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ABSTRACT

This article analyses the impact of educational policies in rural areas from the Second Republic to the beginning

of democracy, focusing on teacher training and its influence on language teaching. During the Second Republic, teacher

training prioritised language teaching and solid pedagogical training with supervised internships, which favoured literacy,

especially in rural areas. However, under the first Franco regime (1939–1959), the teaching profession was restructured

under National Catholicism, prioritising ideology and patriotism over pedagogical preparation. This undermined language

teaching and consolidated gender inequalities in teacher training. In the second stage, from the 1960s until Spanish

democracy, the 1967 Curriculum promoted a real modernisation of the teaching profession, incorporating subjects such as

‘Didactics of language and literature’ and ‘English language and its didactics’. It was hoped that this would boost language

learning, especially in rural areas, where teachers had to adapt their teaching to a student body with scarce resources.

However, educational regulation continued to focus on the urban environment, which was detrimental to rural schools,

encouraging their abandonment and the concentration of pupils in remote centres. The rural exodus deepened this crisis,

further weakening education in these communities. It was not until the compensatory policies of the 1980s that funding for

rural schools was resumed, recognising previous mistakes. Although these measures were an improvement, the accumulated

inequalities continued to represent a challenge for educational equity in these areas.
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1. Introduction

What was the educational policy for rural schools in

Spain during the period of the Second Republic and the forty

years of Franco dictatorship until the creation of a democratic

State? One of the first studies we find about rural school is

the study of Martí-Alpera (1911), and from this early work

we will delve into the subsequent stages of educational de-

velopment in rural Spain [1].

The most recent research into the history of educa-

tion explores the Foucauldian theory of the archaeology of

knowledge [2], understood as a theory that does not seek to

reconstruct a linear history, but rather to analyze the histori-

cal conditions that make possible the emergence of specific

discourses, practices, and forms of knowledge in particular

contexts. At present, history is not understood in terms of

ruptures or revolutions, but as a juxtaposition of continuities

and discontinuities, and these have become instruments and

objects of research [3,4]. Furthermore, in this evolution study-

ing the relationship between the different political parties

and their effect on education through educational reforms

linked to their ideology is essential [5].

The study presented here is part of the R&D&I project

‘Technological and methodological innovation for language

teaching and generation of synergies in the rural environ-

ment’ (PID2021-128182OB-I00) and aims to analyse the

consequences on rural schools derived from the Spanish

state applying an educational legislation that was mainly ori-

ented towards urban settings. Its purpose is determine the

impact that the different educational policies had on Spanish

rural schools, with special emphasis on the training received

by teachers during the period under study and its influence

on the teaching of languages. To achieve the proposed objec-

tive, the educational legislation and key historical documents

have been analysed, sources that reconstruct the evolution

of rural schools from the initial measures carried out by the

republican government until the beginning of democracy,

with the approval of Royal Decree 1174/83 of 27 April on

Compensatory Education.

2. Materials and Methods

This research is situated at the intersection of historical-

educational analysis and Foucault’s archaeological approach,

understanding that discourses about rural schooling are not

mere reflections of reality, but historical constructions shaped

by power relations and dominant ways of understanding

truth [6]. The theory of the archaeology of knowledge al-

lows for the analysis of educational documents—such as

laws, historiographical texts, or articles from pedagogical

journals—not only in terms of what they say, but also in

terms of how they contribute to defining which ideas about

education are considered valid or acceptable at a given his-

torical moment. This perspective helps to identify not only

the content of policies, but also what is omitted or left aside,

the changes in discourse, and the strategies that legitimize

certain ways of understanding rural education over others.

From this framework, this research study defines that

the educational policies with an urban perspective imple-

mented in rural areas shaped the educational and social plans

of Spanish towns, placing them at a disadvantage compared

to cities. This hypothesis has a dual perspective: first ped-

agogical, since the application of the different educational

policies brings with it its own educational reality; and second

social, insofar as the educational legislation was developed

at a specific moment in time, with events and conditions that

must be interpreted, which have an influence on – and, at the

same time, are influenced by – impacting the educational, po-

litical, economic and cultural context of the rural area where

this study is set.

To outline the starting hypothesis, access to research

sources and data processing was needed, and the use of a

qualitative methodology framed within the constructivist

paradigm, typical of the Social Sciences, was required. Un-

derstanding the impact of the different educational policies

on the rural environment, alludes to a globality that demands

inductive mechanisms, in order to interpret the characteris-

tics of the effects of these policies, their influence over time

and in context. The above is based on a series of research

steps that have been defined as qualitative [7–10], and the use

of a historical-pedagogical method through the historical-

educational processing of key historical, educational, legis-

lation and media documents of the time [11].

The heuristic phase (data research and collection) in-

cluded access to historiographical sources based on two ty-

pologies: as primary sources, educational legislation in con-

temporary Spain; and as a secondary source, key documents

on the history of education that have compiled information

on that issue. In the case of primary sources, we reviewed the
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collections of the Madrid Gazette (Republican legislation)

and theOfficial State Gazette (Franco legislation). Regarding

the most relevant secondary sources, the following studies

are worth noting: Bello [12]; Lerena [13]; De Puelles [3,14,15];

Tiana [16,17]; Viñao et al. [18]; and Escolano [19], among others.

For the data analysis, a hermeneutic action [20] was car-

ried out contrasting the data from the sources found, with

the ideas, facts and events based on the contextual evolution,

that is, on the educational, cultural, political, ideological,

economic, demographic and social aspects of the rural ar-

eas of the Spain of that time. This interpretation was de-

veloped through an inductive thematic categorization pro-

cess [21], identifying patterns of continuity and change across

the different historical periods analyzed. The emerging cate-

gories were contrasted with the theoretical framework and

historiographical background [15,19,22], allowing for the con-

struction of an analytical narrative that explains the evolution

of educational policies and their effects on the rural envi-

ronment. Likewise, data related to language teaching have

been categorized, allowing for the identification of how this

area was addressed in each historical period and what im-

plications it had for the development of students’ linguistic

competence. This article offers a concentrated explanatory

synthesis of the analysed data.

3. Results

3.1. Educational Changes with the Second Re-

public

The monarchy gained the most votes in the 1931 elec-

tion on 14 April in rural Spain, but, with the city vote, a

republican regime was proclaimed. The cities in Spain were

for the most part Republican, whereas the rural areas were

prisoners of the traditional cacique rule and, to a large ex-

tent, of a conservative and traditional Church that was not

very friendly towards change and even less so towards social

ruptures.

The Second Republic is known to be a regime that

prioritised the improvement of education [23–27]. Rodolfo

Llopis [28], a teacher at the socialist Escuela Normal [Normal

School] who took up his position as Director General of Pri-

mary Education, was aware, from the beginning, that the task

of defending the Republic posed essential imperatives, some

of which especially affected rural areas. He understood the

need to “shake off the drowsiness of rural Spain” while also

to “conquer rural Spain for the Republic” (p. 10), and would

take the benefits of education and culture to, among other

reasons, defend the Republic. This is why inculcating the

values of the new political regime was necessary.

The school, its pedagogical reform and its teachers

were considered an ideological weapon of the revolution [29]

that would educate new generations and motivate them to

implement intended changes in the country [30].

As many authors have noted, in the notable political

and reforming drive of the Republic’s first biennium, the

regenerationism ideology of a democratic nature was closely

associated with educational and school reform. This drive

must also be understood within the context of a deeply un-

equal society divided between rural and urban areas, marked

by high illiteracy rates—especially in the countryside—and

a growing demand for social justice. The Republican school

was thus conceived as a tool for transformation and cohesion,

aimed at reducing the social, cultural, and territorial gaps

that burdened a large part of the population [14,27]. The plan-

ning of this reform had already been designed by inspector

Lorenzo Luzuriaga within the PSOE congress. It was de-

scribed by the main actors of the first biennium, the minister

Marcelino Domingo and his General Director of Primary

Education [28,31].

3.1.1. The Principle of Secularism

The educational policy of the Republic not only ad-

dressed the secularisation of education, a permanent source

of controversy up to now, but it did so from the French secu-

lar approach [32,33]. In addition to suppressing religion and

its symbols in educational practice, educational secularism

prohibited religious orders and congregations from teaching,

threatening its very survival throughout all the schools [34].

A consequential significant social response was expected.

The new republican teachers were to shape the base

of the Spanish educational system, as they did in the Third

French Republic, and would be the “priests” of republican

democracy [35] (p. 90).

3.1.2. New Teacher Plan and Its Influence on

Language Teaching

The “new education” theorists: university professors

associated with the Institución Libre de Enseñanza, an organ-

isation that influenced educational reforms and introduced

880



Forum for Linguistic Studies | Volume 07 | Issue 12 | December 2025

modern pedagogy and various European philosophical cur-

rents [29]; teachers from the Normal School, or education

inspectors, who understood that teaching training was an

essential condition of the reform, as one of the pillars of edu-

cational regeneration was the reformation of educators [36].

Technical, cultural, political and ideological renewal was

reflected in coeducation, which sought to ensure teachers

who were to attend normal schools had secondary school

certificates, and that teaching training should last three mod-

ules in addition to another teaching practice module. These

elements defined the fundamental aspects of a new vision of

Teacher Training Colleges and the teacher training process,

illustrated in Table 1 according to the Decree of September

29, 1931, on the Reform of the Teacher Training Colleges [36]:

Table 1. Subjects and weekly hours of the Professional Plan.

First Course Second Course Third Course

Subjects and Weekly Hours Subjects and Weekly Hours Subjects and Weekly Hours

Elements of Philosophy (3h)

Psychology (3h)

Methodology of Mathematics (3h)

Methodology of Language and Literature (6h)

Methodology of Natural Sciences and Agriculture (4h)

Music (2h)

Optional extension of languages (2h)

Drawing (2h)

Handicrafts and manual work (3h)

Handicrafts (3h)

Practical work (6h)

Physiology and Hygiene (3h)

Pedagogy (3h)

Methodology of Geography (3h)

Methodology of History (3h)

Methodology of Physics and Chemistry (6h)

Music (2h)

Optional extension of languages (2h)

Drawing (2h)

Handicrafts and manual work (3h)

Manual work (3h)

Practical work (6h)

Paidology (3h)

History of Pedagogy (3h)

School Organisation (3h)

Economic and social issues (3h)

Seminar work (3h)

Home Education (2h)

Specialisation work (3h)

Internships (6h)

In the new curriculum, special importance was given

to the teaching of languages, both Spanish language and lit-

erature and foreign languages, an example of which is the

inclusion of the subject ‘optional extension of languages’

with 2 h per week from the first year. In addition to this,

school placements were carried out for two months each year

under the direction and guidance of teachers from the teacher

training college and the Primary Education Inspectorate in

accordance withArticle 16 of the Decree on the Organization

of the Education Inspectorate [37].

However, the implementation of these ambitious

teacher training plans contrasted sharply with the actual con-

ditions found in much of the rural school system. In the

following two sections, we analyse how these pedagogical

proposals coexisted with a context marked by structural pre-

cariousness and a shortage of teaching staff, which signifi-

cantly constrained their application across the territory.

3.1.3. Republican Utopias and the Reality of

the Rural Schools

Castillejo [38] and De Puelles [14] analysed the much de-

bated – by the men of the Institución Libre de Enseñanza

– need for the fusion of primary and secondary education,

that is, free and compulsory schooling from three to eighteen

years.

There was much talk of a single school, but no progress

was made in the abolition of parallel schooling from the age

of ten, characteristic of the dual system, nor was any made in

reforming the secondary school curriculum during the first

biennium.

Let us not forget that if the Republic made coeducation

in institutes and normal schools compulsory, it did not do

so for primary schools, and, apart from exceptional cases, it

was not until 1937 with a decree by Wenceslao Roces, that

the beginning of coeducation at all levels of the educational

system was seen [39]. Thus, the rural republican school con-

tinued to be, for the most part, unitary and separated by sex,

while mixed unitary schools were found in towns with a very

small number of inhabitants.

One of the difficulties encountered by the Republican

government was the insufficient number of schools to accom-

modate the school-age population, a factor that caused major

educational problems [40]. Thus, the expansion of a school

network was one of its main objectives [41]. Quantifying the

number of schools that were actually built is difficult. Cur-

rent references made by García-Salmerón [42] estimate that

more than 2300 schools were built, with a total of 10,000

classrooms. However, at the start of the war, only 700 build-

ings had been completed, with a corresponding 3000 class-

rooms. In short, there were well-planned projects, but they
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lacked in resources and people to carry them out, and more

so in an environment of much social tension and confronta-

tions with the Catholic Church, which finally collapsed in

the terrible tragedy of the Civil War.

This abrupt change of context marked a turning point

in the educational policy of the time. The Republican re-

forms, which aimed to modernize and democratize the school

system—especially in rural areas—were interrupted by the

outbreak of the civil conflict. What follows is an analysis of

how the Spanish Civil War radically transformed both the

material conditions and the pedagogical discourses, plunging

the educational system into deep instability.

3.1.4. The Situation Caused by the Civil War

There is evidence that during the war, the new Francoist

government educational policy was designed to dismantle

republican reforms and establish an ideological culture that

justified its “national uprising” [43]; it also sought to radicalise

republican policies, conditioned by assistance to children

within the context of war, and with an obvious indoctrina-

tion as a fully revolutionary approach, even of the troops,

through Popular Missions and Militia Culture [44,45]. This

was proclaimed in a document to teachers by the Ministry of

Public Instruction [46]:

The Spanish Republic – in the middle of the

national liberation war – is carrying out the gi-

gantic educational task of making culture avail-

able to the people. Workers, farmers, everyone

who is contributing to the fight against fascism,

know that the culture of the Republic is one

of its most precious conquests (...). We do not

ignore those who fight us on the other side

of the trenches, protected by invading armies,

champions of the dark past of illiteracy that

lacked culture and was an embarrassment for

our country (p. 3).

This meant the dismissal of all civil servant “enemies

of the regime” and a consequential lack of thousands of

teachers in the republican areas: many went to the front as

officers, another large part were purged and dismissed, and

some changed to fight for the other side.

Many teachers were forced to participate in anarchist

collectives [16]. There are stories that describe how teachers

left their schools because of the proximity to combat zones,

little importance of their villages, because of the abuses com-

mitted by labour unions and political entities that banish

those who do not dare to live under them [47], referring to

the collective practices of the socialists of Aragon, in whose

towns teachers had to teach and work only to have their

salaries given to the collectivised community that supplied

them with their needs [48].

Regarding the poor functioning in the republican areas,

there is a report by the Central Inspectorate during a visit

made to the “loyal” zone, that notes: “teaching staff are pro-

fessional, a behaviour that is not in line with Spain’s usual

operations” [49]. Passivity, reluctance, closed schools... that

was the general trend [50] (p. 58).

3.1.5. Serious Deficiencies of the School Colony

Projects

The Central Delegation of Colonies denounced that in

certain towns, evacuated children were sent to food collec-

tion lines instead of to school [51]. There are municipalities

that lied about the number of children they had, so that the

government would increase the subsidises sent to them. It

was also reported that children slept together and that they

spent days in bed until the only clothes they had, dried [52].

Furthermore, due to the scarcity of locations available to

teach, it was reported that the day was separated into morn-

ing and afternoon shifts, with a reduction in hours. This

reality meant that pedagogical quality, renovation, innova-

tion and therefore reformation was impossible [53].

Ideologically, the defence of a revolutionary educa-

tion was essential, as noted by the teacher Valls [54]: “school

neutrality” and “respect for the child’s mind”, “are two hack-

neyed clichés”, and he goes further: “the teacher’s attitude

in the proletarian school is clear: it is a matter of creat-

ing a socialist mentality, to whose service we must conquer

the child’s mind – and take possession of it. The principle

of authority is opposed by materialistic criticism and self-

determination” (p. 33).

On 21 September 1936, the National School officially

ceased to be secular; on the fourth of the same month, co-

education was prohibited in National Secondary Education

Institutes, and on the 22nd in Normal Schools and Labour

and Commerce Schools; the teaching of Religion and Moral-

ity or Sacred History was declared compulsory in Primary

Schools, Normal Schools and Institutes [55–57].
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3.2. The National Catholic School of Francoism

On the Francoist side, purification and the implementa-

tion of new school programmes were the prologue of what

would be an educational policy based on the principles of

National-Catholicism [38,58]. These measures were imple-

mented in a context of deep political repression and authori-

tarian reconstruction of the country, where the ideological

control of education was a priority for the new regime. Post-

war society was marked by fear, censorship, scarcity of ma-

terial resources, and the imposition of a National-Catholic

moral code, which was promoted as the aspirational model

for the new Spain [29,59].

Undoubtedly, the first decade of the dictatorship was

when the regime’s survival was most at risk. The under-

handed but absolute confrontation between the Falange,

spokesperson for totalitarian aspirations, and the Church,

a candidate for ideological monopoly over the mind, man-

ifested itself openly in the field of education [60]. During

those first years, secondary school was reformed—Law of

1938—as was the university—Law of 1943. In 1945, the

military defeat of the Axis powers cued Franco’s first strate-

gic shift, and the National Syndicalism ceded precedence to

National Catholicism.

In educational terms, the Primary Education Law of

1945 was approved, which sought to provide absolute uni-

formity, both in content and values, to all Spanish primary

education, turning it into a powerful tool of expansion and

consolidation of the regime’s ideology [61].

3.2.1. Personnel Policy

During the first years of Francoism, a multitude of rural

unitary and graded schools for boys and girls lacked teachers,

since teachers were one of the sectors most affected by the

post-war purge [62]. Many vacant postings in rural schools

were filled by soldiers without specific training, which re-

vealed the extent to which the general will of policy makers

was reflected, in the sense of adjusting these teachings not

only to a specific social class, but to equally limited objec-

tives regarding what a teacher should “know” [63] (p. 56).

3.2.2. The Primary Education Law of 1945

For the Franco regime educational ideologues and pol-

icymakers, the great evil and defect of contemporary Spanish

pedagogy in the first part of the 20th century was having

too many things imported from abroad, having observed and

admired the dazzling urban culture, and not having focused

on its own nucleus and centre, on its rural schools [63].

The primary education law of 1945 represents the ab-

solute triumph of the Church in this area and with it the

victory of a policy that condemned the State to almost ab-

solute restriction until the very late 1950s [64]. But the most

significant point was that the legal discrimination towards

rural areas was maintained. The Teachers’ Statute of 1948 es-

tablished that National Schools located in villages or places

with a scattered population of fewer than 500 inhabitants

– excluding those that were or were considered annexes or

neighbourhoods of another populations – whose postings

were not covered in general transfer programme, would be

given a special class for the purposes of providing them with

personnel, being segregating from the general system [65–67].

As inspector general in the ministry, Serrano [63] noted,

not without irony, the provisions of the Teachers’ Statute

to ensure teaching posts in rural schools were covered:

“There are still those who, with disconcerting ingenuity, think

of strange solutions to ensure there are teachers for those

schools. These are usually three solutions given for this, and

some of those, in our opinion the worst, have been enshrined

in the Primary Education Law of 17 July 1945, Article 73

and section F) of chapter II of the Teachers’ Statute, of 24

October 1947” (p. 58), which described the following [64]:

Boys’ schools in localities with a census of

fewer than 501 inhabitants may be taught by

local people who have completed civil or eccle-

siastical studies […]. Likewise, in villages or

places with a scattered population of fewer than

500 inhabitants, those people who, whether or

not they hold a teaching degree, show the de-

sire and aptitude to perform the teaching func-

tion at a rural school, may be responsible for

the primary education in that town (p. 405).

First solution: when there is no teacher to cover the

role of teacher in a rural school, a volunteer teacher from

that town will be chosen. If someone in the town has stud-

ies, they will be responsible for schooling; if no-one in the

town has studies, whoever shows desire or aptitude for the

role can have it. And so the intrusion was enshrined in law.

Serrano [63] continued:

The Spanish countryside is suffering, precisely, from
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a very dangerous endemic that urgently needs to be con-

tained and curbed: that of itinerant “teachers”, many of them

coming from confused social layers, some even from pris-

ons, who without solvency and without control, poorly teach

villages how to decipher the enigma of the alphabet, while

also mixing their clumsy and unhealthy ideas into a paltry

understanding of science.

In the least bad of cases, these people do the great harm

that, satisfied with the knowledge they are given, the peasants

then feel no greater desire to continue learning and, believing

themselves already educated, remain stagnant in the most

crass of ignorance.

Rural schools are given to teachers who have neither

passed official exams nor provided long years of interim

services. There are some who are very dignified and effec-

tive. But we do not judge people, just the procedure. And

the procedure is terrible. Terrible, because it posts the least

competent and most limited teachers in Schools.

Finally, there is a third solution that seems to offer more

benefits, because they are integrated into its very essence:

that Rural Schools be handed over to the Parish Priests. With

all due respect, with the utmost respect, we do not see this

as adequate.

Primary Schools, like all educational study, even more

than all further studies, require structure. When this is lack-

ing, the School fails (p. 59).

3.2.3. Teacher Training Curricula and Their

Influence on the Teaching of Languages

In the first years after the war, there was a legal vac-

uum surrounding teaching studies which was attempted to be

filled by the constant publication of scattered orders aligned

with the ideology of national Catholicism. These provisions

introduced the teaching of Religion and repealed certain ar-

ticles of the 1931 Plan, partially re-establishing the 1914

Plan [68,69].

The particular circumstances of the post-war period,

together with the large number of purged teachers, favoured

the approval of more flexible regulations which extended

enrolment deadlines and enabled intensive courses in teacher

training colleges. These programmes sought to award de-

grees in an accelerated manner, with a strong patriotic focus

and a low level of both theory and practice. The curriculum

was limited to subjects such as Religion, Sacred History, 1st

and 2nd yearMusic, Teaching Practices, Religion andMorals,

History of Pedagogy, as well as Labours and Economics for

girls and Calligraphy [69].

The publication of the Primary Education Act of 1945

and the Regulations for Teacher Training Colleges consoli-

dated the curriculum and gave Teacher Training the status

of university studies. Thus, in 1945, the first year was struc-

tured as follows: General Pedagogy, General and Applied

Psychology, Extension andMethodology of Literature (Span-

ish Language and Literature), Extension and Methodology

of Science (Mathematics), Religion and its Methodology,

Practical Specialisation Courses and Physical Education and

Sports. In addition, all teacher training students were obliged

to take a vocational specialisation with a choice between agri-

cultural, industrial or commercial training.

However, there were gender differences in the struc-

ture of studies. While students had to choose two practical

courses between Languages (French or English), School

Singing, Artistic Education or Post-school Organisations,

female students only had to choose one, as they were obliged

to take Home Education [70]. A curriculum which gave lit-

tle importance to the teaching and learning of languages,

especially in the education of women.

In 1950, a new curriculum was introduced which, dur-

ing the first years, did not present significant changes, main-

taining the teaching of Religion and Home Teaching subjects

at all levels. However, greater importance was given to the

subjects of Pedagogy and Psychology, and an attempt was

made to improve the effectiveness of school practices by in-

tegrating them into all courses. This plan remained in force

until 1967, when another plan was approved, which con-

tained a proposal for teacher training with a more technical

profile and a predominance of special didactics. Specifically

in the field of language teaching, significant advances were

made, with the inclusion in the 1st and 2nd years of the sub-

jects ‘English Language and its didactics’ with 2 hours per

week and ‘Didactics of Spanish Language and Literature’

with 3 hours per week in the 1st year and 2 hours per week

in the 2nd year [71].

3.2.4. Teacher Training Curricula and Their

Influence on the Teaching of Languages

José Ibáñez Martín’s role in the Ministry of National

Education is of note due to the manipulation of school text-

books: recovery of the most conservative and traditionalist

thought; intense classism that is implanted at all levels of
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the educational system; advantages of all kinds given to pri-

vate and confessional education; isolation of research and

the conversion of the Board of Expansion of Studies (JAE)

into the Higher Council for Scientific Research (CSIC) [72].

In summary, “the principle of authority – the magister dixit

[the teacher says] – prevailed again in education, and Saint

Thomas Aquinas once again became the central axis of the

theoretical thought of the official Spanish ideology – together

with the Twenty-Seven Point Programme of the Falange” [73]

(p. 549).

The dismissal of Ibáñez Martín as head of the Min-

istry of National Education in 1951 and the appointment of

Joaquín Ruiz Giménez established a modest national rec-

onciliation. The exalted nationalism of previous times was

mitigated, and more modern pedagogical and technical con-

tent were introduced, through documents such as the Cues-

tionario Nacional [National Questionnaires for Primary Edu-

cation] [74]. These changes included successive school con-

struction plans, especially from 1964, occurring in a large

percentage of Spanish towns and cities, and which are still

in operation [75].

The 1953 National Questionnaires for Primary Educa-

tion [76] were a first attempt to regulate teachers’ pedagogical

activity, which, from a didactic perspective, was an innova-

tive document in many respects. Approaches that are still

valid today: “You must flee from all verbalism, from all

memorisation, from all wandering through the fields of what

is spectrally removed from the orbit of realities in which the

interests and desires of the child move” (p. 10).

After a significant stagnation in education, these years

were a great leap forward. Pedagogically, certain impor-

tant innovations took place, such as the creation in 1958 of

the Centre for Orientation and Didactic Documentation in

Primary Education (CEDODEP) [77].

3.2.5. School Practice

To demonstrate non-compliance with the established

curriculum, only two schools– Lucena del Cid and Santo

Ángel de Vallecas – organised their curriculum according

to the 1945 law, differentiating between instrumental, for-

mative and complementary education [78,79]. Many schools

taught a shortened version of the 1945 curriculum, leaving

out several of the artistic subjects that had never been part

of any official curriculum, such as Urbanity.

In addition, in certain rural populations and suburban ar-

eas “the doctrines of theMovement are hardly felt”, and there

was even opposition in families of the new regime, which

would contribute to curbing teachers’ interest in imparting

certain issues that would make students politically aware and

hinder their integration into the environment. Most teachers

did not feel prepared to impart these new subjects nor identi-

fied with their content, to the extent that they could not do

anything but “...sing patriotic hymns” [80] (pp. 119–133).

Similarly, school textbooks decontextualised learning

in rural areas as their obvious connotations and urban domi-

nance were far removed from the rural students’ real lives

and experiences.

The publication of the 1953 National Questionnaires

had an immediate impact on educational practice, and this re-

ality is very clearly recorded in pedagogical memoirs. Those

written before 1954 state that the schools studied had some

Questionnaires, almost always prepared by the Provincial

Inspectorate.

Most of the school experiences testified to practices

rooted in nineteenth-century pedagogy, with the use and

abuse of resources as old as choir lessons, monitors and as-

sistants, “give or take” lessons after rote learning, reading in

a circle or correcting dictations on the blackboard [81]. The

survival of these practices, rejected both by the republican

school reforms and by the Francoist technical guidelines,

give an idea of the roots of what Tyack and Cuban [82] (p.

167) have come to call “school grammar”, i.e., the survival

of a school culture that is impervious to any type of reform

and that operates with its own patterns of continuity over

time.

For all these reasons, rural schools in Spain at the be-

ginning of the sixties were much more similar to the schools

of the previous century than to the ones it has twenty years

later.

3.2.6. Technocratic Dictatorship and Educa-

tional Policy

In 1959, the first Franco regime ended and another pe-

riod began in which technical and economic issues predomi-

nated over political ones, continuing to preserve what was

essential to the regime: the concentration of essential pow-

ers in Franco. In this year various mechanisms began to be

formally institutionalised to facilitate the adaptation, consol-

idation and continuity of Francoism as a political regime [83].

In 1962, the professor of chemistry Manuel Lora
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Tamayo was appointed Minister of Education with the pur-

pose of initiating a significant reform, and his first symbolic

change was to rename the Ministry of National Education

(MEN) to the Ministry of Education and Science (MEC) [84].

Lora Tamayo carried out a policy focused fundamentally on

the need to modernise primary education. His great work was

Law 27/1964 of 29 April [85], which extended compulsory

schooling to the age of fourteen, with the aim of providing

the country with the powerful industrial development of a

skilled workforce. From now on, the school construction

policy would have permanent institutional support, thus as-

sisting the 1970 drive to both make compulsory schooling

effective and resolve the issue of teaching posts being left un-

filled, a problem that was more than a hundred years old [86].

Along with this, the formulation of a basic education

curriculum for ages six to fourteen would facilitate the tran-

sition towards a general education for all Spaniards, an ob-

jective that will be met by the General Education Law of

1970 [87].

Be that as it may, the 1960s also brought economic de-

velopment plans, which, despite the notable imbalances they

produced, gave rise to the greatest transformation that Spain

had undergone that century [88]. The plans especially affected

public works, industrialisation, services and the mechanisa-

tion of agriculture and, albeit to a lesser extent, education.

Development produced great social changes but the regime

could not, by its very nature, channel the growing aspirations

of a society that demanded greater public liberties.

Two stabilisation plans were carried out during the pe-

riod in question. The first (1964–1967), was concerned with

correcting the deficiencies derived from the lack of class-

rooms, reduced compulsory schooling, low teacher salary

and rural postings [89]. At this time, and until the economic

crisis of the 1970s, schools continued to function as a “trans-

mitter of ideology”, and inadequately and insufficiently, took

on a role as “transmitter of qualifications” as well. It is a

known fact that the rural exodus was made up of people who

lacked sufficient cultural training and did not have profes-

sional qualifications [90].

The second stabilisation plan arose as an immediate

consequence of the provisions of the first, within the frame-

work of the 1967 consolidated text on the 1945 Primary

Education Law [91]. The construction of national schools

intensified with the purpose of working a towards graded

school structure, the organisation of unitary schools was

abandoned and policies of structural grouping were adopted

that would be decisive for the educational actions of the

future 1970 General Law on Education [92].

As late as 1967, Minister José Tamayo’s study plan for

Normal Schools [71] finally moved Teacher Training to uni-

versity levels as, prior to that, finishing secondary education

had actually been more challenging and previously received

more recognition than teacher training courses. In addition,

in the field of language teacher training, significant progress

was made with the incorporation of the subjects ‘Didactics

of Language and Literature’ and ‘English Language and its

Didactics’ in the first two years. These subjects attached

particular importance to the development of the teacher’s

competence in the linguistic field, as well as to the teaching

of didactic strategies for their application in the classroom.

3.2.7. The 1970 General Education Law

During the second half of the 20th century, educational

systems began to connect worldwide through networks cre-

ated by international organisations [93]. As a consequence,

the educational policies of different countries during this

time began to show notable similarities around a very spe-

cific concept of education. The General Education Law will

go down in the history of Spanish education as an attempt –

happily achieved – to break its almost one hundred year old

bipolar structure that resulted in two divergent educational

paths for two school populations that had different social

backgrounds and academic futures: one for the working and

peasant class – a primary education that led to nowhere –

and one for the middle and upper classes that began at age 10

with the opportunity to move on to secondary and university

education [87].

With the advice of the omnipresent “grey eminence”

of Díez Hochleitner and the publication of the famous White

Paper (1969), the foundations of a new law were laid [94].

If educational laws have the purpose of adjusting between

the productive system and the educational system on one

hand, and the educational system and the political system

on the other, in this case, that axiom was only 50% fulfilled.

Because rarely has there been a law with a greater degree of

mismatch between the political system and the educational

system [13].

One of the greatest achievements of the 1970 General

Education Law was the implementation of a compulsory
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eight-year education programme: basic general education. It

was a reform that maintained all the signs of authoritarian re-

generationism. Once again, an attempt of a top-down reform

was made, responding to the challenges resulting from the

economic and social change produced during the 1960s [95].

Although the reform did not have access to the financial

resources it required, and although the ambitious objectives

formulated were not achieved, it can be said that it effectively

partly modernised the Spanish educational system and laid

the foundations for subsequent reforms. A few decades later,

it represented the best attempt at pedagogical modernisation

in contemporary Spain made in recent history, at least in its

technical elements, even if not in its ideological ones.

As one of its best achievements, the 1970 reform imple-

mented a compulsory eight-year programme – basic general

education – for the school-age population, thus ending an

unfair and secular distribution of formal education that con-

demned most Spanish children to a poor primary education,

while a small minority benefited from further secondary and

university education designed only for them [87].

The 1970 Law adopted guidelines and criteria for ped-

agogical modernisation, but also standardised and deper-

sonalised thousands of schools located in rural areas, by

implementing technical criteria that eliminated thousands of

school units throughout the Spanish territory through school

concentrations.

It definitively and exclusively adopted a graded school

system as an organisational aspiration for Basic General Ed-

ucation, for all Spanish children between the ages of six and

fourteen. The other possible models, for example the unitary

school, typical of many of the rural schools throughout Spain,

were now considered residual and to be eliminated.

The two great pillars of the problem, the difficult ge-

ographical access to many localities and their low number

of inhabitants, conditioned the implementation of the 1970

General Education Law and an organisational and manage-

ment model for rural schools called “school concentration”,

which comprised grouping all the students in the region into a

“rural macro-centre” located in the main town of that region,

as it was the easiest to access – at the cost of closing all the

other small schools in that region – justified by the Ministry

because of high maintenance costs and low performance [87].

Such was the situation that, in 1983, and with the ad-

vent of Royal Decree 1174/83 of 27 April on Compensatory

Education [96], the ministry made the decision to withdraw the

system of school concentration to reopen the small schools

in the villages, mainly due to the following reasons:

- The precariousness of school infrastructures, despite

the fact that the reduction in spending from the closure

of small schools should have, theoretically, generated

more investment for it.

- A lack of specialist teachers for secondary school stu-

dents, which caused enrolment ratios to drop for this

educational level.

- An absence of the supposed improvement in the quality

of teaching and the academic performance of the stu-

dents that had originally motivated the implementation

of the school concentration model.

4. Discussion and Conclusions

After analysing key documents on the history of edu-

cation and the educational legislation in force at the time as

sources of this study, we are in a position to confirm our start-

ing hypothesis: the Urban educational policies implemented

in rural areas shaped the educational and social plans of Span-

ish towns and placed them at a disadvantage compared to

cities.

There were two stages in the history of Spanish rural

schools during the 20th century. The first spans until the

1960s, when Spanish society was eminently rural in all its

aspects, including schools. This stage closely continues on

from the rural school model of the 19th century in its or-

ganisation, materials, agents and even objectives. Schooling

belonged to a Spain that had not yet developed because it was

poorly equipped and fundamentally neglected, and is seen

by government municipalities to be a state obligation and a

tax that must be paid despite not providing the population

with useful knowledge.

The training received by teachers during this period

and its influence on language teaching can be divided into

three periods: the Republic and two periods during Franco’s

regime. During the Republic, the curriculum gave great

importance to the teaching of languages, both Spanish and

foreign languages, and promoted solid pedagogical training

with supervised school practice. Special importance was

given to the teaching of reading and writing, both in the

mother tongue and in second languages, a crucial aspect in
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the rural context, where teachers had a fundamental role in

the literacy of the population.

In the first Franco regime (1939–1959), teacher educa-

tion was substantially modified due to the need to restruc-

ture the education system under the principles of national

Catholicism. Pre-Republican educational models were re-

stored, with a strong religious component and a limited cur-

riculum, which prioritised ideological and patriotic training

over pedagogical preparation, and which neglected language

training. In rural settings, as in urban settings, it would lead

to a stagnation in literacy and language skills development.

In addition, gender differences in teacher training were es-

tablished, relegating female teachers to subjects linked to the

domestic sphere instead of strengthening their preparation in

language teaching. The Primary Education Act of 1945 con-

solidated teacher training as university studies, but without

strengthening the teaching of reading, writing and second

languages.

In this context, the power struggles within Francoism—

particularly between the Falange and the Catholic Church—

were not merely symbolic or ideological, but had direct and

profound effects on the educational system. This tension

led to unstable and contradictory educational policies that

impacted teacher staffing, curriculum orientation, and school

organization. In rural areas, these conflicts resulted in a con-

stant oscillation between authoritarian and clerical models,

which hindered the establishment of a coherent pedagogical

approach and further exacerbated the structural precarious-

ness already present in rural schools.

Added to this was a period when rural schools were

not an attractive destination for teachers because their rights

were infringed on. In short, Bello’s [12] assertion that schools

were a burden for towns and villages is corroborated [12].

In the second phase, beginning in the last forty years

of the century, although teacher training improved with the

1967 Curriculum, which promoted a real modernisation of

language teacher training, integrating subjects such as ‘Di-

dactics of language and literature’ and ‘English language and

its didactics’, it was hoped that this reform would allow for

greater competence development in language teaching. This

approachwas particularly relevant in rural areas, where teach-

ers had to adapt literacy teaching to students with limited

educational resources. However, the study carried out shows

that strong grievances and neglect towards rural schools and

communities continue to be consolidated as a result of regu-

lations that are insensitive to the reality of a rural world in

decline [97] through actions such as the following:

On one hand, the 1967 consolidated text of the Primary

Education Law, together with successive development plans,

initiated a policy of school concentrations, the construction

of domestic schools, and in parallel, a rural exodus that ques-

tioned the unitary and mixed school model. A reduction in

illiteracy in the 1960s and 1970s was associated with a new

social, urban model and with more highly qualified jobs. The

1970 General Education Law regularised this educational

policy: graded and larger schools, improved teacher training,

now elevated to the rank of university studies, and compul-

sory education until the age of fourteen, when students could

then move on to study in secondary school or professional

training. This higher education could no longer be given

in small towns, nor in population centres, fostering school

segregation as before.

An insufficient budget, teachers aspiring to move to

big cities, inappropriate legislation, and an environment that

generated neither the jobs nor the quality of life enjoyed else-

where, resulted in the languishment of rural schools. Lan-

guage teaching, especially literacy and foreign languages, was

subordinated to inadequate curricula and a lack of specific

teacher training, which perpetuated educational inequality in

rural areas [80]. Historical analysis shows that only during pe-

riods of greater investment and planning—such as during the

Second Republic or with the 1967 plan—was the formative

value of languages for the comprehensive development of

rural students recognized, thus expanding on the findings of

Molero [35]. It would take another decade for the elements of

educational quality: personalised attention, curricular flexi-

bility, integration of the environment, heritage and slow learn-

ing rates, to be recognised as such, leading to Royal Decree

1174/83 of 27 April on Compensatory Education [96]. A sig-

nificant investment of resources, willingness on the part of

families, support from regional administrations and commit-

ted teachers form the basis of the rural schools that we inherit

today as already stated in González et al.’s study [97].

Through this study we have confirmed how the analysis

of educational policy from a rural perspective facilitated the

discovery of the social inequality present during different pe-

riods of the history of education. In this regard, it is essential

to connect the lessons of the past with the current challenges
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faced by rural schools. Although the Royal Decree of 1983 [96]

laid the foundations for a more equitable rural school system,

significant issues persist today, including depopulation, un-

equal digitalization, and limited access to human and mate-

rial resources [98]. According to the most recent report from

the Ministry of Education and Vocational Training for the

2023–2024 academic year [99], many rural schools continue

to face difficulties in providing a comprehensive educational

offering—particularly in foreign language teaching and in

sustaining innovative projects within multigrade classrooms.

We therefore emphasize the value of historical and policy-

oriented studies like the one presented here, which examine

the effects of educational policies across different periods.

Such research can serve as a tool for reflection and support

more equitable decision-making by educational authorities.

We also believe this approach is essential for the appropri-

ate planning of desegregation and inclusion policies that ad-

dress the needs of today’s diverse social groups, incorporating

strategies that go beyond merely technical solutions—an idea

aligned with the work of Bonal [100].

The main limitations of this study are the disappearance

of important archival collections, mainly in the period of the

Second Republic and the Civil War in the Ministry of Educa-

tion. Also the lack of independent sources, both in the press

and in the testimonies of the protagonists, conditioned by the

political and ideological confrontation of the period. As for

its later projection, it would be extremely interesting to com-

pare it with other rural territories with dictatorial systems,

such as Mussolini’s fascist Italy or Salazar’s Portugal.
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