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Abstract

:

Research on heritage education has progressed remarkably and a large number of studies point to a greater presence of active methodologies and the use of resources and primary sources in the classroom. At this point it seems important to investigate the perceptions and experiences of future history and social science teachers. Thus, this paper studies the value that 506 Spanish and English teachers in initial training place on heritage and its presence in the teaching-learning process of history, as well as their views on the existing connections between methodological perceptions and the use of cultural heritage in the classroom. It is a non-experimental descriptive and quantitative study with data collected through questionnaire. This questionnaire was built ad hoc to analyze the opinions and perceptions of teachers in initial training about history education in Secondary Education. The results show that teachers in initial training value highly or very highly the use of cultural heritage in Secondary Education to promote active methodologies, the critical teaching of history, and the development of historical skills. Teachers in training in Spain value more highly the use of heritage than English teachers. While English teachers in training value more highly the resolution of problems through historical documentary sources, Spanish teachers rate the emotional and motivational aspects higher.
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1. Introduction


1.1. History Education from the Perspective of Heritage Edcucation: Towards the Development of Civic Competence in Teacher Training


In the last decade many papers have studied in depth the links and reciprocities between heritage education, historical education, the construction of a critical citizenship, and a non-exclusive identity education. Some international studies are examples of this integration effort [1,2,3,4,5,6]. In Spain, in particular, scientific production derived from research in heritage education has also increased, coinciding with the creation of two powerful heritage management instruments by the Central Administration: the National Education and Heritage Plan from the Ministry of Culture [7] and the Spanish Heritage Education Observatory from the Ministry of Universities [8]. In this sense, Fontal and Ibañez-Etxeberria [9] (2017) offer a bibliometric study of the scientific production on heritage education over the last ten years and show how the evaluation of programs accounts for the greatest scientific production in the last 6 years. Some of these studies emphasize evaluation based on standards [10,11,12,13,14], others are oriented towards the evaluation of implementations, both in formal and non-formal spheres, with special emphasis on the use of Information and Communication Technology (ICT) [15,16]. Other research has focused on qualitative assessments [17,18] and on the analysis of educational resources [19,20] or the evaluation of learning [21]. Elsewhere, the design and validation of measurement instruments from psychometric rigor, such as the Q-Edutage scale, aimed at evaluating the quality of heritage education programs [22], and other solvent construction instruments for the evaluation of programs and learning [23,24,25] have begun to develop a hitherto deficient area. Also, coinciding with the European Commission’s demand, studies on accessibility and social inclusion through heritage [26,27] have begun to have an impact, seeking learning for all people, in all contexts and moments of life and with special attention to people with functional diversity [28,29,30].



All this research contributes to establishing a systemic, participatory, interactive, complex, and sociocritical vision of heritage and heritage education [31,32], and provides a foundation for the relationship between heritage, citizenship, and the construction of identity [33].



Fortunately, classroom experiences with objects and material remains from the past are increasingly frequent, elaborate, and successful [34,35,36,37]. Philips [38] makes a very positive assessment of the articles published in this issue and highlights the methodological changes that have taken place thanks to the incorporation of these work proposals.



The links between using heritage for the development of historical thinking are significant [39]. Seixas and Morton [40] identified six concepts of historical thinking: historical relevance; historical sources and evidence; causes and consequences; changes and permanences; historical perspective; and historical dimension. Heritage is based on historical sources and material vestiges, and its application in the classroom leads to critical analysis and interpretation of sources and the ability to extract evidence from them, which allows us to construct a historical argument of our own. These second-order concepts have been at the center of an international debate on the learning of history based on the skills of the historian [41,42,43,44,45]. This approach focuses on understanding history as a method for learning to think and reflect with and from history. In this context, the research in the background of the students (associated with more traditional or more active models) becomes important to design formative programs that improve teaching practices. Some studies associate heritage elements, identity conflict, and historians’ skills for historical argumentation [46] with the development of civic competence [47].



The concept of historical thinking has gained in strength over the past two decades as an alternative to descriptive and uncritical historical discourse. Éthiers, Demers, and Lefrançois [48], after a review of the French-language bibliography, stress the methodical character of historical thinking. These authors insist that this concept refers to the capacity to construct knowledge of the past, and that it integrates both the temporal perspective and a critical interpretation [46]. The sources and method of the historian, therefore, form an inseparable part of this definition of historical thinking, although the results show the great difficulties students have in generating interpretations that combine sources with divergent information [49].



Ashby [50] pointed out several issues needed to understand working with sources in the classroom. First, the historical source is a concept, not a skill or a competence. Second, it is necessary to distinguish between historical sources and historical evidence. While the concept of historical source refers to all material and immaterial remains of the past, the concept of historical evidence is related with the abilities to collect information of historical sources [51]. It is necessary to work with students with primary sources, objects, and artifacts of the past, to develop competencies in the interpretation of history. This requires other teaching practices more linked to active methodologies in the field of history education, which represent an important conceptual change in rigid educational systems such as the Spanish case.



For more than a decade, academic research has insisted on a change in teaching practices on history education. In this context of change towards a new scenario where activities promoted from an active methodology are more valuable, it becomes important to research in Spain about teaching practices and beliefs of teachers in training. It is also relevant to check if this change tends towards generalization, and if it is comparable to other systems such as the English case, with a very different conception of history education, both from the methodological and epistemological scope.



The area of research in this work has been teacher training, since we consider that the background of the teacher in initial training accumulates the teaching models received in secondary education and the Faculty of History. Therefore it represents a broad, although partial, vision of the teaching practice, while reflecting through their own convictions, the incidence of different traditions and the possible future of these. In recent decades, initial and continued teacher training has become a central issue [52]. International studies insist on the need to renew teacher training programs in order to improve teaching-learning processes in compulsory education [53,54]. Many authors state that more comparative research is needed to transfer these findings to classroom teaching practice [55].



Within the lines of research on teacher training, the analysis of the knowledge and conceptions of teachers in training has taken on a fundamental role in orienting initial training programs [56,57]. Noteworthy here is the research that seeks to calibrate the different types of professional knowledge of the teacher, emphasizing the mastery of the habitual tasks of the classroom [58,59].



Despite the continuous increase in studies on teacher training in history education, there is not much research from a global perspective and with solid empirical support [60]. One exception in recent years, from the Netherlands, is the work of the group led by Van Boxtel, which has advanced in more powerful empirical analyses, both at the level of methodological complexity and in conceptual depth [61], leading to the validation of questionnaires and other instruments for collecting information and observation scales having a greater impact on the research area [62,63,64].




1.2. Research Question and Aims


The research question addressed in this paper is the following: "what is the relationship between methodological conceptions of history and opinions on the use of cultural heritage in the Secondary Education classroom?” With this research problem we propose two specific objectives:



SO1: To compare the assessment of history teachers in initial training in Spain and England on heritage and its role in the teaching-learning process of history.



SO2: To define the main components needed to analyze the existing connections between methodological perceptions and the use of cultural heritage in the teaching-learning processes in history teachers in training.





2. Method


2.1. Participants


The context in which this research took place is the professional postgraduate degree that provides graduates with the required qualification to become Secondary Education teachers of History both in Spain and in England. 506 teachers-in-training were recruited, all of whom were enrolled in either Spain’s Master’s degree in secondary education, History and Geography specialty (344), or England’s Postgraduate Certificate in Education courses or Teach First programs (162) by the end of academic year 2015–2016. 22 universities joined the study, 13 from Spain and 9 from England. Demographic characteristics of the sample in Table 1, Table 2 and Table 3.



The choice of these two countries is due to their different traditions in History education—in the case of England focused on the development of historical skills, in contrast with Spain’s emphasis on conceptual contents and transversal competencies.




2.2. Design of the Research


A non-experimental quantitative design was used, with collection of information through a questionnaire with a Likert scale (1–5). This type of design was chosen because it is capable of responding to problems both in descriptive terms and in relation to variables, when the information is collected systematically, thus guaranteeing the rigor of the data obtained [65]. Survey designs are very common in the field of education as they are applicable to multiple problems and allow information to be collected on a large number of variables [66].




2.3. Data Collection Tool


The data used in this work form part of a questionnaire entitled "Opinion and perception of teachers in initial training on the learning of history and the assessment of historical competences". The questionnaire was validated by four experts, three from the teaching-learning area of the social sciences from three universities, who possess extensive experience in Secondary Education, and a fourth, an expert in Educational Research methods. The questionnaire completed by the validators was designed with a Likert scale of four values (1 lowest–4 highest). This questionnaire was structured around the relevance and clarity of each of the items comprising the tool. Only items that exceeded 3 on average in both categories (relevance and clarity) were included. In addition, all the issues indicated were modified qualitatively.



The first part of the questionnaire collects data on the participants’ university of origin, sex, age, and previous training. The second part is made up of three thematic blocks. The first block, entitled “Opinion and perception on evaluation and their role in the teaching and learning process”, contains 12 statements on the role of evaluation which participants scored from 1 (totally disagree) to 5 (totally agree). The questionnaire items related to evaluation procedures and activities were constructed taking into account teaching practices related to traditional and innovative profiles.



The second block, entitled "Opinion and perception about formative history, methods, sources, and teaching resources," contains 15 statements that participants scored from 1 (strongly disagree) to 5 (strongly agree), and 24 methods, techniques, and teaching resources for teaching history that participants scored from 1 (least relevant) to 5 (most relevant). The items focused on obtaining information on respondents’ perceptions of methodological and epistemological perceptions of history and its function as an educational subject. In the statements that measure the perceptions of teachers in training about history as academic knowledge and as a formative subject, the objective, subjective or critical nature of historical knowledge is valued. Here we adapt some of the items proposed by Maggioni, VanSledright, and Alexander [67] and VanSledright and Reddy [68] from their BHQ (Beliefs History Questionnaire), following the recommendations of works such as Stoel, Logtenbergb, Wansinkc, Huijgend, Van Boxtel, and Van Drie [61] or Stoel, Van Drie, and Van Boxtel [69]. Regarding Teaching methods and techniques, works such as Gómez, Miralles, and Chapman [70] or Gómez, Rodríguez, and Mirete [71] have been taken into account.



The third block, entitled "Opinion and perception on the assessment of historical competences in Secondary Education: use of sources, causal reasoning, and historical empathy", contains 9 statements that participants scored from 1 (strongly disagree) to 5 (strongly agree), and 8 historical competence assessment activities that participants scored from 1 (least relevant) to 5 (most relevant). The 9 statements in the third block of the questionnaire were based mainly on three of the main concepts of historical thinking: causal explanation; sources and evidence; and empathy or historical perspective.



In order to achieve the objective set out in this work, the information from block II "Opinion and perception of history as a formative subject, methods, sources, and teaching resources" (Supplementary Material) has been used.



After the validation of the questionnaire by the experts, the questionnaire was translated into English and submitted for validation by the ethics committee of the Institute of Education of University College of London for its implementation in English centers. The ethics committee of the Institute of Education resolved positively and the questionnaire could now be distributed in Spanish and English centers.



In Spain we contacted coordinators and teachers of the Máster de Formación del Profesorado de la especialidad de Geografía e Historia. Paper-based questionnaires were sent to the universities which agreed to take part: Murcia, Alicante, Valencia, Barcelona, La Rioja, Zaragoza, Oviedo, Santander, Valladolid, Burgos, Autónoma de Madrid, Málaga, and Jaén. In England, following contacts with the relevant teachers in May, some universities chose paper-based questionnaires, while others opted to receive the electronic link and to pass it on to their students. The paper-based version was used by the IoE-UCL, University of Exeter, and the University of Edge Hill, while trainee teachers at Metropolitan Manchester University, University of York, University of Leeds, East-Anglia University, University of Birmingham, and Christ Church University of Cantebury completed the questionnaires online. Data were collected in May (Spain) and June (England) 2016.




2.4. Procedure and Data Analysis


The data were coded in the statistical program XLSTAT v.2019.3.2 in three different files: one for each country and one with all the data together. This has allowed us to perform the analysis separately as well as a comparative study to perform country hypothesis tests.



Before proceeding with the data analysis, the degree of reliability and validity of the construct was estimated. To analyze the reliability of the questionnaire, the internal consistency method based on Cronbach’s Alfa was used to estimate the reliability of a measuring instrument made up of a set of items, of the Likert scale type, which we expected will measure the same theoretical dimension (the same construct). This validation procedure has also been used by other historical education works [72]. The criterion established and indicated by various authors is that a Cronbach Alpha value, between 0.70 and 0.90, indicates a good internal consistency [73,74]. In the case of block II of the questionnaire, adequate results were obtained. The reliability analysis obtained a Cronbach Alpha equal to (0.821) for Spain and (0.825) for England, indicating a high internal consistency.



The validity of the construct and the viability of a subsequent factorial analysis were also checked. For this purpose, the correlation matrix was analyzed and Barlett’s sphericity test and a Main Components Analysis (MCA) were carried out, differentiating by country. The exploratory MCA is one of the most frequently applied techniques in studies related to the development and validation of questionnaires. The technique is appropriate if the objective is to identify the number and composition of components needed to summarize the scores observed in a large set of observed variables. The technique explains the maximum percentage of observed variance in each item from a smaller number of components summarizing that information [75].



With the analysis of the correlation matrix, we searched for variables that did not correlate well with any other, that is, with all correlation coefficients less than 3; and variables that correlated too well with others, that is, variables that have some correlation coefficient greater than 9. The former should be eliminated from the analysis, and the latter we could keep, but bearing in mind that they may cause multicollinearity problems. No variable with these characteristics was found.



The Bartlett sphericity test and the diagonal of the matrix of anti-image correlations were calculated before the exploratory MCA was performed. In the Spanish case, the Barlett’s sphericity test was significant (X2gl. 630 = 2961.48; p < 0.001), which indicates that the matrix is suitable to be factored. With these data, we proceeded to carry out the exploratory MCA obtaining eleven components that explain 58.48% of the total variance. In the case of questionnaires answered by teachers in training in England, the Barlett’s sphericity test was also significant (X2gl.630 = 2,233,232; p < 0.001). With these data, we proceeded to carry out the exploratory MCA, obtaining eleven components that explain 66.77% of the total variance.



Descriptive data analysis (means and standard deviation), hypothesis tests per country (Student t test), and an exploratory MCA for each of the countries were carried out.





3. Results


3.1. Opinions about the Role of Heritage in the History Class


Table 4 shows the statistics describing block 2.24 of the questionnaire, in which teachers in training had to assess different resources for their suitability for teaching history in Secondary Education. The item "Museums and other centers of historical interest" is the most valued by teachers in training in Spain, and the second most valued by those in England. In England it is only surpassed by "Primary documentary sources". In Spain, in addition to the item on museums, only primary documentary sources, oral sources, and documentaries with a historical theme scored over 4. In England, only the item of museums and the item of primary documentary sources scored over 4. The items that scored lowest in Spain are textbooks, comics, and video games, while in England, they are comics, videogames, and historical novels. The other item related to heritage, "Festivals and local traditions of historical content", occupies an intermediate position, with scores of 3.52 in Spain and 3.42 in England. Both items dedicated to heritage showed no statistically significant differences according to the Student t-test (Student t-test = 0.29; p > 0.05; Student t-test = 0.26; p > 0.05).



Figure 1 and Figure 2 reflect the scores given by teachers in training to items associated with museums and other centers of historical interest, and local festivals and traditions with historical content. Both show that the scores of Spanish and English students were very similar. However, it can be seen that the participants from Spanish universities gave a higher percentage of highest scores (5) in both items. This is clearly shown in graph 1 on museums. Almost 50% of the teachers in training surveyed gave the highest score. There is no doubt that the increase in studies on heritage education in Spain and its links with historical education is one of the causes of this high figure. The close relationship between history, memory, and historical consciousness contributes to the important of heritage in the history class.



Table 5 shows the descriptive statistics of block 2.25 of items, in which students were asked to rate the most appropriate methods and strategies for teaching history in secondary education. As the table shows, the item "outings to centers of historical interest in the immediate environment" was rated more than 4 in both countries. However, unlike the previous case, it does not score as high as other items. There is a significant statistical difference between the two countries (Student t test = 0.013; p < 0.05). Figure 3 offers the frequencies in the responses of teachers in training in Spain and England. Spanish teachers in training again score it high (almost 50% gave a score of 5), while English students mostly scored it 4. In England only the teacher’s explanation and historical simulation strategies scored lower. In Spain, in addition to these two items, the debates on historical topics were also rated lower. While in Spain the most valued item is to use key topics of current interest to connect past and present, in England it is the item on methodological strategies, which is the resolution of historical problems through the search, selection and treatment of information.




3.2. Definition of the Main Components and the Links of Heritage with Epistemological and Methodological Conceptions


Table 6 includes the matrix of rotated components where it is observed which item saturates in each one of the components (with weights < 0.30 eliminated from the matrix). We reviewed the reproduced communalities that determine the proportion of variance explained by element or item. Since there are no values close to zero (they range between 0.436 and 0.751), we understand that all the items saturate in some of the components.



The first component extracted, according to the items that saturate it and the topics dealt with by each of them, shows the interactions between the rating of museums as teaching resources of history and all the enquiry strategies (outings to centers of historical interest, debates, problem solving, etc.). In the second component extracted, the relationships between different innovation resources (museums, historical cinema, documentaries, historical novels, and popular magazines) can be verified with the methodological strategy "outings to centers of historical interest". In the third component extracted, the following resources are saturated with positive values: historical novel, video games, comics, festivals, and local traditions. The fourth component shows the interactions between the statement that it is necessary to incorporate the historian’s method into the classroom with the evaluation of the following resources: documentary and oral sources, press, and museums. In the fifth component extracted, the relationship between the items that indicate that the purpose of teaching history is to train in social and civic values, to know the methods of reconstruction of the past, and to be trained in educational competences, with the rating of the museum as a resource and outings to centers of historical interest as a methodological strategy can be verified.



The sixth component extracted interrelates traditional assertions about the teaching of history (that content should be based on nation-building milestones and that simple reading skills serve to interpret historical sources), with the assessment that the purpose of history is to know the origin of the nation, a tendency towards positive appreciation of textbooks, and teachers’ notes as teaching resources. In the seventh component extracted there is a saturation with positive loads between the assessment of the textbook as a resource, the use of the Internet, the teachers’ notes, and an assessment of the methodological strategy of explanation of the teacher. These items saturate negatively with the consideration of history as a critical view of the past. The eighth component extracted shows the interactions between the assertion that simple reading skills serve to interpret sources and the item indicating the difficulty of incorporating inquiry methods into the classroom. In this component there is a negative charge with the valuation of the Internet as a resource. In the ninth component extracted the interrelationships between the item that states that history is simply knowledge of the past, the item that states that the discrepancy between historical interpretations is due to the historian’s subjectivity, and that the Internet is only useful when it allows access to primary sources. The tenth component extracted shows a saturation with positive loads of the items in favor of the use of the Internet for the teaching of history with the item that values positively the methodological strategy of history simulation. These elements have a negative saturation with the item indicating that the Internet is only useful when it allows access to primary sources. Finally, the eleventh component extracted shows the interactions between the item stating that history is a critical investigation of the past, the assessment that the purpose of history is to understand the present, and the rating of popular magazines and local fiestas and traditions as useful resources for teaching history.



Table 7 shows the rotated components matrix for the trainee teachers in England, where it is observed which item is saturated in each of the components (with weights < 0.30 eliminated from the matrix). We reviewed the reproduced communalities that determine the proportion of variance explained by element or item. Since there are no values close to zero (they range from 0.530 to 0.769), we understand that all the items saturate in some of the components.



The first component shows the interactions between the evaluation of the usefulness of the following resources in teaching history: Internet, press, museums, popular magazines, historical cinema, documentaries, and historical novels—with the following methodological strategies: simulation strategies and empathy, debates on historical issues, and outings to centers of historical interest. In the second component extracted the interrelations between the item that indicates that it is necessary to incorporate the historian’s method into the classroom with the item that states that the purpose of history as a formative subject, is to know the methods to construct the past. These items saturate with positive loads with documentary and oral sources, the use of local fiestas and traditions, and with all methodological inquiry strategies except historical simulation. The third component extracted shows the interaction between the item that states that the use of new technologies helps learning with the following resources: historical cinema, video games, and comics. In the fourth component extracted, the interactions between the item stating that it is complicated to use investigation methods in the history classroom, the item that indicates that the purpose of the teaching of history is to know the origins of the nation, and the valuation of the explanation of the professor as a methodological strategy can be verified. This component saturates with negative loads with the item that history is a subjective interpretation of the historian and the use of local fiestas and traditions as a resource for teaching history. The fifth component extracted shows the relationships between the assessment of the items on the purpose of history as a means of knowing the methods of reconstructing the past and the purpose based on educational skills with the positive scores for guided debates in the classroom.



The sixth component extracted shows a saturation with positive charges between the item that indicates that disagreement among historians comes from problems with the source; the item that affirms that the contents of the curriculum should be based on the main milestones of nation building, the positive valuation of the use of museums as an educational resource, and historical simulations as a methodological strategy. In this component there are negative loads with the item that states that including the historian’s method in curricula is fundamental. The seventh component extracted shows interactions between the item that affirms that history is a critical investigation of the past and the positive evaluation of the use of documentary sources as a resource. In this component they saturate with negative loads the item that affirms that the contents are based on the main milestones of the nation, and against the fact that ICTs improve learning through their interactivity. The eighth component extracted shows positive loads between the item indicating that the purpose of history is to know the present and learn civic values, with the positive assessment of using current key issues of interest and guided debates as methodological strategies. In this component they saturate the assessment of the use of documentary sources with negative burdens. In the ninth component extracted, negative loads are shown between the use of the press as a teaching resource, the item that states that inquiry strategies are complicated, and that ICTs only help when primary sources are used. In this component there are positive loads with the use of the textbook as a resource. In the tenth component extracted there are interrelations between the assessment of oral sources, the use of teachers’ notes, the use of museums, and the explanation of the teacher as a methodological strategy. On the other hand, there are negative loads for the use of the Internet as a resource. The eleventh component extracted shows relationships between the item which states that history is basically knowledge of the past, the item which indicates that disagreements between historians are due to a subjective interpretation by the historian, and the item which states that good reading skills allow interpretation of historical sources.





4. Discussion and Conclusions


The first objective of this work was to compare the assessment of Spanish and English trainee teachers on the role of cultural heritage in the teaching-learning process. The common starting points of the answers in the comparison between countries are a positive evaluation of the active learning methodologies, working with sources, and the development of historical competences. This assessment seems to be the result of the effort carried out in recent decades by research and innovation groups in historical education at an international level, which have advocated surpassing teaching methodologies based on linear and factual content in favor of teaching critical history and providing civic values.



Spanish and English trainee teachers agree that the history forged by elites and patriots does not serve in a multicultural and global context, which is in line with research in recent years. To counter the uncritical memorization of the past, they opt for resources, methodological strategies, and evaluation procedures that develop historical thinking among students through historical sources and critical reasoning [76], that is, through the historians’ method, due to their ability to question a historical source, contextualize it, and seek answers to the key to history as a discipline [77]. Indeed, the use of heritage to work on historical sources and evidence is one of the main lines of research in heritage education [78]. This allows students to express how they understand the past from the inferences they make from sources and to become aware of their orientation in historical time. Working with sources opens the doors to new ways of using heritage material from an educational perspective, and so contributes to the development of historical awareness and equity, with a focus on classroom activities [79].



Therefore, heritage can play a decisive role in this sense, and this is the perception of the trainee teachers in Spain and England from their answers to the questionnaire, albeit with some nuances. Future Spanish teachers give a high or very high score to heritage as a teaching resource in the history classroom. The English trainee teachers’ responses were more moderate; despite scoring heritage as a resource moderate to high, they gave more importance to the use of primary sources and to solving historical problems through the search and selection of historical sources and evidence. It is not surprising that the English teachers surveyed gave greater relevance to the use of primary sources for the teaching of history than the Spanish, since the teaching traditions are different, with a more methodological and procedural view of history in England, where the impact of research projects such as Concept History and Teaching Approaches (CHATA) or the changes introduced by the 1991 National Curriculum are highly evident. But it is striking that these questions are not more closely linked to the potential of heritage to carry them out, as occurs in Spain. On the one hand, the great bibliographic vitality and, on the other, the commitment of the Central Administration with a National Plan and an Observatory, and later some regions such as Murcia or Madrid with their own educational plans, mean that the development of heritage education in Spain is partly responsible in this assessment [9]. The important weight of history of art in the curriculum and Spanish textbooks, compared to English ones, are also plausible explanations [80]. In both countries, the vision of local history and intangible heritage continues to have a more modest value.



The second objective of this study focuses on delimiting the existing connections between previous conceptions of history as a formative subject and valuations of the role of cultural heritage in teaching-learning processes. In this sense, very clear links are identified in Spain between epistemological and innovative methodological conceptions of history and the use of local museums and festivals as a teaching resource, as well as excursions to places of historical interest as a methodological strategy. This is in line with a recent, fast-developing vision which is strongly influenced by international texts in the context of the European Union, such as the Faro Convention, which call for the value of the heritage experience [4,81], as well as the necessary participation and management of people and communities not only in learning but in the actual selection and use of cultural heritage [82]. They also converge with studies that reinforce the need to incorporate the non-formal spheres—fundamentally museums and heritage sites—in the curriculum in areas related to the social sciences, going as far as to consider museums as essential contexts for transforming experiences and the development of identity [83,84].



In contrast to this more contemporary approach, there persists a more conservative vision: there are several main components that unite the positive evaluation of textbooks, the teacher’s notes, or the teacher’s explanation, with he underlying, more static conception that sees simple reading skills as sufficient to interpret historical sources [85]. This contrasts with approaches derived from recent studies, which advocate performative, even communitarian, techniques for teaching historical heritage in England [86]. While the links are more diffuse in England, in Spain the vision that considers that the historian’s method should be introduced into the classroom tends to be linked to items on heritage and active learning methods. Trainee teachers in England seem to be clear that the purpose of teaching history should be based on the replica of the historian’s methods, but they do not score resources, strategies, or techniques that have a motivational component such as ICT, comics, outings, videogames, etc. as highly as the Spaniards [87]. In England, unlike Spain, there are no such close links between the teaching of history and the emotional or motivational dimension. This places us among more historicist models—in the case of England—and identitarian [88] or experiential symbolic approaches—in the case of Spain—which place the training of future teachers nearer to a more holistic vision of heritage education [89], close to the idea of transcomplexity [90]. It is understood that it is knowledge as a historian—derived from his initial training—that allows him to identify and understand the sources, but it is his training as a teacher—derived from the master’s program itself—that gives him strategies for projecting values, establishing links, and, in short, shaping identity references in the learners.




5. Educational Implications


The educative implications of this research must start in the initial training of teachers. Curricula must include subjects or, at least, content blocks related to the teaching of historical heritage [91]. This could allow them to take into classrooms procedures to improve the use of historical heritage in the classroom [92]. The research results show that this improvement should be based on epistemological and methodological precepts. On the methodological precepts, the use of heritage in the classroom should be based on active methodologies, centered on students, and on their previous experiences with historical and cultural heritage. On the epistemological precepts, we must overcome this vision of heritage related with a monumental and descriptive point of view. Teachers in training must learn to use historical and cultural heritage as a historical source. Through this source students can develop skills in extracting information from the past and in interpreting history. Many authors have indicated the necessity of improving the teaching practice in teacher education to train highly qualified teachers. This is an issue of current interest on an international level [93,94,95,96]. More comparative research is necessary, as empirical studies in higher education need to have systematic contact with the subsequent results [97]. Studies in other contexts in Higher Education have shown how active teaching strategies improve student motivation and competencies [98,99,100,101,102].



Secondly, normative proposals regarding educational laws and curricula should increase the presence of heritage in legal texts and norms [103]. In addition, the conception that the curriculum gives to heritage is key, insofar as it can favor or hinder the introduction of heritage in teaching, since it guides the elaboration of materials, the curricular project of the center, the contents of textbooks, and influences teachers’ training [104].



The next area to address is the educational center, which has to include the treatment of heritage in the educational project and in the didactic programs through programs of outings, through which students approach the historical past of their own community, connecting with their nearest reality [82]. It is here that information acquires its meaning, with in situ experience being the context in which learning would take place and where attitudes of valuing and preserving the cultural plurality that surrounds the students would be developed [32].



The study of a historical event is the perfect occasion to reinforce students’ abilities and attitudes and to develop the mastery of techniques and instruments. In order to improve historical education, it is necessary for teachers to use alternative methodologies, but also to change the epistemological burdens that conceive history as a set of closed knowledge, and to use the development of historical thinking through key resources such as heritage. Inquiring into the training of those who will be teachers in the future can reveal what needs to be modified.



In the classroom, heritage has to be one more source for teachers, who should adopt an active role and a critical perspective in order to connect the classroom and the environment, relating activities and outings with programming and active methods such as problem-based learning, which involve students in solving problems posed, whether current or past, thus enhancing motivation and interest in the subject by making it more useful and functional [20].



The current university curricula need to focus on training that will enable future secondary school teachers to implement these strategies. One of the most important facets is to learn to use historical sources, including heritage, didactically [49].



The process that unites heritage elements with the promotion of historical thinking requires a change in didactic methodology: moving from master classes to inquiry methods, active learning methods, and the use of a variety of resources [71]. Methodologically, problem-based learning is very useful compared to traditional expository approaches [105]. Through work based on problem solving, it is possible to establish synthetic discourses that facilitate the ordering and structuring of historical information. Simulation or debates on real situations foster this systemic relationship of historical knowledge, while mobilizing attitudes and modes of operation. Similarly, case studies [106,107] and the incorporation of the study of reality and social phenomena are an innovative way of bringing historical knowledge closer to the students, and also allow a greater application of these contents in the understanding and analysis of society, while enabling students to conceive them beyond closed, impractical knowledge. Teachers should encourage debates, sharing, discussions, and studies so that students can know and participate in their school community [108].



Finally, this also means continuing to make heritage teaching an emerging field of research that is consolidated within the didactics of history, and all of this within the premises of historical education, the construction of a critical citizenship, and identity education [10].
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Figure 1. Rating of item “Museums and other centers of historical interest” as a resource for teaching History: (a) Spain; (b) England. 
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Figure 2. Rating of item “Local fiestas and traditions of historical content” as a resource for teaching History: (a) Spain; (b) England. 
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Figure 3. Scoring of item “Outings to nearby centers of historical interest” as a history teaching resource: (a) Spain; (b) England. 
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Table 1. Participants who answered the questionnaire. Distribution by countries.
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	N
	%





	Spain
	344
	67.9



	England
	162
	32.1



	Total
	506
	100
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Table 2. Distribution by age and country of the participants who answered the questionnaire.
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	Age
	Frequency Spain
	% Spain
	Frequency

England
	% England





	20–25
	214
	62.2
	98
	60.5



	26–30
	68
	19.8
	33
	20.4



	>30
	34
	9.9
	14
	8.7



	NC
	28
	8.1
	17
	10.4



	Total
	344
	100
	162
	100
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Table 3. Distribution by sex of the participants who answered the questionnaire in Spain and England.






Table 3. Distribution by sex of the participants who answered the questionnaire in Spain and England.





	Sex
	Frequency Spain
	% Spain
	Frequency England
	% England





	Male
	187
	5.4
	61
	37.7



	Female
	139
	40.4
	100
	61.7



	Total
	326
	94.8
	161
	99.4



	No answer
	18
	5.2
	1
	0.6



	Total
	344
	100
	162
	100










[image: Table] 





Table 4. Descriptive statistics of the items in block 2.24 of the questionnaire.
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	N

Spain
	Mean

Spain
	SD

Spain
	N

England
	Mean

England
	SD

England





	Textbook
	343
	2.97
	1.042
	162
	3.39
	0.986



	Internet
	343
	3.78
	0.895
	162
	3.63
	0.958



	Documentary sources
	343
	4.23
	0.815
	162
	4.59
	0.596



	Oral sources
	343
	4.07
	0.871
	162
	3.86
	0.962



	Press
	343
	3.90
	0.915
	162
	3.62
	0.892



	Teacher’s notes
	343
	3.70
	0.952
	162
	3.53
	0.879



	Museums and other centers of historical interest
	343
	4.31
	0.822
	162
	4.23
	0.733



	Cinema
	343
	3.96
	0.894
	162
	3.42
	1.014



	Documentaries
	343
	4.01
	0.836
	162
	3.91
	0.810



	Historical novel
	343
	3.28
	1.100
	162
	3.11
	1.028



	Popular magazines
	343
	3.36
	0.935
	162
	3.47
	0.934



	Video games
	343
	3.17
	1.101
	162
	1.93
	1.016



	Comics
	343
	3.17
	1.109
	162
	2.18
	1.034



	Local and traditional fiestas
	343
	3.52
	1.062
	162
	3.42
	1.038
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Table 5. Descriptive statistics of the items in block 2.25 of the questionnaire.
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	N

Spain
	Mean

Spain
	SD

Spain
	N

England
	Mean

England
	SD

England





	Teacher’s explanation
	341
	4.04
	0.822
	162
	3.96
	0.990



	Historical simulation strategies
	341
	3.89
	0.895
	162
	3.62
	1.004



	Using topics of current interest
	341
	4.60
	0.632
	162
	4.23
	0.907



	Problem solving
	341
	4.34
	0.732
	162
	4.48
	0.642



	In-depth studies of historical cases
	341
	4.30
	0.746
	162
	4.34
	0.749



	Outings to centers of historical interest
	341
	4.28
	0.798
	162
	4.09
	0.859



	Guided debates
	341
	4.14
	0.856
	162
	4.25
	0.734
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Table 6. Rotated components matrix. Dimension 2 “Opinion and perception of history as a formative subject, methods, sources, and teaching resources” (Spain).
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Component




	
1

	
2

	
3

	
4

	
5

	
6

	
7

	
8

	
9

	
10

	
11






	
History is knowledge of past events

	

	

	

	

	

	

	

	

	
0.618

	

	




	
Historical accounts are interpreted subjectively

	

	

	

	

	

	

	

	

	
0.744

	

	




	
History consists of a critical study of the past

	

	

	

	

	

	

	

	

	
0.342

	

	
0.353




	
Disagreements among historians are due to the sources

	

	

	

	

	

	

	

	
0.567

	

	

	




	
Curriculum contents: origin and consolidation of the nation

	

	

	

	

	

	
0.681

	

	

	

	

	




	
The historian’s methods are fundamental in education curricula

	

	

	

	
0.502

	

	

	

	
0.356

	

	

	




	
Reading skills and memorizing are enough

	

	

	

	

	

	
0.539

	

	

	

	

	




	
It is complicated to use enquiry methods

	

	

	

	

	

	

	

	
0.545

	

	

	




	
New technologies help to enhance historical knowledge through interactivity

	

	

	

	

	

	

	

	

	

	
0.807

	




	
New technologies only serve to enhance historical knowledge with access to working with sources

	

	

	

	

	

	

	

	
0.341

	
0.333

	
−0.404

	




	
Understanding the present

	

	

	

	

	

	

	

	

	

	

	
0.656




	
Knowing the origin and consolidation of the nation

	

	

	

	

	
0.358

	
0.735

	

	

	

	

	




	
Educating in social and civic values

	

	

	

	

	
0.554

	

	

	

	

	

	




	
Knowing methods for reconstructing and explaining historical events

	

	

	

	

	
0.619

	

	

	

	

	

	




	
Development of educational competences in vocabulary, chronology, etc.

	

	

	

	

	
0.750

	

	

	

	

	

	




	
Textbook

	

	

	

	

	

	

	
0.705

	

	

	

	




	
Internet

	

	

	

	
0.335

	

	

	
0.311

	
−0.312

	

	
0.431

	




	
Documentary sources

	

	

	

	
0.720

	

	

	

	

	

	

	




	
Oral sources

	

	

	

	
0.624

	

	

	

	

	

	

	




	
Press

	

	
0.303

	

	
0.535

	

	

	

	

	

	

	




	
Teachers’ notes

	

	

	

	

	

	

	
0.481

	

	

	

	




	
Museums and other centers of historical interest

	
0.392

	
0.345

	

	
0.326

	
0.309

	

	

	

	

	

	




	
Cinema

	

	
0.738

	

	

	

	

	

	

	

	

	




	
Documentaries

	

	
0.787

	

	

	

	

	

	

	

	

	




	
Historical novel

	

	
0.604

	
0.379

	

	

	

	

	

	

	

	




	
Popular magazines

	

	
0.499

	

	

	

	

	

	

	

	

	
0.325




	
Videogames

	

	

	
0.822

	

	

	

	

	

	

	

	




	
Comics

	

	

	
0.807

	

	

	

	

	

	

	

	




	
Traditional local fiestas

	

	

	
0.479

	
0.336

	

	

	

	

	

	

	
−0.393




	
Teachers’ explanations

	

	

	

	

	

	

	
0.734

	

	

	

	




	
History simulation strategies

	
0.304

	

	

	

	

	

	

	

	

	
0.334

	




	
Using key topics of current interest

	
0.629

	

	

	

	

	

	

	

	

	

	




	
Problem solving

	
0.755

	

	

	

	

	

	

	

	

	

	




	
In-depth studies of historical cases

	
0.754

	

	

	

	

	

	

	

	

	

	




	
Outings to centers of historical interest

	
0.498

	
0.348

	

	

	
0.304

	

	

	

	

	

	




	
Guided debates

	
0.528
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Table 7. Rotated components matrix. Dimension 2 “Opinion and perception of History as a formative subject, methods, sources, and teaching resources” (England).
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Component




	
1

	
2

	
3

	
4

	
5

	
6

	
7

	
8

	
9

	
10

	
11






	
History is the knowledge of past events

	

	

	

	

	

	

	

	

	

	

	
0.762




	
Historical accounts are interpreted subjectively

	

	

	

	
−0.541

	
0.367

	

	

	

	

	

	
0.330




	
History is the critical study of the past

	

	

	

	

	

	

	
0.759

	

	

	

	




	
Disagreements among historians are due to the sources

	

	

	

	

	

	
0.810

	

	

	

	

	




	
Curriculum contents: origin and consolidation of the nation

	

	

	

	

	

	
0.441

	
−0.535

	

	

	

	




	
The historian’s methods are fundamental in education curricula

	

	
0.477

	

	

	

	
−0.421

	

	

	

	

	




	
Reading skills and memorizing are enough

	

	

	

	

	

	

	

	

	

	

	
0.582




	
It is complicated to use enquiry methods

	

	

	

	
0.345

	

	

	
−0.589

	

	
-0.315

	

	




	
New technologies help to enhance historical knowledge through interactivity

	

	

	
0.420

	

	

	
0.581

	

	

	

	

	




	
New technologies only help to enhance historical knowledge with access to working with sources

	

	

	

	

	

	

	

	

	
−0.669

	

	




	
Understanding the present

	

	

	

	

	

	

	

	
0.684

	

	

	




	
Knowing the origin and consolidation of the nation

	

	

	

	
0.752

	

	

	

	

	

	

	




	
Educating in social and civic values

	

	

	

	

	

	

	

	
0.681

	

	

	




	
Knowing the methods for reconstructing and explaining historical events

	

	
0.395

	

	

	
0.698

	

	

	

	

	

	




	
Developing educational competences in vocabulary, chronology, etc.

	

	

	

	

	
0.803

	

	

	

	

	

	




	
Textbook

	

	

	

	

	

	

	

	

	
0.655

	

	




	
Internet

	
0.442

	

	

	

	

	

	

	

	

	
−0.324

	
0.383




	
Documentary resources

	

	
0.342

	

	

	

	

	
0.416

	
−0.469

	

	

	




	
Oral sources

	

	
0.472

	

	

	

	

	

	

	

	
0.533

	




	
Press

	
0.583

	

	

	

	

	

	

	

	
−0.349

	

	




	
Teachers’ notes

	

	

	

	

	

	

	

	

	

	
0.758

	




	
Museums and other centers of historical interest

	
0.437

	

	

	

	

	
0.352

	

	

	

	
0.407

	




	
Cinema

	
0.638

	

	
0.430

	

	

	

	

	

	

	

	




	
Documentaries

	
0.752

	

	

	

	

	

	

	

	

	

	




	
Historical novels

	
0.704

	

	

	

	

	

	

	

	

	

	




	
Popular magazines

	
0.751

	

	

	

	

	

	

	

	

	

	




	
Videogames

	

	

	
0.812

	

	

	

	

	

	

	

	




	
Comics

	

	

	
0.783

	

	

	

	

	

	

	

	




	
Traditional local fiestas

	

	
0.421

	

	
−0.437

	

	

	

	

	

	

	




	
Teachers’ explanations

	

	

	

	
0.600

	

	

	

	

	

	
0.312

	




	
History simulation strategies

	
.314

	

	

	
0.423

	

	
0.355

	

	

	

	

	




	
Using key topics of current interest

	

	
0.488

	

	

	

	

	

	
0.373

	

	

	




	
Problem solving

	

	
0.750

	

	

	

	

	

	

	

	

	




	
In-depth studies of historical cases

	

	
0.768

	

	

	

	

	

	

	

	

	




	
Outings to centers of historical interest

	
0.408

	
0.346

	

	

	
0.422

	

	

	

	

	

	




	
Guided debates

	
0.541

	
0.343

	

	

	

	

	

	
0.304
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