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Primary and secondary school teachers’
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Competency-based education is one of the challenges currently faced by social science

teachers. At present, there is an abundance of research on competencies relating to the social

sciences which favour the development of historical thinking among learners. The ongoing

training of teachers is of vital importance when it comes to shifting the method of teaching

towards approaches which focus more on the learner, which favour the teaching of historical

contents and competences aimed at forming a critical citizenship. For this reason, the two

objectives of this study are to discover which disciplinary contents are considered by teachers

to be most relevant for the teaching of history and what training is required by teachers who

give social science classes in primary and secondary education in Spain. The research is a

non-experimental mixed-methods study. In order to achieve the first objective, a quantitative

analysis has been carried out of the data obtained from a questionnaire with a Likert-type

scale administered to 332 primary and secondary teachers in Spain. To achieve the second

objective, the information obtained from 12 interviews with primary and secondary school

teachers in Spain has been analysed in a qualitative way. The results obtained indicate that

teachers update their disciplinary knowledge via scientific journals and that they are inter-

ested in receiving training in historical thinking skills, active learning methods and ICT

resources. Based on these training needs, it is concluded that teachers currently envisage a

teaching model in the social sciences which is more competency-based and focused on the

active participation of the learner.
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Introduction

In recent years, ongoing teacher training has been, perhaps, one
of the most burning issues associated with the demand for the
updating of knowledge due to constant reforms and the con-

tinuous evolution of society (Barnes et al., 2017; Cochran and
Zeichner, 2005; Darling and Bransford, 2005; Miralles et al.,
2019). Such training is essential in order to be able to carry out
the teaching and learning process of history as a social science, as
the teacher must be trained in the knowledge, he/she transmits,
the way in which he/she does this and the resources to be used.
This also requires the carrying out of activities of scientific,
educational and professional updating.

Therefore, it is important to reflect on the knowledge possessed
by teachers in relation to the successful mastery of the tasks of
their trade (Berliner, 2001; Bromme, 2001). As long ago as 1987,
Shulman proposed the classification of the components of
teaching knowledge and Gudmundsdóttir and Shulman (2005)
proved that this knowledge is essential for the effective use of
curricular materials, the design of classroom activities and the
achievement of the effective learning of the subject matter. One of
the integrated training models regarding disciplinary, pedagogical
and technological competences, which has also been studied in
relation with the social sciences is the Technological Pedagogical
Content Knowledge (TPACK) model designed by Mishra and
Koehler (2006). This model, although originating from the field of
technology, has contributed towards determining the level of
competence of teachers in order to integrate a set of knowledge
and skills into their teaching activity (Koehler et al., 2015). The
model consists of seven dimensions resulting from the three basic
competences expected of a teacher: disciplinary (CK), pedagogical
(PK) and technological (TK) and the intersections among them
(PCK, TCK, PTK and TPACK).

Research on teacher training via the TPACK model has been
abundant in recent years to the point of becoming a leading line
of research on an international level (Akturk and Ozturk, 2019;
Cabero, 2014; Colomer et al., 2018; Reyes et al., 2017; Roig and
Flores, 2014). The most recent studies have been aimed at com-
pleting the theoretical design of the TPACK model (Koh and
Chai, 2014; Herring et al., 2016; Olofson et al., 2016) and of
teacher training courses which include the conceptual elements of
this model (Cózar et al., 2015; Gómez, 2016; Mouza et al., 2014;
Niess and Gillow, 2013). These training actions propose
improvements in the level of competency of teachers while taking
into account the integration of content, pedagogical and tech-
nological knowledge which the TPACK model advocates.

Teacher training must seek a balance between knowledge, skills
and expertise and, as a result, it is necessary to combine strategies
which promote disciplinary and teaching knowledge within the
teaching and learning process of the social sciences in primary
and secondary education, paying particular attention to methods,
activities and resources (Gómez and Rodríguez, 2014; Zahonero
and Martín, 2012). In this context, it is necessary to be aware of
teachers’ perspectives of the disciplinary dimension of the content
(CK), the topics which they prioritise in their teaching and their
teaching knowledge (PK), which converts their teaching into
teachable and comprehensible knowledge (Bolívar, 2005).
Therefore, the challenge which is posed today is to be able to train
teachers who are competent when integrating their content,
pedagogical and technological knowledge in order to improve
their students’ learning (Bolívar, 2012; Perrenoud, 2007). In the
current context, we must also take into account The European
Framework for the Digital Competence of Educators (DigCom-
pEdu), which is a scientifically sound framework describing what it
means for educators to be digitally competent. It provides a general
reference frame to support the development of educator-specific
digital competences in Europe (Redecker and Punie, 2017).

The in-service training of social science teachers is also a
research line with a long history due to the fact that the updating
of content knowledge, providing teachers with the necessary
training for a good development of their teaching practice, is
fundamental in the teaching profession (Barnes et al., 2017;
Gonzaĺez and Skultety, 2018; König et al., 2017; Yeşilpınar and
Karakus, 2017). In-service teacher training has become even more
important lately, if that is even possible, due to the appearance in
recent decades of the competences in the educational sphere and
advancements in the field of historiography and the teaching of
the social sciences. This process of change implies a preoccupa-
tion with the ongoing disciplinary, pedagogical and educational
training of teachers, which is gradually gaining ground against
training of an academic, technocratic and traditional nature, only
concerned with improving disciplinary knowledge. This trend, via
the European impetus, is what makes it possible to think with
optimism that progress is being made towards an improvement in
the training of social science teachers (Maldonado, 2004; Miralles
et al., 2018). In the specific case of Spain, there has been much
specific research on the in-service training of social science tea-
chers over the past two decades (Benejam Arquimbau, 2002;
Domínguez, 2006; Miralles et al., 2019; Pagès et al., 2000; Sobe-
jano, 1997; Trigueros et al., 2010). The same is true in the case of
Latin America, in countries such as Chile (Vásquez, 2005),
Venezuela (Zamudio, 2003) and Brazil (Oliveira, 2015).
In order to clearly define the design and planning of a useful

in-service training programme for teachers, it is necessary to
perform a diagnosis to discover, among other aspects, what
knowledge is possessed by teachers and what training needs they
have. This is the aim of this study, which attempts to define what
knowledge social science teachers consider to be most relevant,
whether that knowledge is related to significant historical char-
acters and events of a political and institutional nature, or whe-
ther it concerns explaining historical processes or social and
cultural contents. Based on these findings, the teachers were asked
whether they consider that their disciplinary knowledge is up-to-
date, how they update themselves and what training needs they
consider they have in this regard. Therefore, the research question
of this study is: What are the disciplinary and educational
training needs of history teachers in primary and secondary
education in Spain? Based on this question, the research is
structured around two specific objectives:

• SO1. To discover which disciplinary contents teachers
consider to be most appropriate for the teaching of history
and to discover whether there are significant differences
depending on the stage of education.

H0: There are no statistically significant differences in the
evaluations made regarding the relevance of the disciplinary
contents according to the stage of education in which history is
taught.

H1: There are statistically significant differences in the eva-
luations made regarding the relevance of the disciplinary contents
according to the stage of education in which history is taught.

• SO2. To analyse the opinions of primary and secondary
teachers regarding the degree to which their knowledge of
disciplinary contents is up-to-date and their training needs.

Methods
This research is a non-experimental mixed-methods study. The
application of a mixed methodology in this research is appro-
priate in order to achieve a degree of complementarity in the
results obtained according to the specific objectives which have
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been defined (Nunez, 2018). In order to achieve the first specific
objective, a quantitative analysis of the data obtained via a
questionnaire with a Likert-type scale (1–5) has been carried out.
Designs employing questionnaires are extremely commonplace in
the field of education as they can be applied to a multitude of
problems and make it possible to collect data on a high number of
variables and to measure the results (Sapsford and Jupp, 2006). In
order to achieve the second specific objective, the decision was
taken to apply a qualitative exploratory method via interviews
with practicing teachers (see Supplementary Information).
Interviews are of use when it is desired that the subjects describe
complex phenomena and facts which are the object of study
(Pérez-Juste et al., 2012). The informed consent of the partici-
pants was obtained for this purpose. In addition, a favourable
report was received from the Research Ethics Committee of the
University of Murcia.

Participants. In the case of the survey conducted during the
2019–2020 academic year among practising teachers, the sample
consisted of 332 teachers. Of these, 170 (51.2%) taught history in
primary education (6–12 years of age), 157 (47.3%) taught in
compulsory secondary education (13–16 years of age) while 1.5%
did not indicate the educational stage in which they taught. In
spite of the fact that this is not a probabilistic study, the parti-
cipants came from 10 of the 17 Autonomous Communities which
make up the state of Spain (Andalusia, Asturias, the Canary
Islands, Castile and León, the Valencian Community, Extrema-
dura, Galicia, Madrid, Murcia and the Basque Country).
According to the official data of the Spanish Ministry of Educa-
tion, there were 712,181 teachers in non-university education in
the 2019–2020 academic year. Therefore, the sample size is
situated in a margin of error of 5% and a confidence level of 95%.
This lies within the advisable limits in research in the fields of
education and the social sciences (3–5%). Thus, the conclusions
drawn from the research are useful (López-Roldán and Fachelli,
2015). Of the 332 participants, 175 (52.7%) were women and 156
(47%) were men, with one person (0.3%) marking the box for
“Other option”. Finally, the age ranges of the participants in the
survey can be observed in Table 1.

Twelve teachers participated in the interviews, conducted
between March and April 2020, six of whom taught history in
primary education while the other six taught in compulsory
secondary education. Although the sample is not probabilistic,
due to questions of convenience, the interviews focused on
history teachers from schools in the Anonymous. However, it was
ensured that the teachers selected had different socio-
demographic profiles. Thus, the variables taken into considera-
tion are as follows: the level of education in which they taught
(primary, secondary-baccalaureate, university), sex (women and
men), academic training (graduate degree/master’s degree/
doctoral studies related with education and humanities), years
of teaching experience (more than 2 years) and type of school
(state/state-subsidised) (Table 2).

Data collection tool. The questionnaire, designed within the
framework of a national research project coordinated by three
research groups in the field of the teaching of the social sciences
from Spanish universities, was entitled “A questionnaire on ways
of approaching the teaching of history” and consisted of a Likert-
type response scale of five values. It was an additive scale with an
ordinal level (Namakforoosh, 2000), which can also be called a
summative scale given that the scoring of the surveyed subject
constitutes the sum of the scores obtained for each item (Guil,
2006). In this case, the decision was taken to use five response
options according to the recommendations of authors such as
Bisquerra and Pérez-Escoda (2015) and Matas (2018).

The first part of the questionnaire related to identification with
10 fields for gathering data of a socio-demographic nature (sex,
age, academic training in higher education, the stage of education,
administrative situation and type of school, the province where
the school is located, years of teaching experience, other stages of
education in which the subject has taught, participation in
teaching innovation projects and their scope). The second part
consisted of two blocks. The first, entitled “On teaching
approaches”, consisted of 20 items which characterised three
teaching models. This block corresponds to the questionnaire
“Approaches to Teaching Inventory (ATI)” published by Prosser
and Trigwell (2006). Specifically, for the purposes of this study,
the Spanish version of the ATI questionnaire proposed by
Monroy et al. (2015) was employed, which limits to 20 the items
and their statements have been adapted in order to make
reference to the subject of history.

The second block of the questionnaire was designed ad hoc for
this research and is entitled “Opinions and conceptions on the
teaching of history and teaching competencies”. It consisted of 58
items grouped into five dimensions with a Likert-type five-point
scale ranging from “not very relevant” to “extremely relevant”. In
the first dimension, those surveyed were asked about the
relevance of certain historical topics when teaching the subject.
In the second dimension, they were asked about the development
of historical competences in the classroom. The third dimension
inquired about the appropriacy of certain educational resources
for teaching history while the fourth concerned the tools
employed for the assessment of history. The last dimension was
concerned with how the teachers taught conflictive historical
topics in the classroom. This second block was based, on a
theoretical level, on the “Beliefs About History Questionnaire”,
designed by Maggioni et al. (2009) and that has been translated to
Spanish and used in the Spanish context with pre-service teachers
(Miguel-Revilla et al., 2017, 2020a). In addition, for the
identification of historical competences, the studies of Wineburg
(1991) and Seixas and Morton (2013) have been followed and
those developed in Spain by Carretero (2019a), Domínguez
(2015), Gómez and Sáiz (2017), Gómez and Miralles (2016),
González et al. (2011), López-Facal et al. (2011) and Sáiz and
López-Facal (2015). In this specific study, from the socio-
demographic data obtained, the independent variable of the
educational stage in which history is taught will be employed,
along with the results of the items from the first dimension of the
second block, relating to the teachers’ opinions on the relevance
of certain contents in the teaching of history, as contrast variables
(Table 3).

The first block of the survey was validated by the authors of the
proposal on which it is based (Monroy et al., 2015) and its validity
was contrasted in the successive studies published by its authors
Trigwell and Prosser (2004) and Prosser and Trigwell (2006). The
second block of the survey was validated in terms of clarity and
relevance by a panel made up of seven expert researchers in the
teaching of the social sciences from different Spanish universities
(four researchers from the area of Didactics of Social Sciences,

Table 1 Age ranges of the participants.

Age n Percentage

20–29 26 7.83
30–39 83 25
40–49 104 31.32
50–59 94 28.31
60 and over 24 7.22
N/A 1 0.30
Total 332 100
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one from the area of Research Methods and Educational
Diagnosis and one from the area of Didactics and School
Organisation and one from the area of Educational Psychology).
The information from a validation guide with Likert-type
responses (1–4) was analysed via descriptive statistics and
interjudge agreement. All of the items of the second block
obtained scores higher than 3. Therefore, following the
interpretation of the results of the validation, the statements of
the items of the questionnaire were not modified. One of the
limitations of the instrument used is the convenience of a
confirmatory factor analysis to check the validity of the construct
and measure the internal consistency of the questionnaire using
the Cronbach´s alpha coefficient.

In order to achieve the second objective carried out via
qualitative analysis, a structured written interview was adminis-
tered to practicing teachers entitled “The training needs of
teachers” (NEFOPRO, in its Spanish acronym) (see Supplemen-
tary instrument). This interview consisted of 10 questions with

open responses which aimed to reveal whether the teacher has
received updated training in terms of his/her disciplinary
knowledge of the social sciences, active methodologies for the
teaching of the social sciences, in what way and how often this
knowledge is updated, what degree of satisfaction the subject has
regarding the training received, what necessities he/she has with
regard to the subject matter in general and in relation to
geographical and historical thinking in particular, and, last of all,
in what way he/she would like to receive training (courses,
workshops, innovation projects, seminars) and how (in-person,
distance learning or mixed). The interview concluded with an
open question so that the person interviewed could express any
other consideration related with the training needs of teachers in
the social sciences.

Procedure and data analysis. In order to collect the data from the
questionnaire, members of the research teams of the project from
different Spanish universities were contacted and the ques-
tionnaires were distributed on paper and online. The protocols
for the collection and handling of the data received a favourable
report from the research ethics committees of the coordinating
universities. The descriptive and inferential analyses were carried
out using Mplus 7.0 (Muthén and Muthén, 2015). In particular,
in the descriptive analyses, central tendency measures were cal-
culated (mean, typical deviation and median). Secondly, infer-
ential analyses were carried out by way of the Mann–Whitney
U test in order to seek and identify the statistically significant
differences between the independent groups. Non-parametric
tests were employed due to the fact that the variables were ordinal
(Espinoza, 2018).

The interviews were administered in written form in order to
facilitate their mechanisation and later qualitative analysis via the
ATLAS.ti 8 programme. In order to carry out the systematisation
of the data, after repeated readings of the data units, and via a
consensus among the authors responsible for this study, a prior
system of categories and subcategories was drawn up, which was
then validated by two external researchers, obtaining a Kappa
coefficient of 0.83. Following the final agreement among the
authors of the study, two subcategories proposed by the validators
were added, thereby making 5 categories and 12 subcategories, to
which codes were added with the aim of facilitating the analyses
with the ATLAS.ti programme. Last of all, using this programme,
codes were assigned to the subcategories employing an open
coding system (Strauss and Corbin, 2002). The codes were
obtained via a detailed reading in which the most relevant
concepts contained in the responses of those interviewed were
identified. These concepts were analysed and compared to
observe similarities and differences and their degree of

Table 2 Socio-demographic characteristics of the teachers interviewed.

Code Educational level Sex Academic training Years of experience Type of school

I1 Primary Woman Degree/Master’s/PhD student 25 Public
I2 Primary Man Degree/Master’s/ PhD student 2 Public
I3 Primary Man Diploma/Degree 35 Public
I4 Primary Man Diploma/Degree 18 Public
I5 Primary Woman Degree/Master’s/ PhD student 3 Public
I6 Primary Man Diploma/ PhD student 3 State-subsidised
I7 Secondary Man Diploma/Degree/ PhD student 23 Public
I8 Secondary Man Diploma/Degree/PhD 34 Public
I9 Secondary Man Degree 13 Public
I10 Secondary Woman Diploma/Degree/Master’s/PhD student 13 State-subsidised
I11 Secondary Man Degree/Master’s/PhD 3 Public
I12 Secondary Woman Degree/PhD 27 Public

Table 3 Items from the first dimension of the questionnaire.

No. Items

1 Main historical events which make it possible to understand the
origin of the nation

2 Main political characters and military leaders
3 Economic issues: the development of agriculture, trade and

industry
4 The great processes of humanity (the Neolithic Revolution, the

Industrial Revolution, etc.)
5 History of transversal issues which may motivate pupils: the

history of housing, the history of food, the history of transport, etc.
6 The history, culture and heritage of your local area and your region
7 The history, culture and heritage of our country
8 The history, culture and heritage of other, more distant, countries
9 The history of interesting characters: conquerors, inventors,

artists etc.
10 The everyday life of ordinary people
11 The history of women: writers, scientists, etc.
12 Genocide and dictatorships
13 The disappeared, mass graves and political and social repression
14 The development of democracy and political participation
15 The development of human rights, social demands and struggles

for equality
16 Migratory and religious conflicts
17 Feminism, sexism, gender identities
18 Environmental issues, landscape and the exploitation of natural

resources
19 Identities, social representations and cultural practices
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significance so as to be identified as codes (Charmaz, 2007). The
final results are shown in Table 4.

The results obtained are presented below according to one method
or another, which shall later be interpreted in terms of comple-
mentarity in order to answer the main objective of the research.

Results
The results obtained are presented below according to the specific
objectives proposed in this study.

• SO1. To discover which disciplinary contents teachers
consider to be most appropriate for the teaching of history
and to discover whether there are significant differences
depending on the stage of education.

The results of the descriptive analysis indicate that the dis-
ciplinary contents considered most relevant for the teaching of
history are the development of human rights, social demands and
struggles for equality (item 15) and the development of democracy
and political participation (item 14). Both items obtained average
values of around 4.5 points out of a maximum of 5 (“Extremely
relevant”) on the response scale. On the other hand, the disciplinary
contents considered least relevant by the teachers surveyed are those
relating to the main political characters and military leaders (item 2)
and the history, culture and heritage of other, more distant coun-
tries (item 8). In these two cases, the teachers surveyed gave these
contents an intermediate score (“Neither relevant nor irrelevant”)
concerning the teaching of history (Table 5).

The comparison between primary and secondary education
teachers, via the inferential analysis, reveals that there are sig-
nificant differences (p < 0.05) as far as the evaluations given of the
relevance of the disciplinary contents highlighted for the teaching
of history are concerned. In particular, in 12 of them, the null
hypothesis regarding the evaluation of the disciplinary contents is
rejected, depending on the stage of education in which history is
taught (Table 5). The greatest differences occur in the contents
relating to the history of interesting characters (item 9), the dis-
appeared, mass graves and political and social repressions (item
13) and the main historical events which make it possible to
understand the origin of the nation (item 1). Items 9 and 1 were
valued more highly by primary teachers of history, whereas item
13 was valued more highly by secondary history teachers (Table 6).

On the other hand, the contents in which no significant dif-
ferences have been found according to the answers given by the
primary and secondary teachers are the history, culture and
heritage of other, more distant, countries (item 8) and economic
issues: the development of agriculture, trade and industry (item 3)
(Table 7).

• SO2. To analyse the opinions of primary and secondary
teachers regarding the degree to which their knowledge of
disciplinary contents are updated and their training needs.

Table 4 Categories, subcategories and code of the interview.

Category Subcategory Codes

Updating (U) Disciplinary updating (DIS.U) Reasons/Difficulties
Educational updating (EDU.U) Reasons/Difficulties
Procedure (PR) Courses/Workshops/Mass media/Digital platforms/Social networks/

Scientific meetings/Innovation projects
Training needs (TN) Disciplinary training (DIS.T) Competencies/Geographical thinking/Historical thinking

Educational training (EDU.T) ICT resources/Gamification/Flipped classroom/Role playing
Teacher training (TT) When (TT.W)

By whom (TT.BW) CPR/University of Anonymous
Satisfaction (TT.S) Positive/Negative
Type (TT.T) Courses/Workshops/Mass media/Digital platforms/Social networks/

Scientific meetings/Innovation projects
Format (TT.F) In-person/Distance learning/Mixed

Considerations (CO) Disciplinary field (DIS.F) Difficulties/Expectations
Educational field (EDU.F) Difficulties/Expectations

Table 5 Measures of central tendency on the relevance of
contents.

Disciplinary contents n Mean SD Median

Item 1 332 3.76 1.125 4
Item 2 332 3.11 1.057 3
Item 3 332 4.06 0.799 4
Item 4 332 4.45 0.691 5
Item 5 332 3.98 0.871 4
Item 6 332 4.34 0.737 5
Item 7 332 4.39 0.698 5
Item 8 332 3.69 0.843 4
Item 9 332 3.80 0.947 4
Item 10 332 3.97 0.871 4
Item 11 332 4.19 0.843 5
Item 12 332 3.99 0.866 4
Item 13 332 3.70 1.052 4
Item 14 332 4.47 0.659 5
Item 15 332 4.58 0.615 5
Item 16 332 4.12 0.783 4
Item 17 332 4.02 1.050 5
Item 18 332 4.38 0.778 5
Item 19 332 4.16 0.802 4

Table 6 Contents for which the null hypothesis is rejected
and mean values.

Contents Z p-value Mean primary Mean secondary

Item 1 −3.635 0.000 3.96 3.52
Item 2 −2.243 0.025 3.24 2.97
Item 4 −2.216 0.027 4.36 4.55
Item 5 −2.087 0.037 4.08 3.87
Item 9 −5.198 0.000 4.07 3.50
Item 10 −2.092 0.036 3.87 4.09
Item 12 −3.211 0.001 3.85 4.17
Item 13 −4.845 0.000 3.43 4.01
Item 14 −3.356 0.001 4.35 4.61
Item 15 −2.212 0.027 4.52 4.67
Item 16 −3.532 0.000 3.97 4.30
Item 18 −2.154 0.031 4.48 4.30
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The qualitative analysis carried out in relation to the “Dis-
ciplinary updating” (DIS.U) subcategory reveals that the primary
school teachers have answered in an uneven manner as three of
those interviewed (I1, I3 and I4) stated that their disciplinary
knowledge is up-to-date, but two of them (I2 and I6) claimed that
theirs was not and another (I5) responded “to some extent”,
recognising that her teaching knowledge was superior to her
disciplinary knowledge. The reasons of those responding affir-
matively are diverse. Two of the interviewees stated that the
reason was related with the area or department to which they
belong.

“I am quite interested in the area and because I work
directly in this field” (I1).

“In the department I work in, knowledge is updated
progressively” (I4).

On the other hand, those stating that they are not updated in
terms of the disciplinary contents associated to the social sciences
(geography and history) claim as the reason the speed at which
knowledge advances in the present day, thereby making it diffi-
cult for them to be up-to-date or they recognise, as is the case of
I2, that they have not updated their disciplinary knowledge since
finishing their initial teacher training.

In the case of secondary school teachers, all of those inter-
viewed have responded affirmatively to the question of whether
they are updated in terms of disciplinary knowledge. However,
the verb most used among the interviewees was “to attempt”,
which indicates that they have an interest in such updating, but
that it is below the level that they would like it to be. If attention is
focused on the analysis of the “reasons” code, it has also shown
the existence of two key concepts when delving deeper into this
updating of teachers’ knowledge. These concepts are “pro-
fessionality” and “pupils”. First of all, the interviewees understand
that the updating of their scientific and educational knowledge is
part of their profession.

“To be a good teacher, it is necessary to have your scientific
and educational knowledge up-to-date” (I8).

“I attempt to be up-to-date in all the field of knowledge
required by my profession, reading and studying new
research, findings and studies which are published, and
which are related with the knowledge of the subjects I
teach” (I9).

“A teacher should always have the vocation to continue
learning in order to give of the best of him/herself to his/her
pupils” (I12).

This interviewee mentioned something that others pointed out
as another of the specific reasons for justifying the updating of
their knowledge, namely the lack of motivation among pupils

with regard to the subject of social sciences and low academic
achievement.

“I have always been concerned with finding a method
which can adequately cater for diversity in the classroom.
I do not avoid my responsibility when pupils are lost along
the way in apathy and demotivation” (I12).

“Countering the truancy and poor results of my pupils has
forced me to retrain day by day” (I10).

As far as the subcategory of procedure (PR) is concerned, the
method of updating mentioned by all of the interviewees from
primary education is via articles in specialised journals and bib-
liography. In addition, four of them (I7, I9, I11 and I12) stated
that they update themselves via digital platforms such as social
networks. Only two of them stated that they do so via training
courses. In the case of secondary school teachers, all of those
interviewed declared that they update their knowledge through
articles in specialised journals, followed by courses in the Teacher
Training Centre of the Anonymous. In third place is the use of
the Internet and social networks and, last of all, participation in
scientific meetings and congresses, research groups and consult-
ing the mass media (press and television) and popular magazines
(Fig. 1).

In the second category on training needs (TN), the subjects
interviewed focused on needs of an educational nature. In par-
ticular, the primary teachers, with the exception of I3, mentioned
that they have training needs. In half of the cases (I1, I2 and I6),
these needs are focused on the use of ICT resources for the
teaching of the social sciences. In two cases (I4 and I5) they are
centred on other, non-disciplinary, aspects and are related to
individualised attention, conflict management, planning skills and
attention to diversity. In the case of the secondary school teachers
interviewed, all of them stated that their training needs are related
to methodological aspects regarding the subject of the social
sciences. Specifically, with the exception of I9, all of the inter-
viewees pointed towards the necessity of training in the use of
ICT resources in the classroom for the teaching of the social
sciences. Furthermore, two of them (I9 and I11) also mentioned
training needs relating to the use of educational strategies
focusing on the pupil (Fig. 2).

When asked about their interest in receiving training in dis-
ciplinary aspects relating to the social sciences, the interviewees
responded favourably to being trained in issues relating to com-
petencies, geographical thinking and historical thinking. The
majority of the primary teachers, with the exception of I3, who
had recently retired, also responded affirmatively to training in
these issues. I1 even stated that “there is a lot of progress to be
made in this question”. All of the secondary teachers, with
the exception of one case who stated that he is not interested at
the moment (I11), responded that they are indeed interested in
receiving training in the contents mentioned.

Table 7 Contents for which the null hypothesis is maintained
and mean values.

Contents Z p-value Mean primary Mean secondary

Item 3 −0.022 0.982 4.07 4.06
Item 6 −1.683 0.092 4.41 4.27
Item 7 −0.152 0.879 4.38 4.40
Item 8 −0.011 0.991 3.70 3.68
Item 11 −1.651 0.099 4.29 4.12
Item 17 −0.167 0.867 4.05 4.01
Item 19 −0.099 0.921 4.17 4.16

Fig. 1 Word cloud for the subcategory procedure. Source: figure generated
by the ATLAS.ti software. This figure is covered by the Creative Commons
Attribution 4.0 International License. Reproduced with permission of
ATLAS.ti; copyright © ATLAS.ti Scientific Software Development, all rights
reserved.
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The analysis of the third category “Teacher training” serves to
define the in-service training received recently (TT) and by whom
it was given (TT.BW). In this regard, five of the primary teachers
interviewed had received recent training (2019–2020) by way of
courses given in two cases by the University of Anonymous and,
in another two cases, organised by the Teacher Training Centre
(CPR, in its Spanish acronym) of the Anonymous. The answers
provided by the secondary school teachers are extremely similar,
with all of them, with the exception of I8, stating that they had
received recent training. In three cases, the training was received
via courses from the CPR while another two teachers had taken
courses organised by the University of Anonymous and by a
banking institution.

As regards the level of satisfaction with the training received
(TT.S), the primary teachers interviewed claimed to be satisfied in
one case (4) and extremely satisfied in another case (E1). The rest
stated that their level of satisfaction was intermediate. In the case
of the secondary teachers, four were satisfied with the training
received while two (I9 and I10) were not. Both the primary and
secondary teachers coincided in evaluating their level of satis-
faction with regard to the training received according to whether
it proved “applicable” to their teaching. This concept appears as
the reason put forward explicitly by half of those interviewed.

As far as the type of training (TT.T) that the teachers inter-
viewed would like to receive is concerned, four of the primary
school teachers (I1, I2, I5 and I6) were in agreement in men-
tioning educational innovation projects relating to the teaching of
the social sciences, with only two of them mentioning doing
courses (I4 and I5). As for the secondary teachers, all of those
interviewed mentioned educational innovation projects, with only
two of them mentioning doing courses (I7 and I9).

As for the format of the training (TT.F), on the whole, the
primary teachers surveyed (4 out of 6) preferred that it be online
and, in second place, mixed. On the other hand, half of the
secondary teachers surveyed preferred the training to be online
and the other half mixed. Only 3 (I8, I9 and I12) of the 12
teachers surveyed mentioned training in person.

As far as the last category regarding the “Considerations” (CO)
of the interviewees about their training needs is concerned, these
focus, again, on training in the use of innovative resources for the
teaching of the social sciences. Specifically, the most repeated
concept is that of “resource”, followed by “transversality”. With
regard to teaching resources, several of those interviewed pointed
out the necessity of using resources which favour the active
participation of the pupils. Via the analysis of the “interests” and
“difficulties” codes, it is possible to perceive the educational
reality of teachers when teaching the social sciences, specifically in
relation to the difficulties expressed in the following statements:

“I detect an abusive use of the textbook and a lack of
current texts which reflect on events close to the
pupils” (I4).

“The intense daily activity we have to bear makes it difficult
to change educational models and we tend to use existing
resources, which traditionally transmit concepts and are not
very active” (I5).

“Primary teachers, in addition to an ever-greater lack of
knowledge of these sciences, still use a methodology
fundamentally based on masterclasses and on the synchro-
nous explanation of historical events” (I9).

“In the end, the teacher ends up making basic use of what
he/she finds on the Internet, without corroborating its
suitability, basing themselves on what has been done by
others and their opinions, without the capacity of
generating their own material and without knowing how
to access the appropriate tools due to a lack of personal
training and a lack of facilities offered by schools, who are
too attached to the publishers” (I12).

Another of the difficulties mentioned by several of those
interviewed is the lack of transversality between the contents of
different subjects and, therefore, between the teachers of different
areas of knowledge.

“I observe an extremely scarce interrelationship of our
subject with other areas, which makes it difficult to establish
an overall learning project” (I4).

“One of the aspects which, in my opinion, can be improved
in secondary and baccalaureate education is the practice of
active methodologies in an interdisciplinary manner” (I6).

Finally, with regard to the “expectations” code, two of the
teachers interviewed mentioned training in competencies as one
of the fundamental aspects for change in the teaching of the social
sciences.

“A more in-depth training in this area is necessary in order
to reinforce the competencies of the pupils via a more
personalised teaching method which is adapted to the needs
of the pupils” (I4).

“PBL methods must be employed in an integral and
transversal manner in both primary and secondary schools.
I believe that the methodology of the future will go in this
direction” (I2).

“The development of the specific competencies of the social
sciences in pupils via active learning methods may be the
way to achieve this transformation” (I1).

Discussion and conclusions
As far as the first objective relating to the evaluation made by the
teachers surveyed of the most relevant topics for the teaching of
history is concerned, a change in teachers’ traditional conception
of the teaching of the social sciences can be noted, as the least
valued contents are those relating to significant political figures
and military leaders. In Spain (Carretero, 2019b; Sáiz and López-
Facal, 2012; Valls, 2012) and other European countries (Armas
et al., 2019; Barton, 2010), these contents have for decades sus-
tained a historical narrative which fulfilled the function of
creating a national identity among pupils. On the other hand, the
contents which the teachers surveyed considered to be extremely
relevant are those which encourage ideals of active citizenship
and democracy among pupils, in other words, the development
of human rights, struggles for equality, the development of
democracy and political participation. One of the reasons for this

Fig. 2 Word cloud for the subcategory educational training. Source: figure
generated by the ATLAS.ti software. This figure is covered by the Creative
Commons Attribution 4.0 International License. Reproduced with
permission of ATLAS.ti; copyright © ATLAS.ti Scientific Software
Development, all rights reserved.
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change may be motivated by the context of social demands which
have arisen in many countries in recent years (the anti-austerity
movement in Spain, the Arab Spring, Occupy Wall Street, Black
Lives Matter). Another significant reason for a preference for
these contents among teachers may be related with the pro-
gressive implementation in the Spanish curriculum in the com-
pulsory stages of education (primary and secondary) of the key
competences (Bolívar, 2010; Meroño et al., 2018), particularly the
so-called “social and civic competence” which seeks to promote
pupils’ skills to relate with other people in a diverse and globalised
social and cultural medium, putting into practice tolerant
and democratic attitudes (Fuentes et al., 2019; Marina and
Bernabeu, 2007; Martínez-Rodríguez and Sánchez-Agustí, 2018;
Pineda, 2013).

This influence of the curriculum on teachers’ opinions also
explains the reason why primary teachers attribute greater rele-
vance to the teaching of significant historical characters and
events when teaching the subject of social sciences as the curri-
culum of this stage of education stresses precisely these contents
as an initial approach to history (Parra et al., 2015). Indeed,
history is a subject which the Spanish state, despite many edu-
cational reforms, has traditionally conceived of as an academic
field of knowledge based on the teaching of facts, events and
characters from the field of politics (Trepat, 2015). Indeed, the
design of a history curriculum focused on the fate of Spanish
territory, with only brief brushstrokes of events on a European
and worldwide scale, has led secondary teachers to consider as
significant issues relating to disappeared people, mass graves and
political and social repression. In other words, the social con-
sequences of conflicts, which, in the case of Spain, can be related,
above all, with the Spanish Civil War (1936–1939) and the sub-
sequent dictatorship (1939–1975). Furthermore, the reduction of
the teaching of history to a subject fundamentally based on the
history of Spain has an influence on the low value attributed by
both primary and secondary teachers to contents related with
distant countries. This is in spite of the fact that these contents
focus on relevant issues for the understanding of societies,
such as heritage (Cuenca et al., 2020; Fontal, 2016; Fontal and
Ibáñez, 2017).

On the other hand, in relation to the second objective
regarding the updating of disciplinary contents, the majority of
the teachers interviewed claimed to be up-to-date, stating that to
be so forms part of their professionality. The fact that there are
differences between the primary and secondary teachers coincides
with the results obtained in other studies in which the TPACK
model has been applied in order to reveal teachers’ knowledge. In
particular, in the study by Roig et al. (2015) on primary school
teachers, the highest valued dimension was that relating to ped-
agogical knowledge, followed by disciplinary knowledge and, last
of all, technological knowledge. These results were similar to
those obtained by Koh and Chai (2014), Nordin et al. (2013) and
Schmidt et al. (2009). Similar results have also been obtained in
research carried out with university students receiving their initial
teacher training. In the study by Colomer et al. (2018), students of
a primary education teaching degree obtained better scores in
items relating to pedagogical knowledge than in content knowl-
edge, as has also been found in other studies (García-Valcárcel
and Martín del Pozo, 2016; Gómez-Trigueros, 2015). However, in
a recent study carried out by Miguel-Revilla et al. (2020a), on
students of the Master’s Degree in Teacher Training in Secondary
Schools, the levels of content knowledge and pedagogical
knowledge of content are higher. This is due to the fact that in the
study plans of initial teacher training for primary education
subjects relating to pedagogy and specific didactics are pre-
dominant, whereas in the study plans of university courses
geared towards secondary education teaching, the subjects are

disciplinary (geography, history, the history of art) with peda-
gogical and didactical training being taught in postgraduate
courses (master’s degrees). Therefore, this fact may justify that
teachers of social sciences in primary education may need more
updating and, as a consequence, may have training needs in
relation to disciplinary knowledge.

Furthermore, teachers from both primary and secondary
education expressed an interest in updating relating to historical
thinking, which shows the interest of the teachers interviewed in a
model of teaching for the social sciences which works with the
pupil, going beyond theoretical knowledge, employing a series of
geographical and historical skills and competencies oriented
towards a more competency-based education. These results are in
line with the findings of Gómez et al. (2016) and Sáiz and Gómez
(2014) in their research on the epistemological conception of
history and the teaching methodology of future primary school
teachers.

As for the means of updating mentioned by all of the inter-
viewees from both stages of education, it is possible to observe the
predominance of traditional means, such as reading specialised
scientific journals and doing courses, followed by the media and
digital platforms in both stages. This use of digital media by
teachers coincides with that mentioned by Mur (2016), Moya
(2013) and Marquès (2013) regarding teachers’ use of new
technologies. The digital environment is also preferred for
receiving training oriented towards the learning of competencies
related with historical and geographical thinking, active learning
methods and, particularly, the use of ICT resources in the class-
room. New information and communication technologies, which
are practically omnipresent in today’s society are of interest to
teachers both as a means for training and as a resource for
teaching. Indeed, this interest of teachers in training in ICT
resources for the teaching of the social sciences coincides with the
needs detected regarding the digital competence of teachers
published in recent research, which has shown that both primary
and secondary teachers show a low to moderate level of digital
literacy (Cabero, 2014; Miguel-Revilla et al., 2020b; Ramírez and
González, 2016; Roig and Flores, 2014; Jang and Tsai, 2013).

When referring to the format of training actions, both the
primary and secondary teachers surveyed coincided in men-
tioning a greater interest in educational innovation projects
(Apaolaza and Etxeberria, 2019). This demonstrates teachers’
interest in their training being particularly oriented towards
teaching and methodological issues. In fact, when they expressed
their dissatisfaction with the training they had received, it was
when it could not be applied to their teaching practice. Conse-
quently, this research may provide guidance regarding the way
forward as far as in-service teacher training is concerned, as it has
to be redirected not towards teaching theoretical knowledge of the
subject, methods and technological tools, but rather practical
training activities in the style of workshops, innovation projects
and working groups with the participation of specialists in edu-
cational technology and the teaching of the social sciences
and teachers in which innovative proposals are made in order to
respond to the reality in the classroom (Almerich, 2011; Cabero,
2014; Colomer et al., 2018; De la Calle et al., 2015; Felini, 2014;
Miralles et al., 2019; Ramírez and González, 2016).

In essence, the teachers of the social sciences in primary and
secondary education who participated in this study expressed
needs, primarily in methodological and educational aspects, and
stressed the necessity of promoting a new approach to history
which is more linked to the development of competencies and in
line with the educational demands of today. The results show
the high degree of interest of teachers in the updating of their
disciplinary knowledge relating to the social sciences and
the importance which they attach to their educational and
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methodological training in order to achieve a more competency-
based approach to the social sciences which is in line with pupil-
centred learning. The results reflect that, from the teachers’ per-
spective, a conception of traditional teaching centred on the
teacher and focusing on the transmission of conceptual knowl-
edge to pupils via expositional strategies such as the masterclass
and memory-based learning, is being left behind (Feliu and
Hernández, 2011; Santisteban, 2010).

These teachers’ opinions regarding their training needs for the
teaching of the social sciences will enable us to establish courses
of action for the improvement of in-service primary and sec-
ondary teacher training. If it is taken into account that this is one
of the pillars of the European strategy for the improvement of
education quality, it is essential for a coherent teacher training
model to be configured with the new demands and requirements
in relation to the new disciplinary and teaching contexts.

Finally, this study faced a series of limitations. On one hand,
the necessary carrying out of a confirmatory factorial analysis to
check the validity of the designed construct, in order to know the
historical themes that the teachers consider more relevant for
teaching history in Primary Education. On the other hand, not
having done a probabilistic study limits the generalisation of the
results. In addition, it would be useful if the interviews could be
extended to teachers from other Spanish regions. Finally, the
conclusions derived from this research could be contrasted on the
basis of studies which observe the teaching practice of teachers in
the History classroom or on the basis of interviews with students
in Primary Education.

Data availability
The materials from this research are available on request from the
corresponding author.
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