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ABSTRACT
This paper reports on a study that is part of the HABLARLES project, within the broader ÁGORA research initiative,

conducted in collaboration with school teachers in Alcañiz (Spain). The aim was to systematize and enhance an established
training program that supports teachers in developing their students’ communicative language competence through a
text-based pedagogy. The methodology began with a comprehensive needs analysis, administering a pre-questionnaire to
identify the region’s teachers’ challenges and training requirements. Based on the results, the structured training program
was tailored to address the identified needs, engaging 70 teachers through seminars and working groups. The training
focused on the selection and use of high-quality texts, equipping educators with practical intervention strategies to effectively
support students’ language development. A post-questionnaire administered to teachers who implemented the proposed
pedagogy revealed significant improvements in teaching practices, such as the ability to select and use texts effectively for
language instruction, alongside the establishment of a collaborative network for sharing and aligning teaching strategies.
Regarding student outcomes, teachers observed notable progress in communicative language competence, particularly in
oral and written skills, lexical acquisition, and increased motivation for reading and writing. Future research should adopt
longitudinal designs to assess the sustained impact of text-based pedagogy on rural education, expand studies to di-
verse settings, and enhance teacher collaboration and professional development.

Keywords: Continuous Teacher Training; Rural Education; Text-Based Pedagogy; Literary Texts; Spanish Language
Pedagogy; Communicative Language Competence
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1. Introduction

The importance of contact with literary texts from an
early age has been noted as one of the key factors for progress
in language development, both for comprehension and ex-
pression or production activities [1–4].

In contrast to the language to which children are ex-
posed in everyday communicative situations (simple linguis-
tic structures, such as the excessive use of the imperative
mood), more complex vocabulary and linguistic structures
appear in quality children’s literary texts [5]. Therefore, these
texts, usually narrative, such as literary tales, become another
model of language. In this sense, Teberosky and Sepúlveda [4]

highlight the importance of exposing children to language
input beyond everyday language and consider other sources
available to children and young audiences, such as quality
literary books or texts which they often reach through read-
aloud practices. Such practices, combined with the rewriting
of fragments, can improve writing skills since children incor-
porate the linguistic forms of the source texts in their own
texts [6]. For instance, students learn about text segmentation,
discursive organizers, genre structure, and reported speech [7]

and can focus on the language itself since the content and
structure of the story is already provided [8].

A literature review study by Colomo [9] about
teaching Spanish as a foreign language to children and
young people underscores the significant role of adequate
literary texts. They can not only provide rich linguistic input
that enhances language proficiency but also stimulate
creativity and cultural awareness. Furthermore, they
support the development of complex skills such as
interpreting inferential content, reflecting on universal
themes present in literary texts, and acquiring cultural
knowledge to foster socio-cultural and intercultural
competence.

Other studies in the national context with classroom
intervention and consideration of pupils of migrant origin
highlight that such linguistic knowledge through texts is pro-
duced when there are continuous reflection and discussion
about the language that the teacher must promote [10].

However, in order to implement work with
children’s literature texts in the classroom, specific
teacher training is necessary: knowledge of this specific
literature, understand- ing of the criteria for selecting and
assessing this type of text, practical strategies for

classroom application, etc. These issues have been pointed
out as necessary and deficient in teacher training in recent
years in both the Spanish-speaking context [11–14] and the
Anglo-Saxon context [15].

Therefore, continuous teacher training is essential when
it comes to training teachers as text mediators for their stu-
dents, building on the knowledge and experience they al-
ready have and generating reflection on their teaching prac-
tice [14,16]. Furthermore, it is important that training is not
only focused on individual needs but also on the collective
needs of the community and institutions to which they be-
long[16].

In-service ‘inter-school’ training (intercentro in Span-
ish) in Spain, which integrates multiple educational centers,
takes on special importance in the context in which this re-
search is situated, rural environments, since, in addition to
the above, it is fundamental for the creation of synergies be-
tween teachers due to the isolation that they can sometimes
feel in these environments due to geographical dispersion.
In this sense, training spaces are also configured as meeting
places for teachers [17]. In this regard, different studies high-
light the importance of teacher collaboration, co-learning
and reflexive practices as crucial aspects in teacher profes-
sional development [18–20], especially in rural contexts and
low resources communities [21].

Specific challenges of implementing new pedagogi-
cal strategies in rural education contexts have been pointed
out by previous studies in international contexts such as
geographic isolation, lack of resources and amenities, low
reading level of students or lack of motivation [21–23]. Never-
theless, some benefits that should be considered have been
also pointed out such as the union of community, smaller
class sizes, and proximity to nature [23].

In the Spanish context, very recently, specific initiatives
have been carried out to assess the specific training needs of
rural schools, as well as those of the teachers themselves (eg.
the seminar “Retos Educación-Territorio/Challenges in
Education and Territory”, or the European project “FOPRO-
MAR”). The challenges involved and the dynamic nature that
these trainings must have due to the specific characteristics
of the learning context have been also highlighted[24]. For in-
stance, these teachers often have to teach children of different
ages, learning paces, abilities or needs in the same classroom
in so-called ‘multi-grade classrooms’ (aulas multigrado in
Spanish) in rural grouped schools, which allow students in
these settings to complete their compulsory education with-
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out having to travel [25] (See section 2.1. for a description of
these schools). Likewise, this author points out the special
importance for these contexts of having the collaboration
of the environment and social agents (e.g., families, town
councils) when creating learning communities.

Given the above, continuous training in rural environ-
ments is an area that is currently undergoing revaluation and
advocacy, and there is a pressing need for more initiatives
that systematize concrete training initiatives This study is
situated precisely within this context, as explained below.

This paper reports on a study conducted as a part of
ÁGORA research project (refer the Funding section), which
addresses the challenges faced by language teachers in disad-
vantaged rural areas of Spain through targeted professional
development programs. In particular, the paper focuses
on one of the projects into which ÁGORA is subdivided:
HABLARLES (Hablar, leer y escribir: Talk, read and write
in English), designed in collaboration with school teachers in
the region of Bajo Aragón (Alcañiz, Teruel, Spain) and based
on a consolidated training program that these teachers have
developed and now coordinate to support other teachers in
rural schools with resources and strategies for enhancing stu-
dents’ communicative language competence through the use
of texts. In this respect, HABLARLES aimed to systematize
the training process to improve it and collect the results.

One of the main problems identified in the previous
training experiences was teachers’ concern over the lack of
communicative language competence [26] in Spanish of their
students, who come from families of diverse, often foreign,
origins. The cultures and languages coexisting in schools
are diverse, as are the communities to which these schools
belong. For instance, in one of the participating schools
(preschool and primary education), 64% of the students are
migrant pupils. In addition, as these are rural localities, a sig-
nificant portion of the population is engaged in agriculture,
which attracts seasonal workers to the area to work during
the fruit-picking season. As a result, during the school year,
pupils often enroll after the official start date. Therefore,
teachers’ concerns focus not only on developing the com-
municative competence in the mother tongue but also on
learning a foreign language in the case of pupils from other
countries. In addition, teachers at these schools often lack
knowledge of resources and books on children’s and young
people’s literature appropriate to their students’ levels, as
well as criteria for selecting such materials.

As mentioned above, the initiative involved

systematic monitoring and evaluation of the training
program to ensure its effectiveness and congruence with
educational objectives. To this end, first, a training needs
analysis was conducted. Subsequently, the teacher training
program was monitored and evaluated. Detailed
descriptions of these processes are provided in the
methodology and results sections.

The research questions for this study are as follows:
Q1: How does participation in the HABLARLES

project influence rural teachers’ approaches to teaching and
promoting Spanish language competence?

Q2: What impacts does the HABLARLES project have
on students’ development of Spanish language competence,
according to teachers’ perspectives?

2. Materials andMethods

To carry out the current study, a descriptive and ex-
ploratory survey research design was used. As Creswell
stated [27], this type of design is commonly appropriate
when the main purpose of the study is to gather, describe,
and in- terpret the trends, attitudes, and opinions of a
representative sample of the target population. Regarding
this study, it is worth noting that the principal goal was not
to test specific hypotheses but rather to identify rural
teachers’ perceived needs and their self-reported
experiences during a pedagogi- cal training initiative in
rural settings.

The methodological approach of the study was also
affected by Mertens [28] who highlights the value of contextu-
alized, practitioner-based research in education, particularly
in diverse, marginalized, and under-resourced or underserved
contexts. As mentioned earlier, the focus of the study was
on collecting descriptive and perception-driven data to un-
derstand teachers’ reflections and their perceived changes,
without the application of inferential statistical techniques,
which is, in turn, in line with Mertens’ perspective.

Accordingly, two questionnaires were deployed as the
main instruments, including a pre-questionnaire to identify
the real needs of the participating teachers and inform the
design of the training program and a post-questionnaire to
gather teachers’ perceptions after using and implementing the
strategies learned. In what follows, the procedure followed
during the training sessions, the pedagogical framework used,
and the text-based process that guided instructional imple-
mentation are elaborated on in detail.
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2.1. Context, Population, and Sampling

As mentioned in the introduction, HABLARLES is
focused on a training experience that has been developed
for 20 years in public schools under the name Leer, escribir
y hablar para cambiar (‘Reading, writing and speaking to
change’) aimed at providing teachers with tools and resources
designed to improve students’ communicative language com-
petence utilizing appropriate and high-quality texts. In the
2023−2024 academic year, collaboration was established
with ÁGORA and HABLARLES, whose supervision man-
aged to establish a training network attended voluntarily by
70 teachers from the region of Bajo Aragón, representing all
educational levels, as described below.

With regard to the school centers, a total of 16 schools,
all located in rural areas in two different provinces of the
same region (Zaragoza and Teruel) took part in the training
Specifically, 8 schools of preschool and primary education
levels, 5 rural grouped schools (Colegio Rural Agrupado
[CRA] in Spanish), and one high school (secondary edu-
cation). The distances between localities are short, which
facilitates the mobility of teachers to attend the seminar and
the working group, establishing the city of Alcañiz as the
meeting place.

Rural group schools are centers in Spain where
preschool and primary Education levels are taught, but which,
unlike the other educational centers, they consist of class-
rooms spread over different nearby municipalities, with the
administrative headquarters located in the town with the
largest population. Their classrooms are characterized by
being heterogeneous, accommodating pupils of various ages
and learning levels, all of whom are attended to by the same
teacher according to their educational needs.

The profile of the 70 participating teachers was also
very heterogeneous: 35 teachers from preschool (3−6
years), 30 from primary (6−12 years) and 5 teachers from
secondary school. Also, some of the preschool and
primary teachers teach at both levels of education. These
data were decisive for the organization of the working
subgroups in the teacher training itself because each level
of education requires spe- cific actions (e.g., a different
selection of texts).

2.2. Research Instruments

The methodology began with a comprehensive
needs analysis, involving the administration of a pre-

questionnaire to the participating teachers with two
objectives: 1) to iden- tify the challenges and training
requirements, and 2) to foster collaboration among teachers
in the different municipalities and centers. The 18-question
survey encompassed areas such as teacher profiles, rural
teaching challenges, training gaps, student interests,
family/community support, and project par- ticipation. It
gathered insights into teachers’ beliefs about
communicative language competence training and their will-
ingness and expectations to participate in the project.

The post-questionnaire assessed teachers’ training ex-
perience and strategy implementation through 16 questions.
These evaluated teaching improvements and their percep-
tions of the impact on students’ progress in communicative
language competence. Also, their initial needs and expecta-
tions for the project were revisited. Both questionnaires are
available on the project website.

2.3. Procedure

This section explains the procedure followed during
the teacher training program. After the first needs analysis
through the information collected in a pre-questionnaire, the
training program, held in the town of Alcañiz (Teruel, Spain)
was adjusted to these teachers’ needs. The first part con-
sisted of a 10-hour seminar, and the second part involved
the creation of a 20-hour working group for monitoring and
assessment. The training emphasized practical approaches to
selecting and utilizing texts, equipping educators with con-
crete intervention strategies to support students’ language
development effectively.

The seminar sessions were for all registered partici-
pants together, and the working groups were divided into
subgroups following the educational levels described above.

2.3.1. Seminar Sessions

The seminar comprised two 5-hour face-to-face ses-
sions. In the first session, a presentation of the project and
theoretical framework on which it is based was given, fol-
lowed by thorough explanation of the practical pedagogy
process. Additionally, participants worked on selecting ap-
propriate texts for various levels, analyzing literary texts to
identify language aspects relevant to written production. The
second session focused on the use of non-fiction books and
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expository texts for project-based learning related to
specific curricular areas. The process is explained in the
description of the work process below (2.2.3.). It should
be noted that during the working groups of this initiative,
it was decided to work only with literary texts to ensure
that this strategy would be acquired in a meaningful way.

2.3.2. Working Group

In the 20-hour working group (12 face-to-face and 8
hours of personal work and asynchronous online collabo-
ration throughout the process), registered teachers were
or- ganized according to the educational levels and
specialties they taught in 6 subgroups (Table 1). During
the face-to- face sessions, teachers who already had a
track record and experience in the project supervised each
sub-group.
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Table 1. Sub-groups by educational levels and specialties.

Subgroup Educational Level and Specialty

1 Preschool (3−6 years)
2 1st cycle of Primary school (6−8 years)
3 Second cycle of Primary school (8−10 years)
4 Third cycle of Primary and Secondary school (9−12 years)
5 Foreign language teachers (English and French)
6 Specific needs and attention to diversity (Specialized in hearing and speech and therapeutic pedagogy)

The trainers had previously selected books based on
criteria of quality and suitability (which is explained in 2.3.3).
Textual diversity was also considered, encompassing oral
traditions, classic stories, illustrated books, alphabet books,
poetry collections, and more, in order to create a rich and var-
ied reading itinerary. Teachers were tasked with analyzing
the potential of texts following these criteria and selecting a
specific one to develop a proposal and put it into practice in
their classrooms following the process.

Subsequently, they reconvened to the group to share
the process followed and receive feedback from the other
teachers. This collaborative effort resulted in the creation of
a resource bank featuring a curated selection of books and
their corresponding proposals, which served to further shape
and systematize the work that had been developed over the
years.

A significant portion of the group’s work was conducted
through online collaboration via Google Drive. This platform
facilitated the sharing of theoretical resources for teachers’
didactic and literary training, collaboratively created lists of
age and educational-level-appropriate books, and the practi-
cal classroom proposals implemented.

In addition, as a second phase of the project, a

documen- tary repository has been created with the proposals
developed and implemented by teachers in order to contrast
interven- tion strategies in other centers and areas, and as
examples for other teachers to find inspiration for
implementing their own proposals. These resources can be
accessed on the project website ( https://www.agora-
atlas.es/microproyecto-hablarl es-hablar-leer-y-escribir/).

2.3.3. Explanation of the Text-Based Pedagogy
Process

This sub-section briefly explains the process that teach-
ers take to the classroom to work with texts to give a better
understanding of this pedagogy. In addition, the two criteria
for text selection are explained in more detail.

The pedagogy of Leer, escribir y hablar para cambiar
(‘Reading, writing and speaking to change’) is grounded in a
socio-constructivist approach to literacy learning [29] beyond
mere decoding and encoding of language and focusing on
developing communicative competence through meaningful
engagement with texts and the active role of the teacher as
a mediator in the learning process. A text-based pedagogy
process was developed based on two strategies: working
with literary texts (fiction) to teach the language in use and
developing projects that use informative texts (non-fiction)
to address curricular content, focusing on the referential func-
tion of language and leaving aside the particularities of each
subject.

In short, it is a continuous process which involves the
different communicative language activities: reading, talk-
ing and writing about what is read and written. Figure 1
shows a brief explanation of the process with the students.

Figure 1. Text-based pedagogy process from Leer, escribir y hablar para cambiar -‘Reading, writing and speaking to change’.

https://www.agora-atlas.es/microproyecto-hablarles-hablar-leer-y-escribir/
https://www.agora-atlas.es/microproyecto-hablarles-hablar-leer-y-escribir/
https://www.agora-atlas.es/microproyecto-hablarles-hablar-leer-y-escribir/
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• Presentation. The text is presented to the large group
accompanied by a motivational-binding activity that cre-
ates expectation and curiosity (e.g., carrying the book
in a suitcase or having a family member or a child from
another class present it as a model reader). The first
discussions are generated.

• Analysis and anticipation. First, the medium is analyzed
(cover, back cover and flyleaf: author, illustrator, title,
front and back cover illustrations). Then, the first hy-
potheses are established before the first reading: what it
will be about, which characters will appear... Attention,
anticipation and comprehension are worked on.

• Reading aloud practice. Afterwards, the text is read
aloud for the first time. If it is a picture book, it is
shown at the same time because the illustration also has
a narrative charge.

• Discussion. A discussion with kids is established around
the book on questions that involve real understanding:
what happened, which character they identify with, what
they would have done in their place, what other stories
does it reminds them of, why the illustrator has used a
specific shot, etc.

• Written production. Finally, they move on to written

production tasks, both in groups (on murals) and indi-
vidually (in their notebooks or worksheets). Some types
of texts may include lists of characters, places, and lin-
guistic formulas at the beginning or end of the story, as
lists can be used from preschool and higher ages as a
tool for organizing information. Descriptions of charac-
ters and places are also worked on using photographs of
some significant passages in the story, and a joint text is
agreed upon among the class, revised and then written.
Another proposal is rewriting or “delayed copying”, the
aim of which is to appropriate the language [6]. It
consists of choosing a short fragment of text, reading
it aloud several times to the students, who must write
it as they remember it and reproduce a sequence of the
story as faithfully as possible. In this case, copying is
not associ- ated with something negative, but as a first
step towards creation: a good model that will help
them to do their own writing. Also, a common
practice is a collective mural with the history timeline
to serve as a guide for the rest of the class, especially
for pupils at less advanced stages of writing or who are
unfamiliar with the language. Figures 2 and 3 show
examples of third-year preschool children’s individual
and collective written productions).
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Figure 2. Individual written productions: list of characters and rewriting of the story beginning.
Note: Book: Lobel, A. Grasshopper on the Road.

Figure 3. Collective written production: mural of the story timeline.
Note: Book: Lobel, A. Grasshopper on the Road.

2.3.4. Text Selection Criteria
Within this pedagogy, as mentioned above, books are

selected according to two criteria: quality and suitability [1].
Quality refers to literary value, since children’s literature,
no matter what age it is aimed at, is literature first and fore-
most [30]. In this sense, books are analyzed, assessing differ-

ent aspects such as the publisher, the physical attributes of the
book, the illustrations and the text itself. Suitability refers to
characteristics that the book must possess according to align
with the reader’s age, concerning the psycho-evolutionary
stage and educational level. All of these are summarized in
Table 2.
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Table 2. Criteria for the selection of literary texts.

Quality Suitability

Publisher: independent publishers that consider an active and
questioning child reader.
Authorship: a variety of national, international, classic and
contemporary authors.
Book as an object: dimensions, format, support, and contribution to the
meaning of history.
Illustrations: use of color, plans, techniques.
Dialogue text-image: expanding, contradicting.

Kids’ interests and emotional capacity, and thought characteristics:
egocentrism, centration… [31]

Cognitive capacity. E.g., ability to understand the double meaning
language: e.g., humor, irony.

History level of complexity: voices, dialogues

Reading competence of the educational level to which kids belong.

Text’s linguistic characteristics: vocabulary, linguistic structures. Attention to the kids’ diverse profiles as more or less experienced or
demanding readers.

2.4. Data Collection and Data Analysis

With regards to data collection, both questionnaires
were designed in Microsoft Forms to collect responses
in a more organized way for further analysis. The pre-
questionnaire was presented during the first seminar by the
training coordinators to the 70 teachers from surrounding
schools who had agreed to participate in the project and train-
ing. It was sent to their email so that each teacher could do
it without time pressure, and for those teachers who had not
been able to attend. The post-questionnaire was administered
2 months after, once the training was finished. Responses
for both questionnaires were collected over 4 weeks to give
teachers enough time. The data were analyzed comprehen-
sively based on the research questions and elaborated on in
the results section below.

3. Results

This study used a descriptive survey research design [27],
as outlined in the methodology section. Out of 70 teachers
who participated in the training program, 27 voluntarily re-
sponded to the items of the pre-questionnaire, which served
as an initial needs analysis to get information about the spe-
cific challenges teachers encountered in rural settings of
Spain. The main purpose of the pre-questionnaire was to
collect insights pertinent to their difficulties in improving stu-
dents’ language competence through text-based instruction
to inform the training phase. Following their participation
in the professional training program, 12 teachers filled out
the post-questionnaire. The respondents worked in different
educational institutions, consisting of public primary schools
and rural community schools. The study scrutinized their ini-
tial perspectives, instructional practices and strategies used,
and any pedagogical shifts that resulted from their participa-

tion in the intervention program and the application of the
strategies learned. Accordingly, in what follows, the results
of the two research questions are explained in detail.

3.1. Results of the First Research Question
As stated in the introduction section, the first research

question was posed to see how participation in the project
through the training program influenced rural teachers’ ap-
proaches to teaching and fostering their students’ Spanish
language competence. To answer this question, responses
to seven items of the post-questionnaire (i.e., items 11, 12,
13, 14, 19, 20, and 21) were analyzed. These items specif-
ically examined teachers’ perceived improvements in their
teaching practices. More precisely, these items investigated
whether the teachers considered their participation in the
given project promoted their ability to teach and to develop
their students’ communicative competence in Spanish. More-
over, these items examined the extent and nature of these
improvements, along with any reasons provided by teachers
who did not perceive a positive influence.

3.1.1. Impact of the HABLARLES Project on
Teaching Practices

As illustrated in Figure 4, the majority of participants
(91.66%) perceived that taking part in the project assisted
them in improving their teaching methods as well as their
ability to enhance students’ language skills. This means
that most of the teachers verified the positive influence of
the project and the training course on their instructional ap-
proaches. Only 1 teacher (8.33%) reported no significant
impact hours should discuss the results and how they can be
interpreted from the perspective of previous studies and of
the working hypotheses. The findings and their implications
should be discussed in the broadest context possible. Future
research directions may also be highlighted.
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Figure 4. Distribution of teachers’ perceptions on the impact of the HABLARLES project.

Furthermore, when they were asked to quantify the ex-
tent of the project influence (question 7), nearly two-third
(n = 10, 91.66%) of respondents reported that the project
significantly helped to improve their teaching practices. This

analysis highlights the effectiveness and the success of the
initiative in enhancing their teaching methodologies and pro-
moting teachers’ abilities to improve their students’ Spanish
language competence (Figure 5).

Figure 5. Distribution of teachers’ ratings on the impact of the HABLARLES project.

3.1.2. How the Project Supported Teachers

Responses to question 13 further provided insights into
how the project benefited the participating teachers. Among
the 11 teachers who responded, about one-third of the re-
spondents (36.36%) highlighted their enhanced application
of texts and teaching strategies. This was the most com-
monly reported benefit by the teachers. More precisely, they

emphasized that this project helped them gain better skills
in selecting, integrating and applying the text more effec-
tively in their classroom contexts. This, in turn, indicated
that the initiative could significantly strengthen teachers’ ped-
agogical approaches to teaching language through the use
of literary texts. Additionally, 27.27% of the respondents
stated that the initiative persuaded them to reflect on their
teaching methods, suggesting an increased self-awareness
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of their instructional approaches and an enhanced tendency
to reassess their teaching strategies.

Moreover, about 18.18% of the teachers noted their
expanded knowledge and understanding of literary materials
and new methodologies to engage students with texts. This
means that the initiative could serve as a valuable reposi-
tory and pedagogical insights. Furthermore, about 9.09%
of the participants appreciated the opportunity provided by

this project to get to know their fellow colleagues and to cre-
ate a network with them and subsequently to exchange the
best practices. This highlights the significance of creating a
professional network and taking advantage of peer learning
in the processes of teacher professional development. In
addition, about 9.09% reported no perceived impact, which
emphasizes the importance of further investigation to identify
why some participants found it ineffective (Figure 6).

Figure 6. Distribution of the perceived impact of the initiative on teaching practices.

3.1.3. Reasons for Lack of Impact

Question 14 was designed to examine the reasons why
some teachers mentioned no perceived impact. Not all par-
ticipants answered this question. While most respondents
expressed positive perceptions, a few teachers did not re-
port any important benefits from the project. In fact, only
1 respondent (8.33%) explicitly mentioned that the project
did not assist him. Some of them cited logistical challenges,
such as the distance between their schools and the university,
as potential obstacles to effective implementation.

3.1.4. Fulfillment of the Teachers’ Expectations,
Suggestions, and Their Final Observa-
tions

The last three questions of the post-questionnaire were
posed to see whether the project had met the teachers’ expec-
tations according to what was asked in the pre-questionnaire.
Additionally, to find out whether the teachers’ suggestions
for the project have been addressed. Finally, to identify fur-

ther comments and suggestions from the teachers about the
continuation of the project.

In order to provide better recognition of the project’s
success in meeting the teachers’ expectations, in what fol-
lows, we primarily report the teachers’ responses regarding
their expectations and perceived benefits of the initiative
mentioned in the pre-questionnaire. As illustrated in Fig-
ure 7, most of the teachers (28%) stated that they seek pri-
marily concrete teaching strategies and practical tools to
promote their instruction practically rather than just theo-
retically. In addition, a significant proportion (20%) of the
respondents pointed out the significance of exchanging ex-
periences and working collaboratively with other teachers.
This reveals the strong need to create network opportunities,
to share resources, and to create professional learning com-
munities. Many teachers (16%) emphasized their need for
effective teaching strategies to improve students’ communica-
tive competence and for literacy instruction. Additionally,
their need for structured feedback and professional support
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was reported by 12%. Moreover, some respondents (8%)
highlighted that continuous professional development, such
as access to new pedagogical theories and research, is of
high importance to them. Another 8% expressed their need

for emotional encouragement, highlighting the fact that they
probably feel isolated and unsupported in their professional
context, i.e., the schools. Finally, the other 8% reported no
specific suggestions or expectations.

Figure 7. Distribution of teachers’ expectations, suggestions, and perceived benefits from the project.

Having the responses of the participants to this ques-
tion of the pre-questionnaire, comparatively, the teachers’
responses to the same question of the post-questionnaire are
elaborated on in what follows. Half of the participants (50%)
mentioned that the project fulfilled their expectations to a
great extent, while 41.66% reported that it met their expec-
tations to some degree. Only 8.33% felt that the project
contributed a little bit to their expected outcomes. It is worth
noting that no participants stated that the project failed to
meet their expectations entirely.

Regarding suggestions, 31% mentioned that their sug-
gestions were addressed, while 15% said they were not. The
remaining 54% responded with “Other,” suggesting that

some suggestions may not have been fully employed, or
some new ideas that were not previously expressed may
have emerged. As for final observations, 33.33% reported a
desire for the project to continue and expand, emphasizing its
practical applicability and benefits. 8.33% showed interest
in the final results of the study, while 8.33% accentuated
the importance of a positive work environment as a pivotal
factor in effective teaching. However, 25% of responses
stated that they had nothing further to add. These findings
highlight the importance of creating and keeping open com-
munication channels and guarantee that teachers’ insights
are incorporated into future iterations of the project (Figure
8).

Figure 8. Frequency distribution of teachers’ suggestions and final observations.
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3.2. Results of the Second Research Question

Having outlined in the introduction section, the second
research question was designed to explore the impacts of the
project on students’ development of Spanish language com-
petence from the vantage point of the teachers. To address
this question, responses to items 15 and 16, 17 and 18 of the
post-questionnaires were analyzed.

The analysis of responses to the above-mentioned items

revealed that almost all teachers (91.66%) believed the given
project positively influenced students’ language communica-
tive competence, showcasing its general effectiveness in
promoting students’ skills. In addition, 83.33% reported that
this project had a substantial positive influence on students’
learning to a great extent, 8.33% referred to a short extent of
impact, and 8.33% mentioned that it had positive effects to
some extent (Figure 9).

Figure 9. Frequency distribution of teachers’ perceptions of the project’s impact on students.

Specific improvements noted by the teachers (41.67%)
were better vocabulary, oral and written expression, and
pragmatics as primary benefits, which were all related to
improved language skills. More precisely, teachers men-
tioned that students have improved their ability to express
themselves and engage with language in a richer and more
meaningful way. It has also increased students’ motivation
and engagement (16.67%). They stated that students now be-
lieve that language is something more dynamic, participatory,
and reflective rather than just a subject to study. In addition,

having provided teachers (16.67%) with better tools and cri-
teria for selecting texts and structuring lessons, this, in turn,
has led to more significant and meaningful learning experi-
ences for students, as well as improved teaching proposals
on the part of the teachers. Moreover, 16.67% highlighted
a greater appreciation for literature and writing, noting that
students are gaining exposure to literary materials, notable
authors, and a passion for reading and writing. It is important
to note that one respondent (8.33%) reported that the project
had no effect (Figure 10).

Figure 10. Specific improvements noted by the teachers.
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4. Discussion

The findings of the current study are compatible with
previous research on the role of literary texts in the develop-
ment of language skills and communicative language com-
petence. The obtained results also align with the findings
of previous investigations on the vital importance of teacher
training in fostering students’ language communicative com-
petence. In what follows, attempts are made to make several
key comparisons.

4.1. Recognition of Literary Texts as Signifi-
cant for Language Communicative Com-
petence Development

The findings of the current study revealed that the
project helped teachers to better recognize the importance of
children’s literary texts in promoting students’ Spanish com-
municative language competence, both as a mother tongue
and as a foreign language. The teachers reported that their stu-
dents’ communicative language competence was improved
by taking advantage of the pedagogy based on the use of
literary texts, in particular with better oral and writing ex-
pression and increase of vocabulary. This aligns with several
research that highlights the pedagogical value of literary text
in the context of language development of young learners
with reading-aloud and rewriting practices of these types of
texts [1–7].

Also, the literature review study focused on Spanish as
a foreign language to children and young people mentioned
before [9] emphasizes the importance of selecting appropriate
texts based on age and incorporating them into interactive
and communicative practices. This may allow teachers to
work on different communicative activities such as reading,
writing, listening, and talking about the text, which is compat-
ible with the pedagogy followed during the training program
of the current study and links to the following section.

4.2. Integration of Literary Strategies in the
Classroom

Teachers participating in the project reported improve-
ments in their instructional approaches and practices, partic-
ularly in the selection of the texts and in the use of literature
as a teaching resource. Therefore, understanding literature as

a pedagogical tool can enrich the significance of systematic
professional development in improving effective classroom
strategies.

Also, the teachers highlighted that this pedagogy in-
creased students’ motivation and their engagement in lan-
guage learning, by transforming their perspectives through a
more dynamic and participatory approach. This is aligned
with Vygotsky’s sociocultural theory [32], suggesting that
lan- guage development is enhanced through engagement
with cultural artifacts, such as literature, in a collaborative
and supportive learning environment.

Specifically, thanks to the use of quality children’s lit-
erature, teachers reported an increase in interest in litera-
ture, reading and writing as pleasurable activities, along
with greater knowledge of important authors. This aligns
with previous theoretical works on teaching Spanish as a
foreign language for children and young people that stress
the importance of literature resources to develop cultural
awareness, sensibility to literature, sociocultural and inter-
cultural competence [9], understanding of universal problems
and critical thinking [33]. In this sense, text-based pedagogy
should explore texts from different cultures and countries in
order to reflect on diverse cultural perspectives and stimulate
students’ critical thinking.

4.3. Challenges in Implementation

Despite the generally positive perceptions of the project,
some teachers commented about the logistical barriers, like
distance from their training centers (i.e., schools) and lim-
itations of the resources that they had. These challenges
are similar to those pointed out by previous studies on rural
education, which emphasized the problems of implementing
new pedagogical strategies in regions that are geographically
in far and resource-limited settings [21–25].

In a large-scale study examining the implementation
of targeted teacher training for literacy purposes and the use
of literary texts in communities in developing countries and
remote locations, Peller et al. [21], emphasized that teacher
training is effective when it provides with ongoing support
including evidence-based methodologies, resources, tools
tailored to students’ needs for personalized learning.

Also, in a meta-analysis of teacher professional devel-
opment in different educational contexts over a decade, Ava-
los [18] highlighted that co-learning and reflective practices
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among teachers are vital for long-term success. In line with
this, research by Darling-Hammond et al. [19] proposes that
professional development is most influential when it is con-
tinuous, collaborative, and incorporated into teachers’ daily
practice, highlighting the significance of systemic support in
rural education settings in which an initiative has seized.

4.4. Implications for Future Research and Prac-
tice

The results of the current project propose several key
considerations for further research and educational practice,
which are explained in what follows.

1. Ongoing and context-specific teacher training pro-
grams: To ensure and maintain the ongoing benefits
and positive impacts of the HABLARLES project, pro-
fessional development opportunities should be contin-
uous to meet the specific needs of the teachers in rural
areas, individual and collective [16,21]. As suggested by
different authors and national and international con-
texts mentioned before [11–15], these training programs
should focus on specific aspects using children’s liter-
ary texts, and they should also equip them with practi-
cal strategies to effectively incorporate what they have
learned in diverse classroom contexts [18,21,23]. Some
studies, such as Azano and Stewart’s [23], propose adopt-
ing a dialogic pedagogy with an emphasis on the local
and cultural context to understand students’ specific
characteristics and needs.

2. Logistical challenges: The problems mentioned by
some teachers emphasize the need for the kind of train-
ing programs to be more accessible and available in
both online and face-to-face modes like in some other
contexts [22].

3. Longitudinal studies on student outcomes in other ru-
ral contexts: While the findings of this study revealed
teachers’ perceptions of students’ progress in the give
rural setting (i.e., Alcañiz, Spain), further research is
needed to evaluate effects of literary interventions on
students’ reading, writing and communicative com-
petence during a long-time period, utilizing mixed-
methods or statistical approaches taking into account

large scale studies [21].
4. Increased teacher collaboration and resource sharing:

Persuading and facilitating inter and intra-school col-
laboration among educators in rural areas could pro-
mote the exchange of best practices, teaching methods,
and approaches and could build a supportive profes-
sional community among the fellow teachers. This
would help the teachers to mitigate the difficulties cre-
ated by geographical isolation [17] and limited instruc-
tional resources. This aligns with studies in which
professional collaborations foster both teacher devel-
opment and student learning outcomes [18–20].

5. Conclusion

5.1. Summary of Key Findings

The results of the study underscore the significance of
structured literary exposure and targeted teacher training as
effective strategies for promoting communicative language
competence in Spanish in rural educational settings. The
findings revealed that the HABLARLES project contributed
positively to promoting the instructional approaches and
practices employed by participating teachers, especially in
how they selected and utilized literary texts as pedagogical
classroom resources. Teachers reported that not only did
their classroom practices improve, but students’ motivation
and engagement also increased. They have also pointed out
the role of literature as a dynamic element in the language
learning process.

5.2. Limitations

Despite its valuable insights, this study is not without
limitations. First, the sample size for the post-questionnaire
(n = 12) was relatively small, which restricts the general-
izability of the findings. Second, the research design was
descriptive and exploratory in nature, and subsequently no
inferential statistical techniques were employed. As a result,
the findings are based on the teachers’ self-reported percep-
tions rather than objectively measured outcomes. Moreover,
the teachers’ participation was voluntary, which might result
in response bias.
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5.3. Future Research Directions

According to the findings of the study, future research
could benefit from adopting and implementing a longitudi-
nal design to track the sustained or long-term effects of the
project on student outcomes and teacher development in rural
contexts over time. Utilizing mixed-methods or inferential
statistical approaches would also provide a more rigorous
evaluation of the effectiveness of the intervention. Moreover,
expanding the study to a broader range of rural zones and
educational settings could help to obtain a more inclusive
understanding of diverse challenges and opportunities asso-
ciated with implementing text-based pedagogical strategies.
Furthermore, further and continuous attempts should also be
made to address and remove logistical barriers, strengthen
collaboration among teachers, and provide accessible and
ongoing professional development courses to meet the needs
of rural teachers.
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