented previously (emotional, instru-
mental, informative and appreciative).
To complete the questionnaire the per-
son must identify those members of
their social network from whom they

Revista de Psicologia y Educacion, 2016, 11(2), 7-24
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believe they need greater support than
they currently receive.

Results

A multivariate analysis of varian-
ce was carried out to examine the di-
fferences between the groups (autism
spectrum disorder, learning disabili-
ties, intellectual disabilities, sensory
deficiency and motor deficiency) as
independent variables and all of the
ERAS-DD subscales, ERAS-DD/E
and ERAS-DD/F were measured as
dependent variables.

Multivariate contrasts indicated
statistically significant results and with
a large size effect [F = 62.193;
p<.001; n*=.997].

It reflects statistically significant re-
sults in many of the total of assessed
dependent variables, in the structural
and functional dimensions. Tables 3
and 4 summarize the significant re-
sults.

Later, when it was compared the
post hoc contrasts between significant
variables, it was observed statistically
significant results in many of them, at-
tending on the one hand to the struc-
tural dimension (ERAS-DD/E) and on
the other one to the functional dimen-
sion (ERAS-DD/F), as it is possible to
observe in the Tables 5 and 6.

Fist, attending to the structural
dimension, it was observed that the
group of autistic children parents di-

(212, 34)
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ffered in a statistically significant way
in the variable related to the negative
nature of interactions with the infor-
mal sources of support from the group
of parents whose children had motor
deficiencies, sensory deficiencies and
intellectual disability [MAUT = 1.87
vs. MMOT = .33 or MSENS= .50 or
MID = .67]. The same group of parents
differed in the same variable but in re-
lation to the formal sources of support
when compared with the groups of
parents with children who presented
motor deficiencies and sensory defi-
ciencies [MAUT = 1.60 vs. MMOT =
.00 or MSENS=.14].

When observing the variable nega-
tive total nature of interactions, it again
found that the group of parents of chil-
dren with autism differed significantly
from the groups of parents whose chil-
dren had motor deficiencies, sensory
deficiencies and intellectual disability
[MAUT = 3.47 vs. MMOT = .33 or
MSENS= .64 or MID= 1.61]. Con-
versely, for the variable positive total
nature of interactions we observed
significant differences between the pa-
rents of children with motor deficien-
cies and autism [MMOT = 10.92 vs.
MAUT=8.47]. On the other hand, bet-
ween the sensory deficiencies and au-
tism groups it was noted the following
[MSENS = 10.79 vs. MAUT = 8.47].
Finally, the parents of children with in-
tellectual disability compared with the
groups of parents whose children had
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SOCIAL SUPPORT NETWORKS AND PARENTS OF CHILDREN WITH DEVELOPMENTAL...

learning disabilities, sensory deficien-
cies and autism gave the highest score
for the variable durability of relations
with formal sources [MID = 20.513
vs. MLD = 6.955 or MSENS= 11.743
or MAUT= 8.400].

Secondly, with concern to the
functional dimension, the results
shown in Table 6, indicate for the
variable emotional support received
from formal sources, that the group
of parents with children who present
sensory deficiencies is in fact the
group who gave the highest score as
regards receiving this type of support
compared with the group of parents
of children with intellectual disability
[MSEN =16.64 vs. MID = 11.83]. Ina
similar fashion as the group of sensory
deficiencies differed in the variable
support received from social services
and professionals with the group of
parents whose children had learning
disabilities [MSENS = 12.43 vs. MLD
= 6.33] and in the variable support re-
ceived from religious institutions and
members when compared with the
group of parents with children with
autism [MSENS = 8.29 vs. MAUT =
4.20]. When it was observed the varia-
ble perceived availability of emotional
support, again, there were significant
differences between the sensory defi-
ciencies group and the learning disabi-
lities group [MSENS =36.36 vs. MLD
=24.50].

On the other hand, the group of

Revista de Psicologia y Educacion, 2016, 11(2), 7-24

parents of children with autism differ
from the rest of the groups in several
of the analyzed variables, such as in
variable support received from school
and professionals. The results obtained
were the following: MAUT = 15.73 vs.
MID = 11.67. Concerning the variable
support received from persons in the
same situation significant differences
were noted with the intellectual disa-
bility groups and the learning disabili-
ties group [MAUT = 15.07 vs. MID =
10.00 or MLD= 5.83]. Whereas in the
score which concerned the satisfaction
with this type of support the averages
were: MAUT =13.67 vs. MLD =3.33.
Finally, in relation to the variable need
of total support, again it was observed
statistically significant differences bet-
ween the group of parents of children
with autism and the parents of chil-
dren with motor deficiencies, sensory
deficiencies and learning disabilities
[MAUT = 11.93 vs. MMOT = 8.50 or
MSENS = 7.79 or MLD = 7.83].

Discussion

The present study is considered as
a first step towards the development
of the more concrete research studies
and the beginning of possible inter-
ventions, as it is described as the first
approximation towards the situation
this group of parents. This way, after
the accomplishment of the pertinent
analyses and attending to the obtained
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results, it is possible to affirm that di-
fferences exist, as much at a structural
as at a functional level, in the networks
of social support of the group of pa-
rents studied according to DD’s typo-
logy that the child presents.

Firstly, with regard to the social
network (structural dimension) of the
group of participating parents, it is
observed that the parents of children
with autism is the group that experien-
ces the greatest number of negative
interactions both with the different in-
formal and formal sources of support
that shape their social network. On
the contrary, the groups that seem to
support the most positive relationships
are the parents of children with motor
and sensory deficiencies. Regarding
the durability of the relationships, the
parents with children with intellectual
disability are those that maintain more
lasting relationships with the diverse
formal sources of support.

With concern to the social support
(functional dimension), it was no-
ted that the parents of children with
autism is the group that declared the
greatest need for support, though in
turn, they form the group that receive
most support from the school and from
other people who are in the same si-
tuation, and who also experience the
most satisfaction with this last source
of support.

The parents of children with sen-
sory deficiencies form the group that

18

receives the most emotional support
from the formal sources, and also
perceives that they receive most sup-
port of an emotional type from the
sources of support (formal and infor-
mal) that shapes their social network.
In the same way they are described as
the group that receives most support,
in general, from the social services
and their staff and from the religious
institutions and members.

These results concur with those
found in other studies which have con-
firmed that the DD’s typology is a sig-
nificant aspect which affects the social
support networks corroborates that the
particular DD of the child influences
the adjustment and coping skills of
the parents (Been & McColl, 2004;
Gray, 2003; Kyngas, 2004; Stoneman,
2004).

We obtained information of notable
relevancy and theoretical and practical
interest, from which springs the need
to begin new research study and in-
terventions where work is carried out
concerning the strengthening of the
networks of social support of the stu-
died group, since this type of interven-
tions has shown to have highly bene-
ficial effects in other groups (Lipman
& Boyle, 2005). In this respect, it is
important to bear in mind that in this
situation the needs for support across
the social network are more important
and they demand, in many occasions,
a major specialization (Alvarez &

Revista de Psicologia y Educacion, 2016, 11(2), 7-24
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Garcia, 2014b; Garcia, 1999; Griffin,
Guerin, Sharry, & Drumm, 2010;
Siklos & Kerns, 2006). It is therefore
necessary to highlight the importance
of relying on an extensive and strong
social support network, since it plays
a crucial role in the reduction of the
negative effects derived from the de-
tection of a DD in the familiar nucleus
(Franks, Cronan, & Oliver, 2004;
Jonker & Greeff, 2009). The quality of
perceived social support is positively
associated with the reduction of symp-
toms of depression, anxiety level, im-
potence and demoralization, and of
the general impact of the DD on the
family life (Haslam, O'Brien, Jetten,
Vormedal, & Penna, 2005; Lopez et
al., 2007).

Perhaps this research, as in any stu-
dy, has limitations that should be taken
into consideration. First, the small
sample size limited the power of the
statistical tests; therefore the results
should be interpreted with caution
when generalizing. It would be conve-
nient to obtain a larger sample of DD

typologies with the aim of carrying out
comparative analysis between social
support networks and DD typology, to
achieve data that relates, for example,
to general developmental disorders
with parental stress, specially (Gray,
2003).

In conclusion, a highly interesting
future perspective would be to eva-
luate parental social support networks
throughout the different children’s
evolutionary stages, because there
is strong evidence that these are ex-
tremely affected and reduced during
adolescence (Fernandez, Bravo, &
Lépez, 2010), this being considered
as a critical stage (White & Hastings,
2004). Equally, it would be interesting
to create a new ERAS-DD version
for other family members, such as si-
blings because they require high levels
of attention, understanding, and sup-
port because the situation also directly
affects them (Gaspar, Pais Ribeiro,
Gaspar Matos, Leal, & Ferreira, 2009;
Warren, 2004).
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Conductas agresivas, antisociales y delictivas en
funcion del género y el rendimiento académico

Aggressive, antisocial and delinquent behaviors as a
function of gender and school performance

M? del Mar Molero Jurado, M* del Carmen Pérez-Fuentes y José Jesus
Gézquez Linares

Universidad Almeria

Resumen

En la actualidad, la violencia en el contexto educativo acapara gran parte de la investigacion en el ambito de
las ciencias sociales. Asi, el objetivo de este estudio es analizar las diferencias entre hombres y mujeres en
lo que a conductas antisociales, delictivas y agresivas se refiere; asi como a su relacion con el rendimiento
académico. Para ello, hemos utilizado un grupode 219 sujetos con una media de edad de 19.79 afios
(DT=1.685), de los cuales son hombres el 34.2% y el 65.8% mujeres. Los instrumentos utilizados han
sido la Escala de Conducta Antisocial y Delictiva (A-D) y el Cuestionario de Agresion Reactiva-Proactiva
(RPQ). Los resultados han puesto en evidencia que las mujeres presentan menor nimero de conductas
antisociales, delictivas y agresivas proactivas. Por otro lado, en cuanto el rendimiento académico, los
resultados muestran que no existe una relacion significativa ni en hombres ni en mujeres entre un mayor

numero de conductas antisociales y un peor rendimiento.

Palabras clave: conductas agresivas, conductas antisociales, conductas delictivas, estudiantes universitarios

y rendimiento escolar.

Abstract

At the present time, violence in education takes up a large part of research in the field of social sciences.
Thus the purpose of this study was to analyze the differences in antisocial, delinquent and aggressive
behavior between men and women, and their relationship to school performance. We used a sample of 219
students with a mean age of 19.79 (SD=1.685), 34.2% of whom were men and 65.8% were women. The
instruments used were the Antisocial and Delinquent Behavior Scale (A-D) and the Reactive-Proactive
Aggression Questionnaire (RPQ). The results demonstrated that women show less proactive and reactive
antisocial, delinquent and aggressive behavior. Furthermore, results in school performance show that
men repeat year more often, and there is a relationship between more antisocial behavior and poorer

performance.

Keywords: aggressive behavior, antisocial behavior, delinquent behavior, university students and school
performance..
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Violencia escolar

En los Gltimos afios, la violencia en
el sistema educativo se ha instalado
en nuestra sociedad como una de las
problematicas a la que mas atencion
se le presta desde diversos ambitos
de estudio. Es por ello que las con-
ductas violentas y agresivas acaparan
significativamente la atencion de los
investigadores (de la Torre, Casanova,
Villa-Carpio, y Cerezo, 2013; Domin-
guez, Lopez-Castedo, Pino, y Alvarez-
Roales, 2013; Garaigordobil, Aliri,
y Martinez-Valderrey, 2013; Mura y
Diamantini, 2013). En este sentido,
no seria hasta estas ultimas décadas,
cuando se cierran filas en torno a la
investigacion en esta direccion, con-
cretamente hacia la naturaleza de esta
problemdtica que se produce dentro
del ambito educativo (Little, Henrich,
Jones, y Hawley, 2003). Asi, un cre-
ciente volumen de investigaciones en
el area de ciencias sociales (Garcia-
Pereira y Quevedo-Blasco, 2015) en-
focan sus estudios en aspectos como
la victimizacion entre iguales y, en
general, en las situaciones de bullying
(Inglés et al., 2014).

Guerra et al. (2011) definen la vio-
lencia escolar como aquellos com-
portamientos emitidos por sujetos
(agresores), que de manera deliberada
producen un dafio a otros (victimas),
y que ocurren generalmente dentro del
centro educativo o en eventos asocia-

dos a éste (excursiones, actividades ex-
traescolares, etc.), definicion a la que
se suman otros autores como Alvarez-
Garcia, Rodriguez, Gonzalez-Castro,
Nufiez y Alvarez (2010). A principios
de siglo, Marin (1997) define la con-
ducta violenta como todos aquellos
comportamientos que rompen o danan
la interaccién positiva en el ambito
educativo y, algo mas tarde, Putallaz et
al. (2007) hablan de conducta violenta
como la necesidad de protagonismo,
poder y diferencia de los demas.

Los actos de violencia no siguen
un mismo patroén, sino que éstos se
puede presentar de diferentes formas
en el ambito educativo. Una de ellas
es la violencia fisica que se produce,
tanto por dafios de forma directa (gol-
peando a alguien) como indirecta (el
acto de robar). Otra forma de violencia
es la verbal, en la que no es necesario
el contacto fisico para producir dafio,
sino que se lleva a cabo a través del
lenguaje. En este caso, también se dis-
tinguen dos tipos: directa e indirecta
(Defensor del Pueblo, 1999). La pri-
mera se refiere, por ejemplo, al insulto
o las vejaciones que se producen cara
a cara entre agresor y victima, mien-
tras que la violencia verbal indirecta se
puede ejemplificar en el hecho de pro-
pagar rumores sobre otras personas a
sus espaldas, que mas tarde le puedan
llevar a una situacion desfavorable.
No obstante, para Little et al. (2003)
a estos dos tipos de violencia -fisica y
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verbal-, falta afiadir la violencia rela-
cional, que es aquella que se produce
cuando se busca danar la red social de
amistades o la pertenencia a un gru-
po, lo que provoca exclusion social
(Herrera, Romera, Ortega, y Gomez,
2016). Por su parte, Dodge, Bates y
Pettit (1990) también diferencian en-
tre la agresion reactiva y la agresion
proactiva. La primera se refiere a aque-
llos comportamientos que son fruto de
la provocacion o amenaza percibida,
mientras que la agresion proactiva es
aquella que se lleva a cabo con la in-
tencion de conseguir un objetivo, que
no necesariamente sea el dafio a la vic-
tima (Gazquez et al., 2016; Ramirez y
Andreu, 2003).

Violencia escolar y género

Con respecto al género, en nume-
rosos estudios se han encontrado di-
ferencias entre hombres y mujeres en
cuanto a comportamientos violentos y
agresivos se refiere. Para Bakan (1966)
estas diferencias estan influidas, ade-
mas de por las diferencias biologicas
ligadas al sexo, por los estereotipos
y divisiones sexistas que a lo largo
de los anos se han ido configurando.
Asi, se asocian con lo masculino ca-
racteristicas como la dureza, la com-
petitividad, la agresividad, la insensi-
bilidad, etc. y, con el género femenino,
la debilidad, sensibilidad, ternura, etc.
En un estudio a finales del siglo XX,

Bettencourt y Miller (1996) confirma-
ron que eran los varones los que en el
ambito educativo daban muestras de
mayores comportamientos violentos
que las mujeres. Afirmacion que mas
tarde seria corroborada por otros (Bal-
dry y Farrington, 2000; Kristensen y
Smith, 2003; Postigo, Gonzalez, Ma-
teu, Ferrero, y Martorell, 2009).

De manera particular, si compara-
mos las agresiones fisicas de las in-
directas, en las primeras se detectan
diferencias significativas en los chicos
respecto de las chicas (Scheithauer,
Hayer, Petermann, y Jugert, 2006). Por
el contrario, en el caso de la violencia
indirecta que se lleva a cabo median-
te la exclusion social, son las mujeres
las que dan mas muestras de ello (Cra-
panzano, Frick, y Terranova, 2010). Al
respecto, Romera, del Rey y Ortega
(2011) constatan que son los chicos
los que mayores niveles de violencia
fisica, verbal y psicoldgica muestran,
y también los que mas la padecen.

En diversos estudios, se han esta-
blecido algunas caracteristicas dife-
renciales de chicos y chicas, con res-
pecto a la emision o no de conductas
violentas, en el ambito escolar. Mu-
situ, Estévez, Jiménez y Veiga (2011)
han encontrado correlaciones positivas
entre malestar psicoldgico y violencia
escolar, principalmente en el género
femenino. También la forma de perci-
bir las relaciones afectivas podria ser
una caracteristica diferencial. Blum,
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Irelandy y Blum (2003) comproba-
ron que son las chicas las que perci-
ben sus relaciones afectivas de manera
mas positiva que los chicos, hecho que
ademas esté relacionado con el ajuste
psicosocial (Azpiazua, Esnaola, y Sa-
rasa, 2015; Goiii, Esnaola, Rodriguez,
y Ortiz de Barron, 2015). En cuan-
to a la autoestima, a finales del siglo
XX, Kling, Hyde, Showers, y Buswell
(1999) apuntaron hacia las chicas con
menores niveles de autoestima, como
las que mayores datos de victimiza-
cion escolar mostraban. Por su parte,
Povedano, Hendry, Ramos y Varela
(2011) corroboran que son las mujeres
las que obtienen menores niveles de
autoestima pero, sin embargo, presen-
tan una menor probabilidad de sufrir
victimizacion fisica y verbal, en la es-
cuela. Por otro lado, la reputacion so-
cial podria ser otro de los factores que
influye en los actos de violencia (Esté-
vez, Inglés, y Martinez-Monteagudo,
2013), de forma diferente en chicos y
chicas. En concreto, la consecucion y
el logro de poder entre iguales influye
en los chicos mas que en las chicas,
entre otros aspectos, a la hora de llevar
a cabo comportamientos violentos.

En este sentido, son diferentes los
estudios que han encontrado una re-
lacion entre la reputacion social y la
violencia manifiesta (Cerezo y Ato,
2011). No obstante, para Snethen y
Van Puymbroeck (2008) el enfrenta-
miento indirecto o la ideacion de pla-

nes para conseguir determinados fines
se encuentra mas asociado al género
femenino. Moreno, Neves, Murgui y
Martinez-Ferrer (2012) analizan las
relaciones entre violencia manifiesta/
relacional y reputacion social, funda-
mentado en dos paneles temporales
con intervalos de nueve meses. En di-
cho estudio, encontraron que las chi-
cas que se perciben a si mismas con
una imagen dura, se implican con
mayor frecuencia en actos violentos
y relacionales. Esto no influye en una
posterior autopercepcion de su repu-
tacion, al contrario que ocurre con
los sujetos del género masculino. Por
su parte, Moreno, Estévez, Murgui y
Musitu (2009) afirman que existe una
relacion mas potente en las chicas que
en los chicos, entre violencia relacio-
nal y reputacion.

En cuanto a la percepcion de la vio-
lencia escolar, también se han encon-
trado diferencias de género. Alvarez-
Garcia, Dobarro, Alvarez y Rodriguez
(2014) encuentran que los chicos son
quienes mayor nivel de percepcion tie-
nen respecto a la violencia fisica, tanto
directa como indirecta, asi como una
mayor percepcion de la violencia por
parte del profesorado hacia el alum-
nado. Por el contrario, no encontra-
ron diferencias significativas, segun
el género, en cuanto a la percepcion
de violencia verbal alumno-alumno
y alumno-profesor. En lineas simi-
lares, Trianes, Blanca, de la Morena,
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Infante y Raya (2006) afirman que
son las chicas las que mejor valoran
el clima de convivencia en el aula.
También, Alvarez-Garcia et al. (2014)
se han ocupado recientemente de la
percepcion entre el alumnado de la
exclusion social, confirmando que son
los chicoslos que mayordiscriminacion
sefalan. Este hecho lo explican por las
bajas calificaciones académicas y el
rendimiento académico, siendo mas
bajo en comparacion con las chicas,
en términos generales. Para Rodriguez
(2010) el rendimiento escolar podria
ser un condicionante de la exclusion
social.

Violencia escolar y rendimiento aca-
démico

Al hablar de exclusion social, como
una forma de violencia escolar, aparece
el rendimiento académico, como otro
de los problemas de amplio impacto
en el ambito educativo que cada vez
suscita mayor preocupacion (Alvarez
et al., 2015; Pérez-Fuentes, Gazquez,
Mercader, Molero, y Garcia, 2011; Va-
lle etal., 2015). Diversos autores como
Cerezo (2001) ,Ponce (2003) o Trianes
(2000), o mas recientemente Henry,
Knight y Thornberry (2012) o Naka-
moto y Schwartz (2010), han afirma-
do en diferentes estudios que aquellos
alumnos con comportamientos vio-
lentos (agresores) o sobre los que se
ejerce violencia (victimas), tienden a

dar muestras de un rendimiento acadé-
mico mas bajo. En cuanto al género,
Diaz-Aguado y Martin (2011), en un
estudio a nivel estatal, comprobaron
diferencias significativas favorables
al género femenino, en la variable del
rendimiento académico.

Los autores del Barrio, Martin,
Montero, Gutiérrez y Fernandez
(2003) buscaron una explicacion so-
bre la relaciébn violencia escolar-
rendimiento académico. Para ello, se
apoyaron en la idea de que los actos
violentos y agresivos en la escuela
deterioran el clima escolar, lo que a
su vez perturba el desarrollo moral y
social de los alumnos. Por tanto, de
forma indirecta, se ve afectado su ren-
dimiento académico. También de for-
ma directa puede afectar la violencia
al rendimiento académico del alumno
si, como apunta Gazquez, Sainz, Pé-
rez-Fuentes, Molero y Soler (2015),
le provoca desajustes psicologicos.
Ejemplo de ello es la exclusion social.
Asi Walters y Bowen (1997) compro-
baron mejor rendimiento académico
en alumnos que se sentian mas inte-
grados en el grupo. En sentido inver-
so, también se ha relacionado al ren-
dimiento académico con la violencia
escolar (Kaplan, Gheen y Midgley,
2002; Olweus, 1993; Pérez-Fuentes,
Alvarez-Bermejo, Molero, Gazquez
y Lopez-Vicente, 2013). En este caso,
la explicacion a la relacion entre ren-
dimiento académico-violencia escolar
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puede encontrarse en el bajo rendi-
miento académico que produce una
percepcion mas desfavorable sobre el
entorno escolar, lo que lleva al sujeto a
una interpretacion hostil del entorno y
a participar, en mayor medida, en con-
ductas agresivas (Inglés, Gonzalvez-
Macia, Garcia-Fernandez, Vicent, y
Martinez-Monteagudo, 2015; Toblin,
Schwartz, Gorman y Abou-Ezzeddine,
2005). A su vez, el rendimiento aca-
démico también tiene capacidad de
actuar como un factor protector para
la conducta delictiva (Jensen, 2001;
Pires y Jenkins, 2007).

Parece quedar claro, a tenor de este
primer nivel tedrico-conceptual, que
las conductas violentas en el ambito
educativo tienen bastante importan-
cia, y que en ellas estan implicadas
diversas variables, tanto personales
como psicoldgicas (Pérez-Fuentes et
al., 2015). Donde no parece haber tan-
to consenso es en los estudios que se
ocupan de las diferencias de género,
a la hora de emitir conductas antiso-
ciales y delictivas. Lo mismo ocurre
con el rendimiento académico, don-
de parece darse una relacion bidirec-
cional entre el fracaso académico y
la violencia escolar. Sin embargo, no
hay acuerdo firme en torno a las dife-
rencias o similitudes entre hombres y
mujeres, en este aspecto. Asi, el obje-
tivo que se plantea con este trabajo es
analizar las diferencias de género en
situaciones de violencia escolar, asi

como la influencia que ello produce en
el rendimiento escolar de los jovenes
implicados.

Método

Participantes

El grupo lo conformo6 un total de
219 sujetos, con edades comprendidas
entre los 18 y los 25 afios (M=19.79;
DT=1.68), de los cuales el 34.2% eran
hombres (N=75) y el 65.8% mujeres
(N=144). Los sujetos del género mas-
culino presentaron una media de edad
de 20.08 afios (D7=1.78), mientras
que la de los sujetos del género feme-
nino fue de 19.63 afios (D7=1.61). Del
total, el 93.2% (N=204) de los sujetos
dicen haber suspendido alguna asig-
natura, mientras que el 6.8% (N=15)
nunca ha suspendido ninguna asigna-
tura. Asimismo, el 34.2% (N=75) de
los sujetos dice haber repetido curso
alguna vez, mientras que el 65.8% no
ha repetido nunca (N=144). Las perso-
nas elegidas se encontraban en el pri-
mer curso de carrera. E143.4% (N=95)
en la titulacion de Grado en Educacion
Primaria, el 30.1% (N=66) Grado en
Educacion Infantil, y el 26.5% (N=58)
Grado en Psicologia.

Instrumentos

El Cuestionario de Agresividad
Reactiva-Proactiva (Reactive-Proac-
tive Aggression Questionnaire, RPQ;
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Raine et al.,, 2006). Consta de 23
items, de los cuales 12 miden la con-
ducta agresiva proactiva 'y 11 items la
conducta agresiva reactiva, todos ellos
con tres opciones de respuesta (0=
nunca, 1= a veces, 2= a menudo).

El Cuestionario de Conducta An-
tisocial Delictiva(A-D; Seisdedos,
1998). Consta de 40 items, de los cua-
les 20 miden la conducta antisocial
y 20 la conducta delictiva. Presenta
un tipo de respuesta dicotomica. Los
items que miden la conducta antisocial
valoran conductas que no son expresa-
mente delictivas, pero que si se desvian
de las normas de convivencia social.
Ejemplos de estas conductas son, por
ejemplo, “ensuciar las calles y aceras
rompiendo botellas o volcando cubos
de la basura” o “coger fruta que no
es tuya de un jardin o huerto”. Por su
parte, los items que miden la conducta
delictiva, se ocupan de aquellas con-
ductas que rompen con la legislacion.
Ejemplos de estas conductas son por
ejemplo, “robar cosas de los coches”
0 “comnseguir dinero amenazando a
personas mas débiles”.

Procedimiento

Para la recogida de los datos, antes
de comenzar a implementar los cues-
tionarios, se form6 a dos personas
para ello. Posteriormente se solicitd a
los participantes su colaboracion vo-
luntaria, informandoles antes de los

objetivos, procedimiento y uso de los
datos. También se les garantiz6 la con-
fidencialidad de los datos. La cumpli-
mentacion de los cuestionarios se rea-
liz6 dentro del aula ordinaria y fuera
del horario de clases, siempre previo
acuerdo con los estudiantes. Antes del
comienzo de cada prueba, ya dentro
del aula, se facilitaron las instruccio-
nes de cumplimentacion de los cues-
tionarios de forma oral y se dedicé un
tiempo a la solucion de dudas sobre la
ejecucion de la prueba.

Resultados

Se han calculado las puntuaciones
medias del total de la muestra en las
dos dimensiones del A-D (antisocial y
delictiva) y en las dos del RPQ (reacti-
vay proactiva) (Tabla 1).

En cuanto al género, se han obte-
nido los resultados concernientes a
las dimensiones de los cuestionarios
A-D y RPQ (Tabla 2). Los resultados
muestran puntuaciones superiores en
los hombres para todas las dimensio-
nes analizadas. Asi, en el A-D, en la
dimensiéon que mide la conducta an-
tisocial, los hombres obtienen una
media de 12.70 (D7=4.21) frente a
las mujeres que obtienen de media
10.18 (D7=3.95). En la dimension
que mide la conducta delictiva, los
hombres han mostrado una puntua-
cion media de 2.95 (D7=3.21) frente
a 1.25 (DT=1.38) en las mujeres. Por
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otro lado, en el RPQ, en la dimension
que mide la conducta agresiva reacti-
va, los sujetos del género masculino
han obtenido una puntuacion media de
10.14 (DT=2.81) y los sujetos del gé-
nero femenino una puntuacion media
de 9.40 (D7=3.19). En la dimension
que mide la conducta agresiva proacti-
va, los hombres presentan una puntua-
cion media de 4.28 (DT7=2.97), frente
a2.77 (DT=2.23) en las mujeres.

Se usa la prueba t de Student para
muestras independientes, para com-
probar la existencia de relaciones
significativas. Asi, se han mostrado
diferencias significativas entre hom-

Tabla 1

bres y mujeres en las dimensiones de
conducta antisocial (=4.38; p=.00),
conducta delictiva (=4.37; p=.00) y
conducta agresiva proactiva (=3.90;
p=.00). No obstante no se observan di-
ferencias significativas entre mujeres
y hombres en cuanto a la dimension de
la conducta agresiva reactiva (=1.70;
p=.91) que mide el RPQ.

Para analizar las diferencias de gé-
nero en el rendimiento escolar se ha
elaborado una tabla de contingencia
(ver Tabla 3) y se ha efectuado la prue-
ba X2, donde no se han obtenido dife-
rencias significativas entre hombres y
mujeres (X?=.01; p=.94).

Medias y desviaciones tipicas de los resultados totales en los cuestionarios A-D y RPQ

Cuestionario (Dimension) Media DT
A-D (Antisocial) 11.05 4.20
A-D (Delictiva) 1.83 232
RPQ (Reactiva) 9.66 3.08
RPQ (Proactiva) 329  2.60
Tabla 2
Prueba ¢ de Student para las dimensiones del A-D y del RPQ
Sexo N Media DT t p
L Masculino 75 12.70 4.21
A-D (Antisocial) ) 438 .00
Femenino 144 10.18 3.95
o Masculino 75 295 321
A-D (Delictiva) . 4.37 .00
Femenino 144 1.25 1.38
. Masculino 75 10.14 2.81
RPQ (Reactiva) ) 1.70 .91
Femenino 144 940 3.19
. Masculino 75 428 297
RPQ (Proactiva) . 3.90 .00
Femenino 144 2.77 2.23
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Tabla 3

Porcentajes para las variables “suspender alguna asignatura” y “repetir curso alguna vez”, en

funcion del género

N Hombres Mujeres
% N %

No 5 6.67 10 6.94
Suspender alguna asignatura .

Si 75 9333 104 93.06

) No 45 60 99  68.75
Repetir alguna vez curso .

Si 30 40 45  31.25

A continuacion, se ha realizado la
prueba t de Student para cada grupo de
género, relacionando las variables del
rendimiento académico con las pun-
tuaciones en las dimensiones del A-D
y el RPQ (Tabla 4).

Los resultados muestran que, tan-
to las mujeres como los hombres que
no han repetido curso nunca, presen-
tan puntuaciones menores en todas las
dimensiones analizadas (antisocial,
delictiva, agresiva reactiva y agresiva
proactiva), que aquellas que si han re-
petido curso alguna vez. No obstante,
no se muestran diferencias significati-
vas entre el hecho de haber o no haber
repetido curso; o haber o no suspen-
dido alguna asignatura; ni en hombres
ni en mujeres. El hecho de haber sus-
pendido alguna asignatura, en cuanto a
la dimension de la conducta antisocial,
se comporta de forma similar al hecho
de haber repetido curso, tanto en hom-
bres como en mujeres. Asi los hom-
bres que no han suspendido ninguna
asignatura muestran una puntuacion
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media de 12.20 (D7=2.78) frente a una
puntuacion media de 12.74 (D7=4.31)
de aquellos que si han suspendido al-
guna vez. En mujeres, las que no han
suspendido muestran una puntuacion
media de 10.10 (D7=5.65) frente a
las que si han suspendido alguna asig-
natura (M=10.19; DT=3.82), pero ni
para el caso de las mujeres ni para el
de los hombres se obtienen diferencias
significativas. Sin embargo, para las
dimensiones de la conducta delictiva,
agresiva reactiva y agresiva proactiva,
ocurre lo contrario, tanto en hombres
como en mujeres, con el hecho de sus-
pender alguna asignatura. Asi, aque-
llos hombres y mujeres que nunca han
suspendido una asignatura, obtienen
puntuaciones mas altas en estas di-
mensiones que aquellos que si que han
suspendido una vez o mas alguna asig-
natura. No obstante, en ninguno de los
casos las diferencias son significativas
(ver Tabla 4).
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Tabla 4
Prueba ¢ de Student para cada grupo de género, segtn las variables del rendimiento académico
y las puntuaciones en las dimensiones del A-D y el RPQ

N Media DT t p
No 5 1220 2.775

Hombres -274 785
?uSPend?r Si 70 1274 4.309
alguna asig-
No 10 10.10 5.65
natura Mujeres -05 .96

Si 134 10.19 3.82

No 45 1237 4.40
Hombres -.83 41
Si 30 1320 3.93

Repetir curso
i No 99 10.05 3.74
Mujeres ) -58 .56
Si 45 1047 440

No 5 3.00 4.12

A-D (Antisocial)

Suspender Hombres Si 70 294 318 .04 97
alguna asig- No 10 1.80 1.87
una as Mujeres . ' 1.31 .19

Si 134 1.21 1.33

No 45 251 283
Hombres -1.45 .15
Si 30 3.60 3.66

Repetir curso
) No 99 1.21 1.39
Mujeres . -49 .63
Si 45 133 135

No 5 11.00 1.73

A-D (Delictiva)

Hombres 70 48
Suspender Si 70 1008 2.87
alguna asig- No 10 979 3.7
0 . .
natura Mujeres ) 40 .69
. Si 134 937 3.16
RPQ (Reactiva)
No 45 10.03 2.67
Hombres ) -44 .66
. Si 30 1032 3.04
Repetir curso
. No 99 927 3.04
Mujeres ) =77 44
Si 45 9.71 3.50
Horb No 5 5.80 3.11 118 4
ombres . )
Suspender Si 70 418 296
alguna asig- No 10 3.04 251
0 ) .
natura Mujeres ) 41 .68
. Si 134 275 2.21
RPQ (Proactiva)

No 45 4.05 291
Hombres -.83 41
Si 30 463 3.09

Repetir curso
) No 99 258 214
Mujeres ) -1.50 .13
Si 45 318 237

34 Revista de Psicologia y Educacion, 2016, 11(2), 25-42



CONDUCTAS AGRESIVAS, ANTISOCIALES Y DELICTIVAS EN FUNCION DEL GENERO...

Discusion y conclusiones

La violencia escolar es un tema que
en los ultimos afios ha acaparado gran
parte de la atencion de niameros inves-
tigadores (Buelga, Musitu, y Murgui,
2009), posicionandose como una pro-
blematica a nivel global (Liang, Flis-
her, y Lombard, 2007). Para Guerra et
al. (2011), la violencia escolar se de-
fine como aquellas conductas que los
sujetos emiten o padecen de manera
consciente dentro del contexto edu-
cativo o en actividades de éste, y que
provocan un dafio o perjuicio.

En funcién del género, existen di-
ferencias entre hombres y mujeres en
la conducta violenta, avaladas por dis-
tintos estudios. Muchos autores coin-
ciden en afirmar que son los hombres
los que mayores muestras de compor-
tamientos violentos emiten (Baldry y
Farrington, 2000; Bettencourt y Mi-
ller, 1966; Kristensen y Smith, 2003;
Postigo, Gonzalez, Mateu, Ferrero,
y Martorell, 2009; Romera, del Rey
y Ortega, 2011). En nuestro estudio,
también hemos encontrado que son los
sujetos del género masculino los que
mayores niveles de comportamientos
antisociales, delictivos y agresivos
emiten. Asi, hemos obtenido mayo-
res puntuaciones en hombres que en
mujeres, en las dimensiones del A-D
que miden la conducta antisocial y la
conducta delictiva; asi como en las di-
mensiones del RPQ que miden la con-

ducta agresiva reactiva y la conducta
agresiva proactiva. Asimismo, se han
constatado diferencias significativas
entre hombres y mujeres para estas di-
mensiones, excepto en la que mide la
conducta agresiva reactiva, donde no
se han encontrado diferencias signifi-
cativas. Sin embargo, en cuanto a la
violencia indirecta, segin Crapanza-
no, Frick y Terranova (2010) son las
mujeres, mediante la exclusion social,
quienes mas muestran dan de ello.

Por otro lado, el rendimiento aca-
démico se ha unido en los ultimos
afios a la violencia escolar como otro
de los problemas de gran impacto en
el ambito educativo que mas preocu-
pacion levanta (Pérez-Fuentes et al.,
2011). En este sentido, al relacionar
rendimiento académico y violencia
escolar, generalmente se apunta a una
relacion entre una mayor emision de
conductas violentas y un rendimiento
académico mas bajo (Cerezo, 2001;
Henry, Knight, y Thornberry, 2012;
Ponce, 2003; Nakamoto y Schwartz,
2010; Trianes, 2000).En este trabajo
se han estudiado las diferencias entre
hombres y mujeres en las dimensio-
nes de conducta antisocial, delictiva
y agresiva en funcioén del rendimien-
to académico. Hemos constatado que
los hombres y las mujeres se compor-
tan de la misma manera. Asi, aquellos
hombres y mujeres que nunca han re-
petido curso dan muestras de menores
niveles de conducta antisocial, delicti-
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va, agresiva reactiva y agresiva proac-
tiva que los que si han repetido curso
alguna vez. En cambio, no ocurre lo
mismo en los hombres y mujeres que
no han suspendido ninguna asignatura,
quienes muestran mayores niveles de
conductas delictivas, agresivas reacti-
vas y agresivas proactivas, que los que
no han suspendido nunca. No ocurre
esto con la dimension de la conducta
antisocial, donde si son los hombres
y mujeres que han suspendido algu-
na vez, los que mayores puntuaciones
obtienen. No obstante, no se han ob-
tenido diferencias significativas para
ninguno de los casos anteriores.

La explicacion a la relacién en-
tre una mayor muestra de conductas
violentas y un peor rendimiento pue-
de estar, como apuntan Barrio, Mar-
tin, Montero, Gutiérrez y Fernandez
(2003),en el deterioro del clima escolar
que producen los actos de violencia y
agresividad; y que a su vez repercuten
de forma indirecta en el desarrollo mo-
ral y social de los alumnos; o de forma
directa en el ajuste psicoldgico y de la
personalidad (Espinoza, 2006). Tam-
bién de forma inversa el rendimiento
afecta a la violencia escolar (Kaplan,
Gheen, y Midgley, 2002), por ejemplo,
creando una percepcion mas negativa
de su entorno académico en aquellos
con un peor rendimiento académico
(Toblin, Schwartz, Gorman, y Abou-
Ezzedine, 2005). En cuanto al género,
las diferencias entre hombres y muje-

res en violencia escolar las explicaba
Bakan (1966), como fruto, entre otros
aspectos, de los estereotipos que du-
rante anos han situado a la mujer en
un papel mas débil y al hombre en un
papel mas duro.

En conclusion, con los datos obte-
nidos en nuestro estudio, se puede afir-
mar que hay diferencias significativas
entre hombres y mujeres en cuanto a
la emision de conductas antisocia-
les, delictivas y agresivas proactivas,
siendo los hombres quienes mas las
emiten. Unicamente para la conducta
agresiva reactiva no hemos encontra-
do diferencias significativas. Por otro
lado, tampoco hemos encontrado dife-
rencias significativas ni en hombres ni
mujeres en cuanto a la relacion exis-
tente entre el rendimiento escolar y
la violencia escolar. Esto es, que no
hemos encontrado diferencias signi-
ficativas ni en hombres ni en mujeres
entre aquellos que han repetido o no
curso y/o aquellos que han suspendido
o no alguna asignatura; con la emision
de conductas antisociales, delictivas,
agresivas reactivas y agresivas proac-
tivas. En lineas futuras se debe seguir
indagando en el tema, y utilizar otros
cuestionarios, por ejemplo, para medir
el nivel de inteligencia o la conducta
antisocial. Ademas, se debe ampliar
la muestra utilizada, lo cual ha podido
ser una de las limitaciones de nuestro
estudio.
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Resumen

Enlaactualidad, cada vez se ponen mas de manifiesto las dificultades en el proceso lector de los estudiantes.
De ahi, la importancia de poner en marcha intervenciones dirigidas ya a los primeros afios de escolaridad
como la estrategia EPI.com con la que se pretende estimular la lectura y el procesamiento de la informacion
desde los 3 aflos. En este trabajo se plantedé como objetivo analizar la eficacia de la estrategia EPI.com
para la mejora de los procesos lectores y cognitivos en Educacion Infantil. Para alcanzarlo, 25 estudiantes
(clasificados en grupos experimental y control) de entre 5 y 6 afios realizan la Bateria Inicial de Lectura
3-6 (BIL) y el Sistema de Evaluacion Cognitiva DN-CAS. Los resultados muestran que los estudiantes que
trabajan con la estrategia EPl.com mejoran significativamente tanto en los procesos lectores como en los

cognitivos. Se discuten los resultados a la luz de la investigacion pasada y futuro.

Palabras clave: educacion Infantil, estrategias, hypertexto, intervencion y lectura.

Abstract

Nowadays, student difficulties in reading are even more evident than before. Hence, the importance of
implementing, since the beginning of schooling, strategy-based interventions such as “Epi.com”. This
strategy aims to encourage reading and information processing in students from the age of 3. The aim
of this work is to analyze the effectiveness of EPI.com improving reading and cognitive processes in
a sample of Preschool children. 25 students aged 5 to 6 years were involved in the study (divided into
experimental and control groups). They complete the Reading Initial Battery 3-6 (BIL in Spanish) and the
Cognitive Assessment System DN-CAS. Results indicate that students who use EPI.com show a significant
improvement in both reading and cognitive processes after the intervention. These results are discussed in

the light of previous literature, and future lines of research are suggested.

Keywords: preschool, strategies, hypertext, intervention y reading.
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La ensefianza en Educacion Infan-
til se dirige por lo general a sentar las
bases para la posterior adquisicion de
las habilidades instrumentales, como
son la lectura, la escritura y las mate-
maticas. La lectura, una vez adquirida,
se convierte en el principal instrumen-
to de comunicacion y adquisicion de
conocimientos (Bellocchi, Muneaux,
Bastien-Toniazzo, y Ducrot, 2013;
Martin 'y Mullis, 2013). Vygotsky
(1979) resaltdo que el aprendizaje de
la lectura es conveniente tanto porque
facilita a los alumnos la posibilidad de
acceder al conocimiento, como por el
importante papel que juega en el desa-
rrollo de los procesos superiores. Ade-
mas, uno de los factores clave en los
procesos de aprendizaje, es la adqui-
sicion de habilidades de comprension
lectora y expresion escrita (De Corte,
Verschffel, y Van de Ven, 2001; Dre-
yer 'y Nel 2013).

Profundizando en el proceso lector,
para adquirirlo son necesarios una se-
rie de prerrequisitos como las habili-
dades perceptivas, cognitivas e incluso
sociales, que nos permiten acceder de
manera correcta al texto escrito (Bartl-
Pokorny et al., 2013; Berget y Sand-
nes, 2015; Gonzalez-Castro, Rodri-
guez, Alvarez, Nufiez, y Vallejo, 2014;
Vagge, Cavanna, Traverso, y lester,
2015). Gallego (2006) subray6 la im-
portancia de las condiciones previas
ligadas a la edad y, por consiguiente,
a la maduracion neurologica. Estas

condiciones son denominadas como
habilidades facilitadoras de la lectura
o prerrequisitos lectores que no to-
dos los nifios desarrollan a la misma
edad ni en el mismo periodo de tiem-
po (Castejon, Gonzalez-Pumariega,
y Cuetos, 2015; Rodriguez, van den
Boerb, Jiménez, y Jongb, 2015).

A pesar de la importancia de esta
habilidad, muchos estudiantes presen-
tan dificultades en este ambito clave
para el éxito académico (Dreyer y Nel,
2013; Swanson, Kehler, y Jerman,
2010; Willems, Jansma, Blomert, y
Vaessen, 2016). Tener dificultades en
la lectura, generalmente supone tener
dificultades y fracasos en los estudios,
dado que el rendimiento escolar gira
alrededor de la misma (Dennis, 2015;
Kang, McKenna, Arden, y Ciullo,
2015). Los fallos a este nivel, se de-
tectan principalmente en el contexto
escolar, de ahi, la importancia de ob-
servar ya desde las primeras edades
las posibles dificultades del alumnado,
para asi implementar estrategias que
permitan la estimulacion del proce-
so lector (Petersen, Allen, y Spencer,
2016; Petersen y Gillam., 2015; Wise,
D’Angelo, y Chen, 2016). Por ello, en
este estudio se establecid como obje-
tivo estimular la adquisicion del pro-
ceso lector en un grupo de estudiantes
de entre 5 y 6 afios. Para alcanzarlo, se
implemento la estrategia de hypertex-
to adaptada a Educacion Infantil con el
titulo “EPI.com: Programa de refuer-
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zo para estimular el pensamiento y la
inteligencia” (en adelante, EPI.com)
(Alvarez y Gonzalez-Castro, 2012).

Los hypertextos (con “y” para dife-
renciarlo del hipertexto como disposi-
tivo informético) son procesadores de
la informacion que permiten organi-
zar los contenidos de forma no lineal
(Alvarez y Gonzélez-Castro, 2012).
Siguiendo a Iglesias y Ruiz (1992), el
origen del concepto es atribuido a Van-
nebar Bush alrededor de 1945, quien
propuso un dispositivo denominado
Memorex, capaz de manipular hechos
reales y de ficcion de manera eficien-
te y con un gran parecido a la mente
humana. El hipertexto como disposi-
tivo informatico se vincula a Douglas
Englebart en los afios 70, a través de
un proyecto denominado Augment;
sin embargo, se asocia tal denomina-
cion a Nelson (1988), ya que fue quien
produjo su aplicacion generalizada
a través del proyecto Xanadu, con el
objetivo de desarrollar un sistema uni-
versal de edicidon para tener acceso a
diversas formas de informacion.

El hypertexto se basa en un estilo no
lineal de organizacion de la informa-
cion y se puede encontrar en 3 formas
o modelos: Hipertexto glosario (los da-
tos se organizan como un diccionario,
en el cual desde una lista de términos
se accede a una informacion determi-
nada); Hipertexto estructurado (los da-
tos se estructuran en <<nodos>>, que
disponen de la informacion adecuada

para que se pueda acceder en cualquier
momento); e Hipertexto jerarquico (los
datos se estructuran siguiendo la teoria
de Ausubel, donde los conceptos gene-
rales se subdividen en conceptos de-
tallados, originando redes semanticas
construidas jerdrquicamente en forma
de arbol) (Ausubel, 1982). Este tltimo
modelo, el Hypertexto jerarquico, es el
que da origen a la estrategia objeto de
estudio. El origen de este Hypertexto
se atribuye a Alvarez, Gonzalez-Cas-
tro y Soler (2000), quienes estudiaron
la estrategia hasta llegar a proponer su
adaptacion al proceso de ensefianza y
aprendizaje actual, con el fin de paliar
déficits relacionados con la compren-
sion y expresion. Estos autores, con-
ciben el Hypertexto como un modelo
que facilita el procesamiento de la in-
formacion a través de un aprendizaje
significativo, basado en la Teoria del
Procesamiento de la Informacién (Al-
varez et al., 2000), donde se le da im-
portancia a las conexiones semanticas
que facilitan el recuerdo de las relacio-
nes entre las informaciones dadas. Se
describe la definicion del hypertexto
como una estrategia para la generacion
de “organizadores de conocimiento”,
que se desarrolla mediante estructuras
(redes dindamicas) en las que la infor-
macion se representa jerarquicamen-
te, de manera que avanza en cascada
a través de enlaces. Los organizadores
se configuran en forma de red (estruc-
turas) constituidas por un conjunto de
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conceptos relacionados entre si ver-
ticalmente (formando las estructuras
jerarquicas), con tendencia a ramificar
la informacidn, y asi integrarla en la
memoria a largo plazo, de manera mas
significativa.

Con este modelo tedrico de referen-
cia, Alvarez, Lopez, Gonzélez-Pienda,
Nufiez y Gonzélez-Castro (2002) ge-
neran un programa de entrenamiento
en Hypertexto para mejorar la com-
prension-expresion. Este programa
permite la adquisicion de la secuencia
y reglas basicas de confeccion de un
Hypertexto y aplicacioén en la practi-
ca educativa. En cuanto a la secuencia
del Hypertexto, sigue los siguientes
pasos: Primero se presenta un texto
lineal muy sencillo, el segundo paso
es representar la estructura del texto
en el hypertexto siguiendo las normas
de estructuracion, el tercer paso impli-
ca volver a redactar el texto después
de representarlo jerarquicamente para
realizar la reversibilidad. Ademas no
se deben olvidar algunas de las reglas
basicas: (1) El hypertexto incluye dos
ramas, los conceptos de la rama iz-
quierda delimitan conceptualmente la
idea principal y los de la rama derecha
la amplian; (2) Los conceptos se es-
criben dentro de un <<bolo>> o elip-
se siempre con letras mayusculas; (3)
Las oraciones enlace siempre inclu-
yen un verbo y se escriben con letras
minudsculas en renglones horizontales
que unen los diferentes niveles de con-

ceptos; (4) La jerarquia de conceptos
no puede convertirse en una sucesion
indefinida.

La eficacia de la estrategia se anali-
z6 en dos investigaciones principales.
Por un lado, Gonzalez-Pienda, Alva-
rez, Gonzalez-Castro, Nufez, Ber-
nardo y Alvarez (2008), realizan una
intervencion con Hypertexto en 107
estudiantes (57 de grupo control y 50
de grupo experimental) de 3°de Educa-
cioén Secundaria. Los resultados mues-
tran que la instruccidn estratégica con
Hypertexto mejora significativamente
los procesos de comprension escrita
y genera cambios positivos en la ac-
titud y motivacion de los estudiantes.
Por otro lado, en Educacion Infantil,
Alvarez et al. (2002) observan con 30
estudiantes de entre 4 y 5 afios resul-
tados positivos en la compresion y ex-
presion, mejorando la estructuracion
de la informacion y la fluidez verbal.
Estos estudios, ponen de relieve la im-
portancia de utilizar herramientas tipo
Hypertexto, que transformen los tex-
tos lineales en redes de conocimiento y
potencien la comprension y expresion
tanto escrita como oral. De ahi, que
los autores planteen la adaptacion de
la estrategia a Educacion Infantil. Asi,
surgio el programa EPI.com (Alvarez
y Gonzélez-Castro, 2012) en el que se
establece como objetivo la mejora de
los procesos lectores en edades tem-
pranas, desde la etapa de Educacion
Infantil y cuyo desarrollo se realiz6 en
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papel y lapiz y en lenguaje informa-
tico. Dada la ausencia de investiga-
ciones dirigidas a poner a prueba los
resultados de la aplicacion del citado
programa, en este trabajo se plantea
como objetivo analizar la eficacia de
esta nueva adaptacion del Hypertex-
to a Educacion Infantil (EPI.com) en
papel y lapiz. La hipotesis es que la
intervencion con EPl.com mejoraréd
las puntuaciones en los prerrequisitos
lectores y en los procesos cognitivos
de los estudiantes que trabajan con
la herramienta en comparacién con
aquellos que siguen la clase habitual.

Método

Participantes

Participan en esta investigacion 25
estudiantes escolarizados en 3° de Edu-
cacion Infantil de un colegio de carac-
ter concertado (13 nifios y 12 ninas),
con edades comprendidas entre los 5
y los 6 afios. La muestra se obtiene
mediante un procedimiento intencio-
nal, siguiendo un muestreo por con-
veniencia (Casal y Mateu, 2000). Los
estudiantes son asignados a una de las
dos condiciones: Grupo Experimental
(GE; N =7; 4 nifas y 3 niflos que reci-
ben la intervencion con el programa) y

Tabla 1
Puntuaciones totales para las medidas pretest de las pruebas BIL y DN-CAS
GC
BIL  DN-CAS BIL  DN-CAS
Suj.1 90 98 Suj.10 95 103
Suj.2 70 129 Suj.11 60 118
Suj.3 90 106 Suj.12 90 137
Suj.4 80 106 Suj.13 90 129
Suj.5 75 122 Suj.14 75 134
Suj.6 90 133 Suj.15 90 117
Suj.7 90 122 Suj.16 99 110
Suj.8 70 142 Suj.17 70 101
Suj.9 90 122 Suj.18 70 104
GE
BIL  DN-CAS BIL  DN-CAS
Suj.19 40 102 Suj.23 40 101
Suj.20 50 92 Suj.24 5 83
Suj.21 5 54 Suj.25 50 120
Suj.22 40 94
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Grupo Control (GC; N = 18; 9 nifas y
9 ninos que siguen la metodologia de
aprendizaje tradicional). Los grupos se
dividen segun la puntuacion en la Ba-
teria Inicial de Lectura 3-6 (BIL). Asi,
el GE estd compuesto por 7 alumnos
con puntuaciones por debajo de la me-
dia en la bateria BIL, y el GC por 18
alumnos con puntuaciones por encima
de la media en la misma bateria (Tabla
1). Ambos grupos comparten caracte-
risticas comunes, tales como estar ubi-
cados en una zona urbana y provenir
de un entorno sociocultural de nivel
medio.

Instrumentos

Con el fin de alcanzar el objetivo
mencionado, se realizan dos pruebas
de evaluacion, una relacionada direc-
tamente con el inicio en el proceso lec-
tor denominada Bateria Inicial de Lec-
tura 3-6 (BIL) y otra relacionada con
el andlisis de los procesos cognitivos,
la Bateria DN-CAS.

Bateria Inicial de Lectura 3-6 (BIL)
(Sellés, Martinez, y Vidal-Abarca,
2010). La bateria consta de 15 prue-
bas, con un total de 43 items. Es ad-
ministrada de manera individual con
una duracion de entre 30 y 45 minu-
tos. El objetivo de esta prueba es fa-
cilitar la deteccion de dificultades en
el inicio de la lectura, permitiendo asi
intervenir de forma temprana en las
areas deficitarias. Es una prueba con

gran capacidad para captar las diferen-
cias debidas a la maduracion entre los
distintos grupos de edades. La bateria
evalia las habilidades relacionadas
con el aprendizaje del proceso lector
como son: el conocimiento fonoldgico
(rima, contar palabras, contar silabas,
aislar silabas y fonemas y omision
de silabas), conocimiento alfabético
(conocimiento del nombre de las le-
tras), conocimiento metalingiiistico
(reconocer palabras, reconocer frases
y funciones de la lectura), habilidades
lingtiisticas (vocabulario, articulacion,
conceptos basicos y estructuras grama-
ticales) y procesos cognitivos (memo-
ria secuencial auditiva y percepcion).
Los indices de fiabilidad de las escalas
oscilan entre .97 para el conocimien-
to alfabético y .54 para las estructuras
gramaticales.

Bateria DN-CAS (Das Naglieri,
Cognitive Assesment System o Sis-
tema de Evaluacion Cognitiva; Das
y Naglieri, 1997). Esta prueba tie-
ne como objetivo la evaluacion de la
competencia individual y el nivel de
funcionamiento cognitivo de nifios en-
tre 5y 17 afios de edad. La prueba es
de administracion individual y su du-
racion varia en funcion de la edad en
un intervalo de una 60 y 90 minutos.
La bateria se fundamenta en la teoria
PASS: Planificacion, Atencion, Simul-
taneo y Sucesivo. Estos 4 procesos
(Planificacion, Atencion, Simultaneo
y Sucesivo) conforman las cuatro es-
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calas de la prueba. E1 DN-CAS se
puede presentar en dos formas: Ba-
teria Estandar o Bateria Basica. En
el presente estudio se ha utilizado la
Bateria Estandar, la cual esta forma-
da por tres subtests, que proporcionan
una puntuacion escalar de media 10 y
desviacion tipica 3. Las puntuaciones
escalares de los subtest de cada escala
se suman para obtener la puntuacion
estindar de media 100 y desviacion
tipica 15. La escala completa presen-
ta indices de fiabilidad adecuados de
entre .93 y .94.

Programa de intervencion

Para la intervencion se aplico la
adaptacion del hypertexto a Educa-
cion Infantil (EPI.com) en papel y 1a-
piz. Para ello, se utiliz6 el “EPIl.com:
Programa de refuerzo para estimu-
lar el pensamiento y la inteligencia”
(Alvarez y Gonzalez-Castro, 2012).
El objetivo principal del programa es
estimular la comprension-expresion
en nifos de entre 5 y 7 afios. Asi, per-
mite trabajar desde edades tempranas
el procesamiento 1éxico, semantico y
sintactico. Para alcanzar este objeti-
vo, la version en papel y lapiz cons-
ta de 30 actividades estructuradas en
dos grupos de edades (5-6 y 6-7 afios).
Estas actividades se ajustan a los te-
mas propuestos por la administracion
educativa para esta etapa, como son:
cuerpo y alimento, familia, transportes
y contexto, animales y estaciones.

Para el grupo de edad 5-6 aiios, el
programa incluye 10 actividades que
se realizan a través de la presentacion
combinada de la informacion (dibujo-
palabra), para desarrollar el procesa-
miento 1éxico (rutas de la lectura), el
procesamiento semdntico (compren-
sion lectora) y el procesamiento sin-
tactico (expresion escrita). Estas 10
actividades siguen siempre la misma
secuencia de tres pasos, (1) se inicia
con un mensaje lineal que primero
se lee en voz alta; (2) posteriormente
se realiza el hypertexto repasando y
perfilando las palabras colocadas en
el lugar correspondiente; (3) una vez
realizado el hypertexto, se vuelve a
transformar el mensaje en el texto li-
neal para alcanzar la generalizacion
del aprendizaje a través de la reversi-
bilidad (Figura 1). Las 20 actividades
restantes estan dirigidas al alumnado
de entre 6-7 afios. Estas actividades
se realizan a través de la presentacion
simbolica de la informacion (s6lo pa-
labras) donde los estudiantes siguen la
misma secuencia de tres pasos, escri-
biendo ahora todas las palabras en el
lugar correspondiente del hypertexto y
el mensaje lineal (Figura 2).

El programa viene provisto de fi-
chas por bloques tematicos. Ademas,
se siguid un protocolo de entrena-
miento para la iniciacidon y practica
con la estrategia. Para realizar este
entrenamiento se disefio material con
pictogramas que representasen los di-
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bujos y palabras incluidas en el pro-
grama EPIl.com. El entrenamiento se
realizd en cartulinas, con material de
gran tamafio que incluia un adhesivo
para su posterior colocacion en el lu-
gar correspondiente de la cartulina.
Para realizar esta actividad, se dise-
flaron pictogramas especificos de “La
familia” y “Los animales”. Los nifios
identificaron y colorearon algunas de
las fichas de la familia (el padre, la
madre...) y los animales (el ledn).

Procedimiento

El procedimiento llevado a cabo
tuvo tres fases: evaluacion inicial, es-
timulacion con el programa EPIl.com

y evaluacion final. Las evaluaciones
inicial y final fueron realizadas indi-
vidualmente con las pruebas BIL y
DN-CAS. Ambas pruebas se aplicaron
en el propio centro escolar, en un aula
habilitada para ello. El transcurso de
toda la investigacion se realizo en el
horario escolar.

Una vez realizado el pretest, se
seleccionan aquellos estudiantes que
forman parte del GE. El criterio de in-
clusion se basa en la obtencion de un
percentil inferior a 50 en el total de la
bateria BIL (ver Tabla 1). A continua-
cion, se realiza la intervencion con el
programa EPI.com, siguiendo el pro-
tocolo que se describe a continuacion.

Figura 1. Del texto lineal, se pasa al Hypertexto repasando las letras punteadas en el lugar correspondiente

de la estructura de red.
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Figura 2. Una vez realizado el hipertexto, se vuelve al texto lineal con el fin de realizar la reversibilidad
del proceso y con ello la generalizacion del aprendizaje.

- Fase de entrenamiento, mostrando
los pictogramas asociados a los en-
laces y los dibujos que representan
los conceptos.

- Fase de ejecucion individual con la
supervision del profesor, utilizando
una ficha de hypertexto en funcion
del orden establecido en el progra-
ma.

- Fase de revision colectiva, utilizan-
do una cartulina A3 pegada en la
pared del aula.

La intervencion con los 7 alumnos
se desarrolla en un aula pequefia du-
rante 10 sesiones de una hora por dia.
Al mismo tiempo, el GC permanece
en el aula ordinaria siguiendo la ins-
truccion realizada por la maestra.
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Disefio y analisis de los datos

Para realizar este estudio se plantea
un disefio experimental con medidas
pretest y postest de dos grupos (GE y
GC). En los dos grupos se realiza una
evaluacion inicial prestest, previa a la
intervencion. Ademas, al finalizar la
intervencion se lleva a cabo una eva-
luacion postest. Las medidas pretest
y postest se analizan con el programa
estadistico SPSS mediante la prueba
t de Student para muestras indepen-
dientes y relacionadas. Las variables
dependientes son las medidas pretest y
postest de las pruebas BIL y DN-CAS.
Los analisis se llevan a cabo en 4 blo-
ques: (1) Prueba t para muestras inde-
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pendientes entre las medidas prestest
del GC y GE; (2) Prueba t para mues-
tras independientes entre las medidas
postest del GC y GE; (3) Prueba t para
muestras relacionadas entre el pres-
test y postest del GE (4) Prueba t para
muestras relacionadas entre el pretest
y postest del GC. Ademas, se calcula
el tamano de las diferencias tomando
como referencia el trabajo clésico de
Cohen (1988), el cual recoge una d >
.20 es indicativa de un tamafio de las
diferencias pequeno, d > .50 refleja un
tamafio medio y se considera grande
sid>.80.

Resultados

Comparacion GC y GE en las
medidas pretest

Como se puede observar en la Ta-
bla 2, los resultados de la prueba t de
Student para muestras independientes
muestran diferencias estadisticamen-
te significativas en el prestest entre el
GE y el GC. En relaciéon a las medi-
das aportadas por la bateria BIL, se
observan diferencias estadisticamen-
te significativas en la variable total
BIL. En relaciéon a los cinco factores
de la bateria BIL, las diferencias son
estadisticamente significativas en el
conocimiento fonolédgico, en el cono-
cimiento alfabético, en el conocimien-
to metalingiiistico, en las habilidades
lingliisticas y en procesos cognitivos.
El GE obtiene resultados significativa-

mente mas bajos en comparacion con
el GC.

En el caso de la bateria DN-CAS,
los resultados en la comparacion de
ambos grupos a través de la prueba t
para muestras independientes, sefialan
diferencias estadisticamente significa-
tivas, como se observa en la Tabla 2. El
GE obtiene puntuaciones mas bajas en
comparacion al GC. Las diferencias se
observan en los cuatro procesos cog-
nitivos, planificacion, procesamiento
simultaneo, atencion y procesamiento
sucesivo.

Estos resultados permiten afirmar
que el GC y el GE muestran diferen-
cias en los prerrequisitos lectores y en
los procesos cognitivos y ponen de re-
lieve la necesidad de la intervencion en
el GE. Ademas, en ambos casos (BIL y
DN-CADS) las diferencias presentan un
tamano del efecto grande.

Comparacion GC y GE en las
medidas postest

En este caso, se analizan las dife-
rencias de medias en el postest entre
los grupos para observar si las dife-
rencias iniciales se mantienen tras la
intervencion (ver Tabla 2). Si bien, en
un primer momento las diferencias re-
sultan estadisticamente significativas
en los cinco factores de la bateria BIL,
en el postest, la prueba t de Student
para muestras independientes muestra
diferencias estadisticamente significa-
tivas en tres de los factores evaluados,
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conocimiento fonoldgico, habilidades
lingiiisticas y procesos cognitivos.

En el DN-CAS en el postest no se
observan diferencias estadisticamente
significativas en el procesamiento su-
cesivo, produciéndose una igualacion
entre los grupos. Sin embargo, si se
hallan diferencias estadisticamente
significativas entre los grupos en pla-
nificacion, procesamiento simultaneo
y en atencion.

Tanto en el BIL como en el DN-
CAS los tamafios del efecto en el pos-
test resultan pequefios, medios y gran-
des, mostrando una disminucién con
respecto al prestest y reflejando una
reduccion en las diferencias entre am-
bos grupos.

Comparacion prestest-postest en
el GE

En cuanto a las variables de la bate-
ria BIL, se observa que las puntuacio-
nes del GE aumentan en el postest res-
pecto al prestest, como se aprecia en la
Tabla 3. Las variables en las que este
incremento resulta estadisticamente
significativo son la puntuacion total
BIL, el conocimiento metalingiiistico
y las habilidades lingiiisticas.

En cuanto a los procesos cogniti-
vos, se observaron diferencias estadis-
ticamente significativas entre el pretest
y postest en el total DN-CAS, en el
procesamiento simultaneo y en el pro-
cesamiento sucesivo. Estos resultados
ponen de manifiesto que el GE mejora

en el procesamiento sucesivo, simulta-
neo y la puntuacion total del DN-CAS
de manera significativa. También, en
los restantes procesos se observa una
evolucion positiva, aunque no signifi-
cativa.

En las variables del BIL el GC
muestra una disminucion de sus pun-
tuaciones, no significativa, con la ex-
cepcion de la variable total BIL (ver
Tabla 3). En cualquier caso, las medias
reflejan una disminucion en el conoci-
miento fonoldgico, en el conocimiento
alfabético, y en el conocimiento me-
talingiiistico en el GC. En la variable
procesos cognitivos el GC aumenta de
manera no significativa entre el pres-
test y el postest.

En cuanto a la bateria DN-CAS el
GC mantiene puntuaciones similares,
con un incremento significativo en el
proceso simultaneo. En planificacion
el GC apenas ser observan diferencias
entre el pretest y postest. En atencion
aumenta su puntuacion de forma no
significativa y en el procesamiento su-
cesivo disminuye.

Por tltimo, en la Tabla 3 se pueden
observar los tamanos de efecto para
cada una de las comparaciones. Tan-
to en las variables del BIL como en el
caso de las variables del DN-CAS, el
tamafio de las diferencias pretest-pos-
test resulta mayor en el GE (tamafios
del efecto medios y grandes) frente al
GC (tamarfios del efecto principalmen-
te pequefios y medios).
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Discusion

Este trabajo planted como objetivo
analizar la eficacia de la adaptacion del
Hypertexto a Educacion Infantil (EPI.
com). La hipotesis planteada fue que
la intervencion con EPI.com mejoraria
las puntuaciones en los prerrequisitos
lectores y en los procesos cognitivos
de los estudiantes que trabajaran con
la herramienta en comparacion con
aquellos que siguieran la clase habi-
tual. Una vez analizados los resulta-
dos obtenidos, se puede afirmar que,
en el grupo utilizado, la intervencion
con el programa produce una mejora
en los prerrequisitos lectores y en los
procesos cognitivos, confirmando la
hipétesis planteada inicialmente. Ade-
mas, con los resultados alcanzados se
evidencia la necesidad de trabajar con
estrategias adaptadas desde las pri-
meras edades, con el fin de minimizar
aquellas dificultades que presenten los
estudiantes y que podrian condicionar
su éxito académico posterior (Alvarez
et al., 2000; Kang et al., 2015).

El analisis de las medidas aporta-
das por la bateria BIL permite concluir
que con el programa los estudiantes
adquieren un mayor vocabulario y co-
nocimiento de la estructura del texto.
Concretamente, muestran una evolu-
cion significativamente positiva en el
total de la escala, en el conocimiento
metalingiiistico (especialmente en la
subescala funciones de la lectura) y

las habilidades lingiiisticas (especial-
mente en la subescala de estructuras
gramaticales). La estrategia permite
la organizacion de la informacion de
forma jerarquica, estableciendo re-
laciones significativas entre los con-
ceptos. De ahi, la mejora en tareas
relacionadas con la comprension (fun-
ciones de la lectura) o la expresion
(estructuras gramaticales). En esta li-
nea, tal y como plantean autores como
Swanson et al. (2006) y Watson et al.
(2012) los estudiantes precisan de una
ensefianza estructurada en el uso de
estrategias por lo que se benefician de
metodologias de instruccion explicita.
Ademas, en este sentido, la estrategia
cumple también con las recomenda-
ciones planteadas por autores como
Ise y Schulte-Korne (2013) para que
una intervencion resulte eficaz, tales
como: 1) entrenamiento individualiza-
do; 2) adaptacion a los niveles de los
estudiantes; 3) organizacion estruc-
turada y jerarquizada en funcién del
grado de dificultad; 4) inclusion de as-
pectos curriculares y no curriculares;
5) inclusion de un amplio nimero de
ejercicios y actividades; 6) incremento
de la motivacion de los estudiantes.
Por otro lado, los resultados tam-
bién apuntan a una evolucidn positiva
en los procesos cognitivos, concreta-
mente, en la puntuacidon total, en el
procesamiento simultaneo (memoria
no verbal y memoria de figuras) y en
el procesamiento sucesivo (series de
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palabras, repeticion de frases, veloci-
dad del habla). El manejo de la infor-
macioén que propone la estrategia, la
cual establece relaciones significati-
vas entre los conceptos, no solo faci-
lita una mejora a nivel lector, sino que
conlleva un procesamiento mas eficaz
de la informacion a diferentes niveles.
Siguiendo a Mayer (2008), las estra-
tegias de comprension lectora apoyan
los procesos cognitivos de seleccion,
organizacion e integracion de la infor-
macion, de ahi, que una herramienta
como EPl.com permita una mejora a
diferentes niveles. Este aspecto es es-
pecialmente relevante, dado el nivel
educativo de los estudiantes para los
que esta pensada, sobre todo porque la
intervencion en estas edades permiti-
ria una disminucién de las dificultades
futuras (Gil y Vicent, 2009).

Estos resultados, son compatibles
con los obtenidos por Gonzalez-Pien-
da et al. (2008), que observan como es-
tudiantes que realizan la intervencion
con Hypertexto, mejoran los procesos
de compresion escrita. En el presente
estudio aparece una evolucion positiva
en los prerrequisitos lectores, reflejada

en las puntuaciones en la bateria BIL
y en los procesos cognitivos, dadas las
puntuaciones obtenidas en la bateria
DN-CAS en la cual el GE aument? la
puntuacion total y, especialmente, el
procesamiento simultaneo y sucesivo.

Finalmente, cabe mencionar al-
gunas limitaciones del presente es-
tudio. Una estaria relacionada con el
tamafio del grupo, el cual, convendria
aumentarlo en trabajos futuros, inclu-
yendo diferentes centros educativos.
En todo caso, intervenciones dirigidas
a estudiantes de este grupo de edad
resultan especialmente complejas y
requieren de un trabajo muy indivi-
dualizado. También, cabria tener en
cuenta la necesidad de control de otras
variables como la motivacion, actitud
del alumnado, niveles o estimulacion
previa. En el futuro, seria conveniente
establecer los beneficios de la herra-
mienta, teniendo en cuenta su version
en lenguaje informdtico con el fin de
analizar si los beneficios se producen
en ambos casos o existen diferencias
en funcion de la metodologia.
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Necesidades educativas actuales de los jovenes y
enfoques innovadores en la ensefianza

Present youngsters’ educational needs and
innovative approaches in teaching

Vincenzo A. Piccione

Universidad Roma Tre

Resumen

La educacion vive y experimenta, en la actualidad, un momento historico importante: existen amplias
distancias entre las posiciones de los que afirman la necesidad de reconsiderar sus categorias pedagogicas
de referencia y las posiciones de los que piden con urgencia una renovada atencion a cuestiones concretas,
reales, didacticas — a veces técnicas —. Y, por consiguiente, un debate significativo, dentro de los campos
de la psicologia de la educacion y de la pedagogia, se centra en problemas especificos: el impacto de
los cambios en las interacciones educativas y estilos de vida sociales, la eficacia en la ensefanza, los
actuales procesos cognitivos y de aprendizaje de los jovenes, sus actuales necesidades educativas. Al
mismo tiempo, datos registrados en toda Europa, por asociaciones, profesores, expertos e investigadores,
muestran una creciente atencion a problemas especificos que pueden influir negativamente en las futuras

oportunidades cognitivas y de aprendizaje de los jovenes.

Palabras clave: educabilidad, eficacia docente, estrategias y procesos de aprendizaje.

Abstract

Education lives and experiences, at present, a significant historical moment: wide distances exist between
the positions of scholars who state the need of reconsidering its ref-erence pedagogical categories and
the positions of scholars who urgently ask a renewed attention to concrete, actual, didactical — sometimes
technical — matters. And, accordingly, a significant debate, within the fields of psychology of education
and of pedagogy, focuses on specific related problems: the impact of changes on educational interactions
and social lifestyles, the efficacy in teaching, the present learning and cognitive processes of youngsters,
their present educational needs. At the same time, data and information reported, all over Europe, by
associations, teachers, experts, researchers, demonstrate a growing attention to specific problems that can

negatively impact on youngsters’ learning and cognitive future opportunities.

Keywords: educability, efficacy in teaching y learning strategies and processes.
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Preliminary concrete issues

If we pay attention to the voice of
the European Dyslexia Association,
the last decade shows significantly
growing numbers of dyslexic, dyspra-
xic, with attention deficit, hyperactive,
children and adolescents, all over Eu-
rope. 50 million people are dyslexic
(10% of total population) and run the
risk of having very limited access to
knowledge, education, labour mar-
kets. And most of them run the risk
of comorbidity: 50% of persons with
dyslexia are dyspraxic as well; 40%
of persons with dyspraxia are either
dyslexic or have differences in atten-
tion; 85% of persons with dysphasia
are dyslexic as well; 20% of persons
with dyslexia are having differences
in attention with or without hyperac-
tivity; 50% of hyperactive children are
dyslexic.

And if we consider the data co-
llected in some of the researches im-
plemented in kindergartens, teachers’
perception of dyslexia, hyperactivity,
attention deficit, dyspraxia seems to be
connected with significantly growing
numbers. A research which selected, in
the years 2013-15, 10 kindergartens of
the town of Rome and more than 400
children, reports that their teachers
perceive a population widely interes-
ted by dyslexia, with figures higher
than the one reported by EDA: 16% of
children should be dyslexic. Further-

more, 14.5% of them should have pro-
blems with social interactions, 20%
with communicational problems pro-
duced by divorced parents (De Cicco,
2016). And an additional investigation
on teacher’s perceptions of the presen-
ce of autistic and hyperactive children,
still ongoing within the same context,
seems to report far higher numbers
than statistics do.

In short, either we are, today, far
better technically able to identify the
presence of the mentioned problems
or we must think that all educational
roles are not behaving / working pro-
perly, professionally, ethically. I think
that both hypotheses are correct and
that we need to both reconsider refe-
rence pedagogical categories and ur-
gently ask a renewed attention to con-
crete, actual, didactical — sometimes
technical — matters.

Nevertheless, some very generic
considerations are necessary. First, our
students live, belong to, participate,
communicate, interact within traditio-
nal educational settings, whose social,
communicational, linguistic, formal,
non-formal, informal messages are
coherent with adults’ competences
and knowledge, models and lifestyles.
Second, knowledge cannot be consi-
dered a deliverable and transmissible
product anymore; and educational
roles cannot be considered as techni-
cal, never. This does not depend on
pedagogical reasons; this depends on
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a different reason: the human need of
perceiving future as a promise and not
as a threat. Third, the variety of adults’
reference values and principles can
span from trustfulness to shallowness,
from social responsibility to indivi-
dual extreme competitiveness.

And three short considerations
more profound and meaningful are ne-
cessary as well, on what is labelled as
“transmission of knowledge”:

- as never before in human history,
younger generations, at present,
have a kind of knowledge, the te-
chnological one, about which the
adult generations are not unique
and total holders. Adult generations
don’t know and can’t transfer its
contents, instructions for use, usa-
bility and reusability, meanings,
cognitive strategies involved in ma-
naging it, communicational codes
and channels, specific languages.

- younger generations, at present,
have at their disposal a kind of
knowledge, the technological one,
which gives an additional instru-
mental potentiality. Its use allows,
asnever before in human history, the
pure access to any other knowled-
ge without the necessary physical
presence of adult generations. It
doesn’t matter if it is a deeper or
a more superficial knowledge, as
its quality depends on the user’s
approach and on the motivation to
learn. By these two facts, several

extremely significant consequences
have been produced: the perceived
usability of knowledge, the percep-
tion of its updatability, the way of
memorizing, processing, giving a
meaning, the way cognitive strate-
gies are used;

- as never before in human history,
younger generations have the op-
portunity of weaking the perception
of the distances between tangible
and intangible, material and im-
material, as the presence of virtual
environments provides them with
additional settings where to inte-
ract, socialize, communicate, learn,
study, access to knowledge;

- as never before in human history,
younger generations have the op-
portunity of recording undeleta-
ble traces of their past (Schmidt &
Cohen, 2013); therefore, they have
the opportunity of perceiving and
knowing more widely and deeply
their physical identity, their perso-
nal past, their microsocial and ma-
crosocial cultural contexts.

What I mean is, so far, is: educa-
tional professions and roles cannot
ignore the impact produced by social
phenomena and by the pure presence
of tools that have been modifying li-
festyles and learning styles, anymore.
They must have a specific competen-
ce: reading and understanding why,
how, for whom, with whom the pers-
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pective of the access to knowledge and
of the experimentation of critical thin-
king are, at present, totally different.

Social phenomena and their impact
on learning styles

My analysis will focus on some,
of course, social phenomena; what is
actually important is not the number
of information that can be given here,
but the approach to the interpretation
of social phenomena and the approach
to its translation in educational pro-
blems. My scientific references are,
therefore, psychologists of education,
pedagogists and sociologists who de-
monstrated their attention to the con-
cerned problems. We have to look for,
at least, the answers to the following
questions, that are listed following a
thematic sequence:

- Are the present generations of our
students ready to understand the
meaning of knowledge and of its
usability?

- Is knowledge widely perceived
as solid or liquid? Is there a link
between scientific knowledge and
social knowledge? Do scientific
knowledge and social knowledge
support each other? Are scientific
knowledge and social knowledge
perceived as solid or liquid?

- Are the present generations ready
to understand the sense of didactics
as supporting human growth, social
growth, common growth?

The scientific voices can be diffe-
rent, there are pessimistic and optimis-
tic options; the problem with them is
not the depth of their analyses, but the
absence of present youngsters in the
discourses about youngsters.

Absences

My reflections will be focused here
on the category of distance: among ge-
nerations, in the perceptions of reali-
ty, in thinking styles and lifestyles, in
personal orientations, in participation,
in relationships. About these specific
issues, some voices seem very inter-
esting and representative of different
intellectual directions: Umberto Ga-
limberti, Zygmunt Bauman, Miguel
Benasayag and Ulrich Beck, whose
viewpoints and approaches are clearly
phenomenological and whose style is
clear, effective and accurate.

As regards our discourse,
Galimberti’s analysis is always clear,
explicit, rigorous, undoubtedly deep
and coherent. He focuses on two im-
portant aspects. He firstly considers
the new generations’ emotional and
lexical illiteracy as a widespread con-
dition. Then he describes the horizons
where new generations are living:
young people turn to the world and
to consumerism with their confused
thoughts and faint passions, without
families and schools, in order to avoid
the anguish, the lack of sense, solitude
and depression (Galimberti, 2007).

68 Revista de Psicologia y Educacion, 2016, 11(2), 65-83



PRESENT YOUNGSTERS’ EDUCATIONAL NEEDS AND INNOVATIVE APPROACHES IN...

Who does Galimberti ascribe the
responsibility to? According to him,
science and technique are responsible
of the above mentioned youth’s hori-
zon of sense or, rather, of the foolish
horizon of the young people’s condi-
tion. Sciences, as they logically ex-
plain and describe the world with new
stories, as they transfer their own su-
premacy in the universe from the earth
to the sun, as they catch the relations
among things, as they define the logic
of the relationships between man and
nature, would also have caused the
lack of orientation and stability, chan-
ged the perception of the universe as
machine to be studied, deprived man
of its reference points, emptied rea-
lity and experience of their meaning
and essence, deprived spirituality and
divinity of any chance of surviving.
Sciences destroyed any men’s attempt
of claiming their own humanity and
central position in history, simply tea-
ching them that everything is relative
and does not survive. In this context,
the technique imposed artificiality to
humanity, increased the sense of ab-
sence and annihilation, hid the soul
under a thick cloud of nihilism, per-
meated all behaviours and all social
interactions with the total absence of
values and principles.

I cannot deny that Galimberti’s
analyses are always detailed and ask
to think at interesting, significant pro-
blems; however, too often, his analy-

ses forget the central problem of his

discourse: man. Overall, however,

Galimberti’s discourse, we must say,

is rather generic; we can neither do the

same mistake nor use some generic
issues with the pure aim of stressing

a positive idea of present times and

present youngsters — at least because

we have the significant referent voices
that already analysed the concerned
problems, at least, Morin, Maffeso-

li, Baudrillard, Goleman, Goffman,

Gardner. Here’s the synthesis of the

reasons why our positions are distant:

- for him, technique works, uniforms
and deletes man; for me, it brings
people together and multiplies the
opportunities for meeting each
other. What does it mean? That
our being professionals or experts
or researches, with human ideas
and values, also produces technical
knowledge; technical instruments
are tools and not aims; technique,
in other words, is made by men for
men and women.

- for him, present changes produ-
ce eradication, create perplexity,
lack of recognition, destruction of
what is human, automation; for
me, all changes ask for modifying
or thinking at additional values,
asks for new certainties. What does
it mean? That we have the ethical
and professional duty of explaining
changes, with the aim of reducing
risks and support certainties. If pro-
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fs, parents, adults do not have the
educational role of supporting thin-
king, who could do it in their place?
If profs, parents, adults do not have
the educational role of supporting
a human identity wherever and
whenever, who could do it in their
place? If expert researchers do not
explain to young researchers the
meaning of research, who could ex-
plain the distance existing between
having a human aim and having a
technical aim?

- for him, the concepts of individual,
identity, freedom, truth, meaning,
purpose, nature, ethics, politics,
religion and history have lost their
original meaning and either should
be deleted or drastically rebuilt. For
me, the same concepts need to be
reproposed by new narrations and
with a new language, by innova-
ted codes able to communicate
additional, recognized and shared
meanings. What does it mean?
That, for example, we must fight
standardisation, and first of all from
lexical standardisation. The loss
of the meaning of words impacts
on the recognisable availability of
meanings. The less one perceives
and denominates specific details,
the less he will be able to read and
deeply recognise narrations about
identity, freedom, truth, meaning,
purpose, nature, ethics, politics,
religion and history. Narrations

bring people closer, strengthen cul-
ture and disseminate contents and
meanings.

- for him, the social, cultural, com-
municational, expressive, emotio-
nal, illiteracy of youngsters is unde-
niable. I think that we do not know
youngsters and we rarely meet
them; I think that they are already
building their own sociocultural
styles, their own communicational
styles, as they are already aware of
their own learning styles.

- for him, consumerism has been
disseminating horrible social va-
lues. I think that we have to upda-
te reference categories. What does
it mean? That, for example, as we
have to pay attention to the charac-
teristics of social styles, we must
denominate those characteristics.
The human needs of supporting
stability and of facing intensity are
two concrete examples.

Miguel Benasayag and Gérard
Schmit, supported by their psychoa-
nalytical professional experience,
seem to confirm the implications of
Galimberti’s analyses: all of us have
lost our overlooking sense which let us
foresee a better future and have swit-
ched to pessimism, unavoidable pain,
vanishing passions and ideals.

Remo Bodei, on his part, has a par-
tially different idea, since he states that
a very tight link exists among the per-
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ception of future, the mobility of social
processes, the birth of desires. Accor-
ding to him, the greater is the possibi-
lity that individual wishes are felt and
thought, the greater are the presence of
dynamic processes within a commu-
nity and the aim of projecting a clear
and visible future. Bodei states that,
without wishes, relationships would
be static and future wouldn’t appear
as a promise (Bodei, 1994). Benasa-
yag, Schmit and Galimberti argue that
loneliness, individualism, pessimism
and sad passions confirm the lack of
desires, expectations and dynamism in
present individual horizons of sense.
They all confirm a daring social direc-
tion towards the desire of possession.
On his side, however, Bodei includes
an important issue to stress the exis-
tence of individual ethics able to re-
move desires from reason, concrete-
ness and pure consumerism. The four
experts share their pessimism but their
specific descriptions of the concerned
processes are actually different. In this
untrustworthy social context, the phi-
losopher Bodei sees the proliferation
of social troubles, while the two psy-
chiatrists and Galimberti prefer to see
a weakening of human qualities. In-
deed, a new interesting idea becomes
clear and important for the pedagogi-
cal viewpoint: the perception of futu-
re as a promise and the perception of
future as a threat.

Benasayag and Schmit stress the

change of an optimistic attitude (futu-
re will always give new opportunities
to the almighty man) into a pessimistic
one (life is uncertain for a powerless
man). They study the reasons why the
new generations risk to be seen as the
illiterate selfish individuals defined
by Galimberti, but ignore the idea of
attributing all responsibilities to te-
chnology. Their discussion is interes-
ting. It focuses on those behaviours
of adult generations that have been
producing the effect of both modi-
fying the youth’s perception of reality
and giving significantly up their edu-
cational role. The two French resear-
chers finally acknowledge that our
innovative and culturally experienced
world paradoxically produces igno-
rance and attention to appearance.
As to Galimberti’s idea on destructi-
ve technology, they moreover point
out that all past generations owned
their own technologies but all of them
always understood and controlled its
logic. Disasters have been caused by
the current use of technology. Adults
don’t know its mechanisms, effects,
features, sense, meaning and reasons,
so they live a superficial attitude that
makes them feel almighty and aim at
destructive and lucrative results (Be-
nasayag, Schmit, 2003).

Besides, Schmit and Benasayag
point out a very important issue for the
pedagogical viewpoint: the disappea-
rance or the weakening of authority
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as meaningful characteristic of adult
generations. In the two psychiatrists’
reflection, however, there are some
methodological inaccuracies, always
from a pedagogical point of view. The
values and principles that permeate
all relational codes between adult and
young are simply seen as factors that
are fostered by the need of dependence
and protection rather than promoters
of awareness and motivation. Howe-
ver, the two scholars have probably hit
the mark when dealing with the deep
change of tis reference category: at
present, relationships among teachers,
professors and students or parents and
children, have such a particular sym-
metry that has no previous examples in
human history. This symmetry doesn’t
refer to the sharing of responsibility on
a common ground, nor to the sharing
of goals, neither to the perception of
a high, equal dignity of all those who
have a role inside and outside clas-
srooms and homes, regardless of their
age. It rather refers to the adult’s autho-
rity through which he offers contents,
lifestyles, thinking styles, readings,
interpretations, significant attitudes. A
symmetrical relationship cannot exist
when relationships seem to be defined
by different forms of contractual ap-
proaches which reduce the perception
of authoritative roles and negotiation,
the meaning of and attribution roles
and models, the quality of the percep-
tion of youth’s needs, produce the lack

of differentiation between authoritati-
ve and authoritarian.

The two scholars are dealing here
with the delicate issue of the role and
of the kind of contribution that a dy-
namic relationship needs. According
to them, the lack of authority reduces
freedom and strengthens arbitrariness
and confusion: it is not surprising that
the failure of the adult’s proposals and
the symmetry in their relationships
with younger generations will inexo-
rably lead to coercion and violence
on both sides, because relationships
without responsible and significant ro-
les result in using force as alternative
to the real efficacy of using seduction
and persuasion. So, this kind of adult
absence would produce several failu-
res, at least: in proposing meanings
and values, in giving strength to autho-
rity, in educating to the promotion of
significances and of multiple horizons
of sense. This would be the most im-
portant contradiction of our time: we
would be able to promote widespread
instances of emancipation and free-
dom, but not to adopt authoritative
behaviours. Authority would remain
pure and simple authority, pure and
simple expression of insecurity. All re-
lationships based on affinities, family
solidarity, ideals, individual and social
solidity would disappear. Whereas re-
lations based on competition, conflict
within microgroups and macrogroups,
utilitarianism, individual liquidity
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would appear. The universal principles
of the dynamic structure of common
life, even of cohabitation, would beco-
me distorted; among them, Benasayag
and Schmit say, the principles gover-
ning the meaningful links between
authority and seniority, the social and
cultural relations between youth and
preexisting generations, the percep-
tion of future as a promise.

According to Benasayag and Sch-
mit, therefore, life schemes, everyday
interactions, social and family rela-
tionships grow within an existential
atmosphere; in other words, it isn’t
surprising that adults are no more con-
sidered as models, either positive or
negative. While searching for protec-
tion, merciless beholders only perceive
the total inability of changing a stan-
dardised present and a senseless futu-
re. Above all, young beholders only
see the impossibility of avoiding mar-
ket laws which impose jobs without
granting constant welfare. Family and
friends are no longer able to provide
protection nor to reduce the perception
of uncertainty nor to foster an atmos-
phere where adolescents can live and
achieve necessary tools and compe-
tences. In a word, adults are respon-
sible for homologation: they annulled
roles, relationships, perspectives, al-
ternatives, opinions, values, meanings,
therefore losing authority in any con-
text. They replaced their ideals with
the ideologies of emergency, of survi-

val and of future as a threat, therefore
transforming in unreliable persons. In
such a context, youngsters cannot live
the process of exploration, cannot ela-
borate their own vision of the world,
cannot experience all essential rites of
initiation. Furthermore, even the need
of transgression lost in value, because
it can be easily experienced within fa-
mily and school contexts; the law re-
mained alone in preventing, pursuing
and punishing. In such contexts, ado-
lescents perceive a world where adults
are absent and only suggest the ambi-
tion of surviving, refusing, opposing
and ignoring.

If Schmit and Benasayag are right,
the only consequence that can ari-
se from the perception of future as a
threat is the limited value of culture
and education, or, better, of schools
and universities; all educational set-
tings would only be irrelevant and
unable to provide both real alternati-
ves and significant choices. The two
scholars have their own proposal: the
clinic of bonds is the clinical approach
aiming at gradually reducing the per-
ception of threat, of utilitarianism, of
distance and absence. In other words,
the approach aims at reducing social
normalisation, at deleting material
purposes and modifying the meaning
of social authority.

The French context observed by Be-
nasayag and Schmit has many corres-
pondences within European countries,
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of course shows many similarities
with the context observed by another
French scholar, Jean Sévilla, who,
from the earliest pages of his Morale-
ment correct, focuses on very concrete
issues (Sévilla, 2007). The problem
of the negotiation, as it is raised by
Sévilla, hasn’t been frequently con-
sidered in literature. It contains some
interesting descriptors and indicators
which should be analysed in depth as
they are linked to the processes that
widely modified the roles of mothers
and fathers — and that produced the
socalled phenomena of paternalization
of mothers and of maternalization of
fathers. Those processes, according to
Sévilla, gave a strong contribution to
the effect of negotiation between pa-
rents and sons / daughters: within new
familiar models, parents prefer unde-
termined roles and pay more attention
to their sons’ wishes than to their edu-
cational needs.

Some pages of Sévilla’s analysis
focus on the lack of authority of pre-
sent familiar models. However, in my
opinion, he makes the same methodo-
logical mistakes as Galimberti does:
the phenomenon (the gradual disap-
pearing of a specific characteristic
of a microgroup) is interesting, true,
important, but it can’t be observed
in its simplest consequence. I mean:
why, actually, identifying computers,
videogames or [Pod as non-human
friends of sons and daughters, as the
objects who are responsible of their

loneliness? Would some tin soldiers, a
ball or an old doll reduce the quality
or quantity of their time spent alone?
In other words, the real problem is
the loneliness of sons and daughters,
not the kind of tools used for leisure
or domestic time. Apparently, adults
know tin soldiers but not computers,
pretend not to remember that objects
remain objects, and blame unknown
objects of taking their children away
from them. Actually, Sévilla stresses
the additional consequence deriving
from the above said phenomenon: is
it possible to logically link the lack of
perception of roles with the lack of at-
tribution of roles?

Liquidity and solidity

Benasayag and Schmit’s clinic
of bonds is an interesting idea, since
it refers to the category of distance
and aims at proposing active and en-
during horizons of sense. It is even
more important if we observe its po-
tential action in a context in which the
homo consumens lives as metaphori-
cal substitute of the homo politicus,
as Bauman states (Bauman, 2006).
Zygmunt Bauman’s analysis is clear.
His reflection explains and deepens
the reasons of his distinction between
liquid and solid modernity. Liquid is
a style which is unable to move with
the times, needs to constantly propose
new terminable tendencies and trends,
appoints a short life to behaviours and
attitudes, doesn’t realize that running
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doesn’t not necessarily imply a clear
direction while moving, fears exclu-
sion and prefers precariousness and
insecurity just to find itself ready to
all news, prefers speed than duration,
is unable to turn results into durable,
permanent and stable features, fears
disabilities, doesn’t aspire to durable
knowledge because it learns too fast
and rapidly forgets what it was unable
to personalise.

Bauman suggests some indicators
and descriptors of the deeply chan-
ged behaviours in the age of liquidity.
They are both important for us becau-
se we have to verify the existence of
some notions, categories and points
of view potentially useful to define a
pedagogical and didactical meaning.
According to Bauman:

- links and bonds are broken. To
move with the times of consume-
rism and not to be left behind by
those who run, a liquid man doesn’t
accept that his links with objects,
habits and people would hold or
puzzle him or impose standards,
stability and duration on him. Even
the idea of maternity, paternity and
family links changes, since children
are too expensive and mortgage a
difficult and long future;

- attention and concentration have
new goals. The rhythm of changes
asks to control directions and ten-
dencies, but the time in hand is so
short that a liquid man is only able
to control and cover irrelevant and

forgettable routes. Therefore, other
goals, such as physical integrity,
are given attention;

- consumerism is preferred. The li-
quid man prefers immediate and
temporary satisfaction because he
always concentrates on new desires
and objectives, prefers the logic of
rapid accumulation to postponed
pleasure, engagement, lasting, lear-
ning, thinking, deep reflection, sig-
nificant relations;

- the choice of concrete perspectives
is preferred. As to values, priorities
change according to individual de-
mands and modifies the approach
to self-awareness and projectual
attitude. The perception of a promi-
sing future and optimism disappear,
as Benasayag and Schmit stress
too. In other words, standardization
to consumerism modifies personal
/ collective needs and long term
plans. Such tendency even modifies
the perception of an investments on
human dimensions rather than on
material ones;

- projectuality and human qualities
are deleted. Spirituality, ethics, mo-
ralism, personal lifestyles and thin-
king styles, hopes, expectations,
meanings, reflections, analysis,
care, need too long time in such an
accelerated, unforeseeable and ex-
traneous age.

If Bauman is right, and if I were re-
quired to give up and think that change
has led to such consequences, I would
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only have to add that all adults should
be taken away from new generations,
misjudged and totally isolated. Though
pessimistic, Bauman’s point of view
deserves attention, as it introduces
ideas that can be translated into peda-
gogical discourses. According to him,
adult generations should contribute to
a strong reduction of individualisms in
the name of a common interest, should
increase the value of an ethic and pro-
fessional satisfaction; he states the ne-
cessity of a principle of reality rather
than a principle of pleasure.

His idea of the swarm is very pro-
mising for our aims. In liquid mo-
dernity, swarm’s actions confirm the
contemporary superficiality which
forgets solidity. The swarm is not a
solid group since it only selects tho-
se actions which can be considered
necessary to its objectives. It has no
schemes, does not like meanings,
prefers what is evanescent and tem-
po-rary. No leaders are identified in
it, since their position could change
according to all future directions. It
prefers provisional alliances with ex-
temporary people, with those who can
speak about everything but can teach
nothing, those who have no abilities
but only a verbal appeal, those who
have no notions about individual or
social narrations. The swarm doesn’t
care about people, but about numbers:
many members imply good directions,
while heretics and rebels must be iso-

lated. The swarm doesn’t allow dura-
ble bonds, doesn’t perceive future, is
unaware of the existence of memory.
In such a similar context, the sense of
perspective has no reasons to exist,
since the sense of promise is lacking:
desires should be hindered in order to
encourage new ones, needs should be
ephemeral, objectives should be subs-
tituted by microaims. In short, directly
and indirectly, Bauman states that the
liquid reality even changed the per-
ception of the values and sense which
have been characterizing the educatio-
nal and the helping professions, i.e.,
all the professions whose aim is of ta-
king in charge children, adolescents,
young and adult people. To the swarm,
knowledge is meaningless, competen-
ces are not useful, thinking is an obs-
tacle.

Zygmunt Bauman is one of the
few scholars able to read both micro-
perspectives and macroperspectives,
overviews and details. While the main
feature of exclusively catastrophic
theorists is pessimism, he is one of tho-
se who introduce points of view that
can be significant for interdisciplinary
analyses. Among those who are able
to translate their analyses in working
hypotheses, Edgar Morin is the bearer
of one of the most interesting propo-
sals; in his La téte bien faite (Morin,
1999), he uses a particularly dramatic
language, but some years after publis-
hing the above mentioned work, Mo-
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rin goes back over the problems on
which he had reflected from a pedago-
gical and educational perspective. The
category of excess summarises the
distances and the contradiction bet-
ween, on one side, the human respon-
sible attitude, which promotes arts and
sciences and should belong to homo
sapiens, and, on the other side, the at-
titude that defines the homo demens,
a calculating, cold, egocentric, des-
tructive barbaric person surviving in
contemporary urban babel. He argues
that Europe is currently living a criti-
cal moment and can only find, within
its culture, history, memory of barba-
rism and mistakes, the antidotes and
the tools for a new lasting humanism
as model for the planet (Morin, 2005).

Ulrich Beck has the same opinion,
since he sees a new humanism and a
cosmopolitan vision as the unique
choices for life, the unique models
able to resist egocentrism, nationa-
lisms and particularisms (Beck, 2004).
He argues that we urgently need a cos-
mopolitan consciousness to create a
cosmopolitan perspective, to reduce
our egocentric narcissism and to free
man’s actions and thoughts with the
aim of fostering cosmopolitan attitu-
des and behaviours.

From a pedagogical point of view,
therefore, Beck’s five sociological
principles are particularly interesting,
as they thoroughly are in opposition to
the ideas of nationality and territorial

identity, besides aiming at defining the
reasons and the sense of a cosmopolitan
vision. The first principle is concerned
with the crisis experience of societies,
that is, with the perceived interdepen-
dence, fostered by civilization, which
erases geographical and metaphorical
borders. The second principle deals
with the needed recognition of diffe-
rences among societies, the third one
with the cosmopolitan empathy and
change of perspective, the fourth with
the liveability in global society. The
fifth is concerned with the blending
of cultures and local, national, ethnic,
religious and cosmopolitan traditions:
cosmopolitanism without provincia-
lism is empty, provincialism without
cosmopolitanism is blind. Beck’s idea
is full of symbolic meanings, since
he proposes a cosmopolitan vision of
a glass world, in which cosmopolita-
nism is seen as an irreversible process
from an historical and geographical
point of view, as a bearer of loyalty,
new recognitions, transnational life
styles. It supports political and non-
governmental people, which are able
to promote men’s and environment’s
protection, to reduce all forms of po-
verty, to speak in the name of humani-
ty as international institutions can do
today with the experiences, for exam-
ple, of the International Court of Jus-
tice, FAO, World Health Organization.
His idea of a cosmopolitan perspective
might seem an utopia but he however
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stresses that it is neither a new version
of global brotherhood nor a new ver-
sion of provincialism, it is rather a new
form of realism.

Even Jeremy Rifkin, narrator of the
access age, states the need of rethin-
king the fundamentals which rule hu-
man relationships: according to him,
traditional institutions have lost their
dynamic characteristics as they are an-
ymore supported by traditional ideolo-
gies and commitments (Ritkin, 2000).
According to him, the central factor
and future ground for a positive change
will be intellectual property, the uni-
que dominant power. Ideas, concepts
and images will replace things and ob-
jects as values. Since intellectual pro-
perty can’t be exchanged and remains
forever in its owner’s hands, compa-
nies and markets will have to quickly
adapt to a transition from ownership
to access, to modify their current ope-
rating procedures, to answer to diffe-
rent economic laws. The traditional
economic laws and values can no lon-
ger foresee neither sellers and buyers,
but suppliers and users, nor physical
resources but intellectual resources.
Only durable and cheaper goods will
still have a market, the others will be
included in a system of services.

In terms of distance, we are inter-
ested in Rifkin’s world and in his his-
torical, geographical, political, social,
cultural, scientific and technological
points of view. As a matter of fact, if

he is right, the distance among gene-

rations will become deeper and deeper

and will produce new forms of absent
or ineffective communication. The
distance between those who have and
those who don’t have access to neither
food nor technologies will go on crea-
ting larger and larger distances. But
the sense of a new human identity will
develop everywhere, a kind of identity
engaged to enter into meaningful and
intense social relationships and into
significant emotional experiences.

And what kind of skills, personal
and communicative styles, participa-
tions and social relations, autonomy,
perception of himself and of people,
objects and cultural opportunities,
should have this new and protean
man? Rifkin has no doubts:

- new generations will experience
participation thanks to networks
and their interdependence. They
will feel important since they are
online and engaged in answering
and relating through social, cogniti-
ve and communicative processes (it
is, actually, what Gardner explains
as a risk in The app generation,
2013);

- asingle self will be impossible, be-
cause different opportunities and
places will require conscious and
various attitudes and behaviours
depending on interactors and con-
texts;

- a single self would only limit the
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manifestation of the many voices of
the ego. New generations will need
to become actors to perform and
meditate on several stages, within
individual and collective plays;

- participation, cooperation, interde-
pendence, teamwork will establish
new ethical standards annulling
competition;

- thanks to systemic thinking and pa-
rallel processing, meditation will
be more fluid and rapid, the ability
of reading events rather than single
situations will increase;

- the perception of the value of the
others’ minds and the need of per-
sonal and cultural contributions
from all over the world will weaken
the thresholds of intolerance;

- educational models will be based
on the sense of civilization and
responsibility, participation and
mutual support. Schools and com-
munities will participate and inte-
grate as networks, will support and
foster creative capacities, systemic
and systematic thinking. People
will be extremely competent, will
be able to solve problems, will live
the sense of being part of commu-
nities, will breath social trust and
empathy, will be aware of the role
of culture for the preservation of ci-
vilization.

Rifkin’s optimistic analysis is full
of concrete realities and meaningful

readings, but his discourse is quite
simplistic, since he carries out a too
hasty observation of the dynamics
between mind and brain, reality and
culture, perceptions of the world and
of life contexts, cognitive and identi-
ty processes, mnestic processes and
conscious action, interactions and re-
lations with a conscious self, selfconfi-
dence and personal choices and orien-
tations, elaboration of experiences and
meaning attributions. What Rifkin in
his prophetic zeal can’t see, while a
pedagogist and all educators should
do, is the real intensity of the never-
theless meaningful implications defi-
ned by catastrophists. As we have al-
ready seen, silence characterises both
the interactions adults / youngsters
and the educational relationship pro-
fs / students. We could conceive here
silence in the same terms: as absence
of thinking, voice, mind, intimacy; as
distance and separation from self and
from the world of interactions and
connections; as emptiness, darkness,
horror vacui.

According to Paul Virilio, that si-
lence is a kind of selective mutism of
individuals swamped by audiovisual
noises, unable to give sense to their
words and acts, deprived of the voice
of their thinking. In short, in his La
procédure silence, he introduces the
ideas of a voiceless silence and of a
silence of the visible; man has no time
to understand or reflect and remains in
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a total silence, listening to what media
incessantly say and needing greater
noise and buzz to fill his empty day
and brain (Virilio, 2000). The adult’s
silence and absence would lead to in-
tolerably painful consequences for his
sons and daughters. Solitude confirms
and introduces extraneousness, disi-
llusion, disappointment, doubt, sepa-
ration, disorientation, failure of com-
munication.

Thinking, reflecting and
newing education’s reasons

The possibility of finding in virtual
environments more and more space
for action, the possibility of additional
dialogues with individuals and groups,
as well as the possibility of new lan-
guages and comparisons, increase the
symbolic and cultural dimensions of
the “movement through” new thres-
holds and new inputs, new “Hercules’
columns” and routes, new forms of
surprise and expectations, new rites
and limits, new narrations and proce-
dures, new behaviours and attitudes,
new perceptions, as well as new obsta-
cles and difficulties, new familiarities
and unknown(s), new negotiations.
Whilst, however, for the contempo-
rary adults the new virtual territories
are often no man’s lands, for the new
generations they are and must be the
land of possibilities, to be visited to
learn; the pedagogical problem is that,
as always, children and adolescents

re-

have the right to be protected during
the tests that the movement to and fro
new thresholds and accesses, have the
right to be accompanied in the making
of an identity which may have the fea-
tures already defined as of a border
identity: they are identities that not
only perceive and experience culture,
knowledge, languages, vocabulary,
comparisons, even the awareness that
exists on both sides of a threshold, but
perceive and experience the wealth
of additional opportunities, habits,
meanings, values, principles, curiosi-
ties. Obviously, the border identity is
to be understood here as a dynamic
identity that lives close to a threshold,
whether it is a real geographical border
or a metaphor, able to reduce “extra-
neousness” and to read and participate
to the elaboration of great narrations.
The reason why the great narrations
deserve a great pedagogical interest
today, even with the use of currently
available technologies, is in the possi-
bility of elaborating biographies, au-
tobiographies, sociobiographies and
psychobiographies. The collective
narration is more than just word pro-
cessing, it becomes reading and inter-
pretation, immediate awareness within
a multiprojectual seat. And of course
it fosters primary skills, supports the
improvement of secondary skills, at
least:
- analytical: not only do they ask us
to understand ourselves, our com-
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petences, our limits and preferen-
ces, but also our awareness of the
characteristics of the context within
which our designs may be effecti-
ve;

- synthetic: they require the ability
to find significant relationships bet-
ween the results of the analytical
process and a kind of overview that
can not be the sum of the identified
details;

- metacognitive: they require the use
of cultural, mnestic and interpreta-
tive tools;

- orientative: they require refined
skills of observation and reading of
phenomena, aiming at understan-
ding the possible direction of social
and collective orientations;

- re-elaborative of values: they requi-
re sophisticated emotional skills in
order to understand values and prin-
ciples orientations that characterize
microcontexts and macrocontexts;

- programmatic: they require skills
in planning and programming a
project;

- reflexive: they require sophisticated
logical, representative and interpre-
tative skills.

Introspective and  retrospective
thinking, perspective thinking, na-
rrative thinking, all of them reflect
upon the contents of the processes
previously indicated from a point of
view that argumentative or logica-

largumentative thinking might have
missed, because they are all defined
by characterizing specific procedures,
not from mere historical reporting. In
fact, the former come from a deep re-
consideration, both deconstructive and
reconstructive, logical and explora-
tory, symbolic and hypothetical, self-
critical and metacognitive. This recon-
sideration should be achieved through
procedures that require research, rea-
soning, intent, motivation, selective
and distinctive skills, discernment and
insight. In other words, it includes, at
least, research, analogical reasoning,
quasi paradigmatic logic.

The keywords in the pedagogic vo-
cabulary do not change, because they
still are responsibility, creativity, in-
tentionality, choice, autonomy, partici-
pation, sense of citizenship, etc.

To renew the reasons of educa-
tion means, from my point of view, to
support a new idea and new forms of
educability, based on different dimen-
sions:

- accessing in order to learn,

- perceiving in order to learn,

- interacting in order to learn,

- knowing in order to learn,

- understanding in order to learn.

And it means that new categories
for educability must be elaborated; at
least:

- asto reasons: logical and phenome-
nological consistency, adequacy,
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credibility, significability, mediabi-
lity, interestability, motivability;

- asto contents: logical and argumen-
tative consistency, appropriateness,
reliability, functionality related to
objectives and tools, understan-
dability, coherent modularity, fle-
xibility, usability and reusability,
customisability, contextuality, up-
datability, plurality of viewpoints;

- as to methodologies: logical and
organizational consistency, syste-
matic propaedeuticity, malleability,
intentionality;

- as to resources and settings: logical
and instrumental consistency, usa-
bility, flexibility, planning of expe-
rimental workpackages, dynamism,
shareability, synchronicity.

In other words: the necessary avai-
lability to change asks for new attitudes
and new approaches. It asks younger
generations to be global, it asks adult
educators to rethink roles and ethics.
Of course, those effects fall within tra-
ditional scholastic settings and within
non-scholastic educational settings or
parallel school. Above all, they allow
the opportunity of elaborating new
educational approaches, new educa-
tional methodologies and strategies,
aiming at overcoming the boundaries
that still exist among different educa-
tional settings. Actually, the effects of
these issues stress the necessity:

- to integrate formal, non-formal and

informal skills,

- to strengthen the relationship
between content, concepts and
meanings,

- to prefer interdisciplinary choices,

- to permanently move the attention
on learners,

- to network actions and collabora-
tions.

As one can see, new necessities do
not appear new at all, but their meaning
and sense do. Either we accept the fact
that traditional approaches and strate-
gies cannot face new challenges or we
must say that Neil Postman, quite two
decades ago, was right: if schools do
not change their styles, it will be better
to close them and give younger gene-
rations, at least, the opportunity to be
free to learn wherever better opportu-
nities will be available.

What for us, either as educators or
pedagogists or adults, should be of in-
terest is: personal responsibility and
professional ethics are forced to ma-
ture quickly and regain the true role of
education, which is to foster interest,
motivation, pleasure to learn and use
critical thinking, because the skills
and awareness(es) required, to those
who like to know, are many. Second,
it reaffirms the value and meaning of
an adults’ world reliable, credible, rea-
chable.
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