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Abstract 
In the following report we present the results of the research of the 
Erasmus+ Project (2014/2016) Transmedia: a new narrative that involves 
communication and education towards the future classroom –funded by the 
European Commission –, about the pedagogical processes and dynamics 
of ICT in their incorporation in four European, secondary, educational 
centers. The text presents the results of the study concerning the 
 opinion of the group of teachers, students (from 15 to 18 years) and 
their families in the public secondary schools of Palamós (Spain), 
Larnaca (Cyprus), Livorno (Italy) and Buzau (Romania), and in relation 
to the implementation status of the Information and Communication 
Technologies (ICT) and the communication in each school.  
 
With the aim to visualize the dynamics of innovation and the 
pedagogical realities proposed in each case, in the information and 
knowledge society, the report develops at the same time, a revision 
regarding the status of the art of binomial education and new 
technologies, ending with a set of conclusions and proposals towards an 
inclusive and sustained vision in media ecology that comes to reclaim 
the importance of transmedia in digital practices of the entire 
educational community. 
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Introduction 
 

 
HE report presented below is the result of a research conducted 
within the project Erasmus+ (2014/2016) Transmedia: a new narrative 

that involves communication and education towards the future classroom1, directed 
by the “Centro de Formação de Associação de Escolas Centro-Oeste” 
of Caldas Da Rainha (Portugal). The project, coordinated by Institut 
Palamós (Spain), relies on the participation of four secondary schools 
located in Buzau (Romania), Livorno (Italy), Larnaca (Cyprus) and 
Palamos (Spain), as well as on a primary school in Larnaca (Cyprus) and 
a teachers’ training center in Caldas Da Rainha (Portugal). 
 
The report is structured following the standardized protocol of scientific 
publications “IMRyDC+B”, that is, we begin with the present 
introduction to give way to the theoretical framework, which in its turn 
connects with the methodology description, followed by the section of 
analysis and results, to close with the chapter of discussion and 
conclusions.  
 
The first chapter includes the introduction of the report and the 
contextualization of the project associated to it. In the second chapter, 
the theoretical framework is presented, concerning six points that 
describe and justify aspects such as: the social context where the 
audiovisual contents are spread in the present day; the insertion of ICT 
in that space;  the importance of digital and communicative competence 
as a basis for audiovisual literacy; the development of a new pedagogy 
with ICT in the education framework; the convergence of the social 
networks among the students, their families and the school in the 
training of digital  natitantes–a term that we propose and develop with 

                                                 
1 Reference 2014-1-ES01-004478, project funded by the European Commission. 

T 
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the aim to describe the sum of digital natives and visitors-; and finishing 
with the section of good practices, ICT and transmedia, based on the 
new educational realities and in the current training context.  
 
The third chapter describes the methodology implemented in the 
collection of data, their thereafter processing and their final expression 
in the report. Additionally, the socio-demographic data of the four 
participating schools in the research are briefly contextualized, as well as 
their environment and history.  
 
The fourth contains the analysis and results of the questionnaire data, 
which are presented also in six sections and with a transversal reading 
among the three groups: students, parents and teachers. The first section 
is formed by equipment, resources and connectivity; it is followed by the 
use of devices and platforms in the three groups (mobile phone, 
audiovisuals, internet and social networks); the third and fourth sections 
are formed respectively by the coexistence and the situation at home and 
the coexistence and the situation at school; the digital competence of 
students, parents and teachers frames the fifth section, and the sixth 
point, dedicated to the effects and challenges that the use of ICT offers, 
closes the section.  
 
The last chapter concerns the discussion that, following the derived 
results, proposes a set of final conclusions. 
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Theoretical framework 
 

 

N today’s society, the biggest part of communications is mediated by 
screens and communication is performed, to a large degree, through 

devices and other technology platforms. In this context, the role of 
media education is fundamental as an element that guarantees the 
personal autonomy of democratic citizenship. The consumption of 
digital means has extended almost generally throughout the globe, and 
although there are notable differences among some points and others, 
digitalization has taken over a large part of the society; in this respect, 
and especially over the last decade, it has become a universal 
phenomenon with a great social, family and personal impact. For this 
reason, various international organizations like UNESCO, UN, 
UNICEF, or the Council and the European Parliament, have 
demonstrated an enormous interest about the changes that the emerging 
means of interactive nature are generating among the population. 
Following that line, guidelines and recommendations have been 
designed and need to be implemented in different countries. Likewise, 
they were urged to strengthen their commitment in improving media 
literacy both in the EU countries and in the media industry.  

These recommendations pursue the inclusion of those contents in the 
curriculum and scope of the new didactic tools according to the needs 
of the 21st century. In this line, since the 60s, together with critical 
pedagogy, a series of changes were initiated that provoked the 
development of autonomy as a basis of critical expression and of citizen 
participation. All these aims can be achieved by taking into account the 
value and importance of shared learning and the horizontal knowledge 
construction. It’s a reality made up for those who communicate among 

I 
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them constructing the educational process that focuses its interest in the 
scope of critical thinking in front of the real situation and the one spread 
by the media, the networks and the internet.  

In this context, it should be taken into account the total of differences 
that form not only the media landscape through which important 
audiovisual contents are disseminated, but also the training capacity of 
those who form it. Knowledge is not confined, paraphrasing Mc Luhan, 
inside the walls of the school and less, into the classroom. The current 
media ecosystem generates significant training opportunities that enrich 
the knowledge of those who share them. In this context, the necesity of 
assessing the emerging technologies and their pedagogical potential rises; 
thus, we frequently refer to new teaching tools or the inclusion of 
technology means in the educational environment. This inclusion is 
insufficient if we only focus on the dimension of techonology and no 
reference about its insertion in pedagogy is made. In this environment, a 
project is founded that aims to integrate new forms of pedagogical 
narration in the school in order to stimulate up-to-date forms of 
education. Nowadays, we cannot continue to use the tools of the past in 
the educational environment because if we do so, we will rob off the 
future of the students. Similarly, we cannot assume that the audiovisual 
contents on their own generate knowledge, as this requires a learning 
process that favors the development of competences or basic skills that 
permit the scope of a media citizenship (Gozálvez, 2013), for example 
active individuals, critics, capable of expressing autonomous judgements 
(Caldeiro, 2014) and act responsibly in the hypermedia context in which 
they have to live in.   

Achieving these goals is possible by the implementation of new learning 
ways, among those that gained a fundamental value and relevance is 
transmedia, conceived as a new way to communicate with the students, 
to teach and to construct knowledge in the digital society. In this 
environment, the development of transmediality has, as a mission, to 
promote the polyedral vision of reality due to the continuous and 
progressive increase of the number of screens and their use.  

In the network society we do not refer to the training of the receptors 
but of the audience which, regardless of their age, is reconverted to a 
user that needs to be able to reflect. For this, transliteracy is proposed, 
understood as an integrating horizon between media and information 
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literacy/ literacy (Frau-Meigs, 2012). Particularly in the adolescent group 
the concept is applied from the perspective of generating skills that 
allow all students to learn how to navigate through transmedia stories 
(Jenkins, 2006). A form of navigation that is obtained by the settling of 
competences and can be achieved through educommunication. 
 
 
2.1. For which society and by which technologies the audiovisual 
contents are spread 
 
The current social reality demands a new look both from the 
globalization perspective, initially economical and a posteriori 
communicative, and also by the different technological advances that 
allow the interaction of men and women from thousands of kilometers 
away. In this sense, interactivity stands as one of the basic pillars that, 
together with digitalization, have been converted into key concepts that 
have proven to be, at least familiar to the biggest part of citizens.   

Contrary to what might be thought, there are different meanings to 
conceptualize the current social situation, in this sense it is referred as 
Information Society or Network Society, the second as an evolution of 
the first. Opposite those, other terms like Knowledge Society become 
obsolete at a time where liquid predominates over solid (Bauman, 2005) 
and  virtue starts to sieze the context and the most recent social 
environment.  In the hypermedia era, the construction of knowledge is 
performed in a cooperative way among all education stakeholders.  In 
this line, it is essential, according to the Plan Estatal de Investigación 
Científica y Técnica 2013-2016, «the relation between the capacity of 
generating knowledge and innovating a country and its competitiveness 
and economic and social development» because, from these, answers are 
derived by social challenges, among them, training depending on 
currently existing necessities.  

For this reason, iniciatives emerge like the project Transmedia: a new 
narrative that involves communication and education towards the future classroom 
that focuses its attention in the reality of four European countries and in 
the knowledge and development of competences of different citizen 
groups, social groups that are involved, either directly or indirectly in the 
training process. It’s about the families, the education professionals and 
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the students, groups that through the questionnaire they have responded 
reflect their knowledge on, among other issues, the social networks, the 
technological devices, and the responsible navigation on the internet or 
the communication 2.0. Considering the age range and above all, the 
knowledge, use and handling of the digital tools, it is assumed that the 
results emerging from the data will be more encouraging in the case of 
the students than the two remaining groups. It’s a statement that 
sustains the social reality that we live in, a reality in which Generation Z 
is referred, also called Postmillenium generation or the Millennials, also 
called Generation Y, i.e, the youngest born population during the last 
decates, people who know by first hand the ICT, and, in the second 
case, their parents and teachers who have had to change their 
consumption ways comparing with other generations. Among those 
two, important differences are established exceeding the referrence of 
the decade of birth; differences are established focused on the fact that 
the elderly are digital immigrants or visitors as indicated by Prensky 
(2001) or White and Le Cornu (2011); meanwhile, the young people are 
identified as digital residents, that are familiar with Internet and the most 
recent devices and technologies. Between one another, notable 
differences are erected and in order to reduce them, the development of 
strategies and models that allow the use of the resources that the 
network provides, is proposed.  

Furthermore, it is necessary to know and understand the policies 
provided by different organizations, both European and national ones. 
Moreover, it is appropriate to emphasize the promotion of effective 
learning based on «self-reflection and self-evaluation within the 
educational organizations as they gradually deepen their involvement 
with learning and digital pedagogies» (Europea Commission, 2015); 
learning that promotes the development and design of appropriate 
policies, as well as its implementation and evaluation for integrating and 
using correctly the digital learning technologies. However, in the mere 
technological field we also come across researches like the one from 
2010, carried out by the ONTSI «Observatorio Nacional de las 
Telecomunicaciones y de la Sociedad de la Información» or those 
elaborated by the SIE «Sociedad de la Información Española» from the 
same year. Within SIE the research of 2015 stands out as it refers to the 
impact that the services of the Information Society have in the life of 
citizens. Generally speaking, these are the main results that can be 



15 

 

deducted from the study, the research reaches results that not only 
increase the value and appeal of technology, but also emphasize the 
increased communication among family and among friends, through 
chats, and in this context a clear supremacy of the smartphone over the 
computer is detected. In addition, the study of 2015 related to figures of 
2014, shows a clear global increase in the use of technology and, 
consequently, a higher increase in the use of internet. In this sense, the 
use in Europe is specialized as the population’s access is mainly focused 
on the social networks and electronic banking anong others. As far as 
the first is concerned, access to the social networks is also increased in 
countries like Cyprus (14 percentage points), which is, in a way, due to a 
greater endowment of resources by the governments of the different 
European countries or to the private companies themselves. Thus, in 
Romania, the figure rose to 10%. Figures that grew not only in the 
public sector but also in the private scope; in this sense, in Spain, as 
stated in the report, eight out of every 10 homes access the internet 
through the mobile phone. Data that reinforces the value of the 
information related to the increase of using the smartphone in Spain 
compared to other countries with higher level economies such as United 
Kingdom or Italy.  In addition to this, it is evident the idea that the 
European Commission transmitted in 2009 when they declared that 
«digital economy can pull Europe out of the crisis». In this line, are 
encountered, among others, the initiative that conciders the deletion of 
data roaming in the EU in 2017, a measure that allows an economical 
and efficient communication among the different European Countries.  

The reality described justifies the interest of the project to which we 
refer to, given that, in the context described and in order to design 
strategies that lead favorably to the inclusion of new narratives in the 
pedagogical field, it requires a clear and solid diagnosis.  
 
 
2.2. ICT today 
 
The use of Information and Communication Technologies (ICT) 
understood as the set of tools and digital devices that compose the 
media ecosystem, namely the tools through which we communicate and 
interact, has been generalized and increased exponentially along the last 
years. In this sense, it is complex to offer a clear definition of the 
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concept ICT; today, there are various conceptualizations that can be 
used to refer to an unfinished concept that day by day is being 
constructed. For Labrador andVilladangos (2009), they are conceived as 
instruments through which information is presented in an analogue way 
and currently digital. They can be identified with: television, internet, 
mobile phone and video games, that is, the set of elements that have 
revolutionalized not only the media ecosystem but also the lifestyle of 
the citizents.  
 
Following the 2011 report of the European network Eurydice, 
responsible for analysing and providing information on education 
systems and politics, «the Information and Communication 
Technologies (ICT) have evolved very rapidly in the last ten years and 
their use has brought changes in the practices and teaching methods, in 
the contents and in evaluation processes». A statement that has been 
extended even to the most recent members of the European Union such 
as Croatia that despite being incorporated in the EU just 3 years ago, 
they are situated in the forefront of the ICT field. Although this country 
has fewer infrastructures, it is positioned in the technological area of the 
field of education equal to the EU average (Euporean Commission, 
2013). 

If we refer to the field of education, ICT are identified with the 
computers, the digital boards, the electronic book, the projectors and 
other materials that serve to teach adequately according to the needs of 
today’s students. To those, the social networks, Skype and other 
communication systems can be added through which teaching-learning 
can be developed and occasionally, serve as pedagogical tools. This is a 
set of instruments and tools that require a high degree of training both 
by the teachers and the students as well. Generally, we can indicate that 
both groups, together with the families, should develop skills both 
technological and linguistic that allow them to use materials and 
adequadely decode the contents spread.  

A task that becomes more complex today when all internet users can 
handle, more or less autonomously, the devices and the different 
programmes and applications they own. In this context, it is required 
not only a broad technological and cognitive training but also the 
integration of the technological devices in the classroom, all this, with 
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the aim to equalize the social and academic reality; It also urges the 
integration of the new forms of communication that shape the media 
landscape in the daily life of citizens in general. In this sense, and as the 
project to which we refer to proposes, it’s necessary to diagnose the 
situation and the level of digital competence among students, teachers 
and families. Similarly, it should bet on the integration of ICT in the 
classroom as a way to avoid the potential digital gap that can be 
established on one hand between the citizens who own the technology 
and those who don’t, and on the other hand, between those who have 
the knowledge to manage it and those who lack it or possess it in a lesser 
extent.  
 
 
2.3. Digital and communicative competence as the base for 
literacy  
 
With the aim to set up the level of analysis of the contents, the 
development of digital and communicative competence is proposed. 
These two skills must be developed with the support of 
educommunication and thanks to literacy, understood as the necessary 
training in order to realize and analyze the audiovisual contents of the 
hypermedia digital society. Society where a huge quantity of images and 
texts circulate that shape the mere reality of the network society to 
which we have already referred earlier.. 
 
Generally and following the Recommendations of the Commission and 
the European Parliament (2009) literacy exceeds reading and writing and 
it focuses on achieving skills that promote critical understanding of 
audiovisual messages.  In this sense, UNESCO in 1958 established that a 
literate person can read and write comprehensively. Afterwards, with the 
passing of the time, this definition has been modified according to the 
needs, mainly technological ones; thus, UNESCO in 2003 conceives 
literacy as “the ability to identify, understand, interpret, create, 
communicate and calculate, through the use of written and printed 
materials related with various contexts. Therefore, and in this sense, it 
represents a learning continuum that allows individuals to achieve their 
goals, develop their potential and knowledge and actively participate in 
community and social activities”. Generally speaking, it can be 
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conceived as a right to education of both children and adults who 
pursue the eradication of illiteracy which occurs throughout the life of a 
person; therefore it doesn’t apply to a specific age. As stated in the 
Unesco 2006 Report «Education for all. Literacy for Life», besides the 
evolution of the concept, they have taken into account the different 
ways of literacy practice, aspects that are determined by context and 
culture.   
 
Following these parameters, there are different ways to understand 
literacy, as for example by Buckingham (2005: 71), «it refers to the 
knowledge, skills and competencies that are required in order to use and 
interpret media». An interpretation that develops through time and it is 
conceived as «the process of training an individual to be able to access 
and understand the contents and the symbolic forms through which 
knowledge and culture are transmitted, as well as to master the tools and 
codes that allow them to express themselves and communicate socially» 
(Area, 2008: 9). In general, literacy is identified not only by the 
acquisition of skills, but also by the construction and range of the values 
that allow a person to develop individually at the same time enabling 
them for life in the society. So, it can be compared with the learning 
process of competences that affect all the citizens, regardless of their 
condition. Learning that is especially necessary in the current media 
context in which appeals to the necessity for literacy for both digital 
immigrants and natives. In this sense, they both have to become 
literated, the first in a technological way, and the others in a critical and 
analytical level. In any case, both of them need to be able to narrow the 
gap that Busquets, Peracaula and Uribe (2011) describe as 
multidimensional. 
 
More concisely, there are other interpretations of the term, more 
specific, such as that of Marqués (2000) who refers to digital literacy also 
known as multimedia. The author identifies it as one that allows the 
aquisition of skills in the information society. In this context, and in the 
framework of the aims of the European Parliament, there is a necessity 
to promote media literacy, as Aguaded indicates (2009). This typology is 
the result of the new circumstances and should be carried out «by family 
and educational institutions, by goverments and authorities that are 
related with the media, by the civic associations, the industry and the 
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professionals, as well as by the media and overall, by all the civic 
institutions that depend on citizen participation and activity» (Pérez-
Tornero, 2008: 18). A task addressed by the development of critical 
thinking (Thoman and Jolls, 2005), aim proposed by the Declaration of 
Braga, 2011, established under the National Congress on Literacy, Media 
and Citizenship held in the University of Minho (Portugal). 
   
This training refers to the education of using the media critically as an 
important part of citizenship education. It is an objective whose base lies 
in the development of digital competence that includes the 
technological and communicative competence. This persues, as stated in 
the curriculum of LOMCE; «work-related objectives, employability, 
learning, use of leasure time, inclusion and participation in the society». 
Furthermore, following Cabero, Martín and Llorente (2012) it should be 
developed, throughout life, an aim to which they refer to, among others 
Longworth (2005) when he calls it «life long learning», as justified 
especially in the digital and interactive society where hypermedia 
contents and the fleetingness of information stand out.  
 
In this context, communicative competence is conceived as the basis 
of change and social evolution, which is linked to virtuality, 
technological advancement and digitalization. It also corresponds to the 
eight key competences whose interdependent nature directly affects 
critical reflection or creativity. It is one of those that are contained in the 
DeSeCo Report of OECD (1997) and it’s closely related to linguistics 
and audiovisual the latter defined as the basis of media competence. 
(Ferrés, 2006 y 2012).  
 
Both skills are fundamental for the scope of critical autonomy and the 
adequate integration of ICT in the pedagogical field.  The media and 
technological reality is insufficient if it is not completed with the training 
of the students and the previous training of the teachers, training that is 
performed irregularly according to the curriculum of the different 
countries. In this regard, and as noted by the Eurydice Report (2001) the 
subject of ICT is not compalsory in primary and secondary education 
levels in all countries. A reality that became effective for example in 
Romania where, contrary to what the aforementioned report claimed 
and according to the website of APC «Association of Porgressive 
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Communications», there are initiatives such as the one from the 
StrawberryNet team that supports the training of ICT in this country. In 
this sense, the task of the aforementioned team becomes important as 
they have implemented an ICT training project for students aged 
between eight and ten years old. An initiative that is justified in countries 
like Romania where, as indicated by the  Eurydice Report (2011) about 
Key data on learning and innovation through ICT at school in Europe, the rate of 
computer use is considerably lower than in other EU countries. 
 Therefore, further implementation is required that revolves around the 
necessity for educational renovation in line with the emerging needs, not 
only at technological level but also in the dimensions of critical reception 
and autonomous production of knowledge and own judgements.  
 
 
2.4. A new education with ICT: Educational context, schools and 
teachers 
 
Communication and education serve today, a decisive role since they 
have converted into fundamental cores of ICT culture. It is a term that 
the ONTSI Report (2014) defines as «a set of practices, values, and ways 
to be organized and communicate». These are elements that allow the 
educational community of the different schools the development and 
construction of their own cultura of the digital society in which 
pedagogy necessarily need to adopt new methodologies and follow 
different routes, roads that lead to the students’ training of the current 
century.  

Education is faced with a series of challenges that involve adjustments in 
the programming and, most importantly, in the training of teachers and 
all the members that form the pedagogical and training community. In 
addition to the endowment of technological resources and the 
organization of the schools, it is necessary to rethink the uses that can 
give to the different resources they have. Collaborative work should also 
be encouraged as it enables the growth and strengthening of the 
resources and their operation. In this sense, the school itself needs to 
rethink about the use that some resources have such as the webpages or 
the blogs, ONTSI (2014). 
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These tools can be used not only to disseminate information but also to 
communicate with the family and the educational community in general; 
therefore, they represent an element of collaborative work of a similar 
magnitude to the one possessed, for example, by the virtual classrooms 
or by the online resources libraries. Similarly, these tools serve to soften 
the difficulties that the families face in order to be involved in the 
academic centers (Rodríguez-Ruiz, Martínez-González and Rodrigo, 
2016). 
 
In this context and in order to educate in «the culture of entertainment» 
(Ferrés, 2000) it is essential that the stakeholders, especially the teachers, 
modify their attitude and way of working. Today, the teachers cannot 
minimize their functions in the transmission of knowledge but should 
generate synergies with the students and apply new and atractive 
pedagogical techniques, models capable of integrating the emerging 
devices in the classroom and arouse interest in learning and knowledge 
construction. Frequently, the the emerging pedagogies are referred, in 
which the teachers have to project themselves as guides that is, as 
transmitters of information in a horizontal way serving as facilitators and 
focusing  on new pedagogical environments also known as creative 
learning environments.  
 
For this, besides the efforts of the educational stakeholders and the 
administration as an emissary that provides the tools to the schools, 
urges the design of planning the integration of ICT in the educational 
context, it is to regulate a transversal situation that concerns the teachers 
in general but, in reality, only a small part of the academic staff 
performs.  
 
On the other hand, the design of appropriate plans for the different 
educational levels results in the growth of the students’ ability and the 
implication of all teachers in the training project. Moreover and in this 
regard, active learning is encouraged while generating «in the field of 
teaching new teaching roles, diversity of strategies and methodologies» 
(Guzmán and Aguaded, 2011) that allow, following Cabero (2007: 5), «to 
establish orientations for its use, thus achieving pedagogical and not 
technological solutions». In this regard and with the aim to combine the 
fields of competence development and ICT, the National Institute of 
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Educational Technology and Teacher Training (INTEF) as shown on its 
website, has designed, following among others Marqués (2008), 
Andersen (2009), Area (2008) Bravo and Piñero (2010) or UNESCO 
(2008), the digital skills of the teachers of the  21st century is  a set of 
skills of a total of seven areas that contribute to the development of 
relevant attitudes for the teachers of today, among which stands out «an 
open and critical attitude in front of the Information Society and ICT, 
the predisposition towards lifelong learning and continuous updating 
and the acting with caution in the use of ICT».  
 
Generally, it is essential to develop this set of skills in the network 
environment in which multiple factors are present that justify the need 
not only to look for information but also to filter and select it 
appropriately. For this, it should be agreed that the teachers and the 
education community in general, develop the skills that enable them to 
organize the information they have access to and generate contents that 
can be shared and allow communication and interaction with the other 
people; an interaction that occurs at a time in which the use of social 
networks, mobile devices and connectivity prevails.  
 
In this environment, it is imperative a reajustment of the communication 
and education systems that enable an actual response to the challenges 
of the digital hipermedia society. 
 
 
2.5. Social networks and students: The role of family and school in 
the training of the digital natives 
 
Under the conditions and the context described above and in the 
framework of the recommendations of the Commission and the 
European Parliament, especially over the last decades, initiatives started 
to be developed that persued to reconcile the role of education and 
communication as a source that generates resources that stimulate the 
social interrelation and the scope of values that allow the coexistence of 
digital natives and residents. In this regard, emerges the initiative of the 
project Transmedia: a new narrative that involves communication and education 
towards the future classroom which seeks to offer to teachers, parents and 
students the best knowledge and tools in order to integrate those tools 
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of the hypermedia era, in the schools. In this sense, it seeks to enable 
digital natitantes, a term that we propose in order to identify the user 
community of ICT and that emerges at a time when, despite of the 
enormous efforts performed by the administration, higher education and 
different research groups of national and international nature it is still 
valid. Digital natitantes is a concept that responds to the fusion of the 
terms “digital natives+visitors”, with the first identified as those who 
handle ICT technically but not being able to link it with learning while 
the latter, are identified as the group of users that even though they have 
not yet handled exquisitely the digital tools and devices, they are able to 
distinguish between reality and the digital world created. It is the 
consumers who need to develop the dimension of reception and critical 
production of the information, that is, potentially autonomous and 
reflective users, with the capacity to analyze the audiovisual contents and 
with a degree of critical attitude towards certain ireegular conducts that 
may occur on the internet.  

In this regard, and given the fact that it is complex the scope of 
prosumers (Sánchez Carrero and Contreras, 2012) capable of facing the 
multible risks that internet signifies, the necessity to design guides and 
manuals that deal with aspects related to the different dangers 
encountered on the internet for the user, emerges. It’s a requirement 
that arises over the last years and it is emphasized during the first decade 
of the current century where many congresses of national and 
international nature take place, that focus their attention on dangers 
such as school harassment through the network also known as 
cyberbullying.  

Thus, during the last years, reports are published such as Ofcom (2013) 
that focus on analyzing the use and attitude of children and their parents 
concerning media. This research focuses its interest not only on 
television, internet and social networks but also on tablets and video 
games.  

Therefore, when enumerating the existing materials to minimize the 
principal disadvantages detected, it’s necessary to refer first to those 
addressed to the school in general, in this regard, the Madrid association 
Centro Trama, that performes its work since 1984 working with people 
at risk of social exclusion, has designed the  guide Cyberbullying. A resource 
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guide for schools in cases of cyberbullying, which is an interesting research open 
to interventions and continuous contributions of the teaching staff.  

Secondly, materials stand out such as the guide No te_en_redes: prevención 
del acoso escolar y riesgos de Internet. Guía para el profesorado, designed by the 
Gabinete de Asesoramiento para la Convivencia y la Igualdad together 
with the support of the department of Función tutorial y Convivencia 
Escolar and the team of Técnico Provincial para la Orientación 
Educativa y Profesional de Granada. This volume offers information, 
resources and tools that contribute to the prevention and intervention in 
cases of bullying at school, cyberharassment, sexting, sextortion and 
grooming. The authors also conducted a terminology guide and seek 
reflection and propose actions for the prevention of harassment and the 
dangers of internet.  

Thirdly, and taking as precedent the OECD (2013) study in which adult 
skills are analyzed, in the framework of prevention of the existing 
dangers in the hypermedia society, Intef (2014) has developed manuals 
addressed to the families that seek the elaboration of Keys to develop ICT 
culture in education. The importance of these manuals is increased due to 
the fact that they take into account the role of the fathers and mothers 
of the young people while establishing a series of guidelines whose aim 
is focused on the contribution of the digital native’s internal training.  

By the same view but in a broader sense, Labrador, Requesens and 
Helguera (2011)  have published their Guide for parents and teachers about the 
safe use of internet, mobiles and video games. In this work, a broader view of 
the dangers of interner and of the current multiscreen reality is offered. 
It also refers to the mobile phones and video games that compose the 
media ecosystem (Pérez-Rodríguez, Delgado, García-Ruiz and Caldeiro, 
2015). In this environment, the training that sums up the control and 
regulation when accessing information is fundamental. Similarly, the 
development of best practices and the design of strategies that serve to 
minimize the threats and bad habits performed through the network 
aquires a significant value. Likewise, this type of necessities justifies the 
value of studies that try to diagnose the situation and provide figures 
serving as reference when elaborating not only the reports but also 
possible educational resources.  
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2.6. Good practices, ICT and transmedia. New educational 
realities in the current training context 
 
The digital and hypermedia context in which we develop requires the 
inclusion and introduction of media in the pedagogical field with the aim 
to support the achievement of critical and reflective mentalities 
(Piscitelli, 2016), people able to understand the significance displayed by 
the audiovisual contents. In this regard, we seek the inclusion of the 
technological tools in the classroom as a means of narrating reality and a 
way of presenting didactic contents while used as pedagogical tools. 
Beyond inclusion, transmedia narrative seeks to integrate such tools with 
purely educational-training purposes. 

In this sense, and taking into account the surrounding social reality and 
the media situation and the transmission of contents, synergies between 
the new and the traditional forms of education need to be established. It 
is therefore necessary, to promote learning in a natural and real world 
context maximizing the syncronous and asynchronous communication.  

In this sense, a survey on ICT in different schools in Europe was 
implemented, related with a questionnaire on the use and attitutes 
towards technology in the European schools, and the information 
collected allows to know the reality in the countries involved together 
with the challenges and the potentials of each one. Beyond the control 
and prevention against the actual dangers and potentials, the integration 
of the resources in the classroom is necessary, an inclusión which in any 
case, must be persistant and suitable in each of the cases. This 
integration focuses the interest of UNESCO (2016) which has designed 
a manual on The integration of Information and Communication Technologies in 
the Education Systems, a work with interesting references where different 
websites can be consulted as well as programmes and projects of ICT 
integration and where the presence of ICT in the curriculum of different 
educational systems is analyzed, encountered among those the cases of 
Italy, a country where initiatives oftenly occur that seek to promote the 
use of ICT in the students’ community as the one performed by AICA 
«Asociazione Italiana per l´Informatica ed il Calcolo Automático». 
Through this, a contest was carried out at a national level, an initiative 
supported by the Regional Education Office and the Ministry of 
Education Agency seeking the realization of ICT projects that allow 
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learning of how to use the digital tools responsibly and creatively in the 
classroom. In this sense, the UNESCO manual demonstrates proposals 
of introdusing ICT in the different countries refered and diverse 
measures of curriculum development; as a result, the training of teachers 
and the resources and the organization of the schools are emphasized. 
In line with the project presented, the interest in the case of UNESCO 
is focused not only on the didactic materials but also on the 
coordination with the family and the community environment of ICT 
material.  

Besides the study of UNESCO (2006) and as the project Transmedia a 
new narrative that involves communication and education towards the future 
classroom supports, the study of UNICEF (2013) stands out as it 
complements the analysis initiated by UNESCO. The study published by 
UNICEF (2013) refers to the situation in Latin America; it analyzes 
specifically the ICT policies in the case of Argentina. A topic that had 
already been addressed by INTEF (2011) when they published the Insight 
Report 2011. Education and ICT about the situation in 14 countries among 
them, Cyprus, where, «the educational system is highly centralized and it 
is the Ministry of Education and Culture that takes the decisions» 
(INTEF; 2011: 4), also in this country, an ICT integration plan is 
implemented with the aim to effectively use these tools in education and 
improve digital literacy among students and teachers.  

Meanwhile in Italy, «they have a great variety of initiatives, with the 
objective to reform school adninistration and improve the teaching and 
learning methodology». (INTEF; 2011: 4). In this regard, as reflected in 
the Insight Report «the Italian Ministry of Education, in collaboration with 
the Agenzia Nazionale per lo Sviluppo dell’Autonomia Scolastica 
(ANSAS), initiated the Handitecno project, which is the reference point 
for students with special ecucational needs, caretakers, families and 
teachers. The purpose of this project is to search for useful didactic 
tools and specialized information, the dissemination of didactic 
experiences and experts’ advice». (INTEF; 2011:8). 

In this context, a clear disadvantage is identified, focused on questions 
to answer on what to do, how to do it, for whom and why to do it. For 
this purpose, there are certain practical initiatives and concrete 
experiences that seek to elevate the use and creation of open educational 
contents. In this sense, all the resources that INTEF shows on its 
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website are found or national projects developed in the framework of 
Erasmus+  call, that are born within the specific problems of ICT. There 
is, among others, the project, being carried out by IES Profesor Emilio 
Lledó of Castilla La Mancha, an initiative that has as its main objective 
the development of good practices for the inclusion of ICT in the 
academic context and to avoid conflicts and prevent risks such as 
cyberbullying among others.  

The design and development of good practices and strategies that can be 
used in the field of ICT, has become a topic of interest over the last 
decades. Different manuals have been developed such as the edition by 
the Generalitat de Valencia entitled Good ITC Practices (2011) where 
practices and Decalogues for the proper use of internet can be found. In 
the same line, can be found the Feria de Buenas Prácticas en Innovación 
educativa y proyectos colaborativos con TIC, organized by the Centro de 
Profesorado de Sevilla. It’s a multidisciplinary, multilevel training activity 
focused on the integration of ICT in the classroom.  

This type of initiatives seeks access to new sources of information and 
communication and the promotion of more profound levels of 
participation (Scolari, 2014). A situation developing at a time in which 
there is a «paradigm shifts: audience, multichannel, transmedia » 
(Pellicero, 2014) and it requires strategies that intergate ICT in the 
classroom effectively. In this line, programmes are developed that seek 
the creation of material for effective use in the classroom. Tools that 
create synergies between the theoretical and practical fields and 
encourage the critical expression of students through the technologies 
and transmedia narratives. Following this philosophy, all the 
programmes ETwinning are developed, projects that seek to reduce the 
existing gap between education and technology and also aim to involve 
students in learning through the use of technologies that they use out of 
the school.  

The value and importance of transmedia narrative is enhanced 
increasingly since it is not possible to avoid the current media and 
technological reality and, therefore, the training of teachers is required in 
order to educate with the tools of the present and not to conceive them 
as enemies or problems that can obstruct their work. Thus, it is 
necessary to have professionals with hybrid profiles that prioritize 
thinking and learning in the light of open access and knowledge 
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distribution.   Professionals and training officers that develop the 
competence that enables them to receive and analyze the audiovisual 
content in an autonomous way and to include them in the daily activities 
in a pedagogical and productive way. 
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Methodology 
 

 
HE present research is part of the European project Erasmus+ 
Transmedia: a new narrative that involves communication and education 

towards the future classroom. The purpose of the research is to analyze the 
habits, the use and the behaviors that the students, their parents and the 
teachers of the secondary schools that participate in this project have on 
ICT, especially related with the social networks, technological 
equipment, responsible use of internet and communication 2.0 in the 
educational centers, among other issues2.   
 
In order to analyze how they live, value and understand this new form 
of digital communication, both in their personal and educational 
environment, questionnaires were given to students, parents and 
teachers in the four secondary educational centers located in Palamós 
(Spain), Larnaca (Cyprus), Buzau (Romania) and Livorno (Italy). 
Specifically, the centers participating in this research were:  
 

 Institut de Palamós (Spain): It is located in the city of Palamós 
(17,500 inhabitants), counting 30 years of existence. It is a public 
school with 870 students in 2014/2015 school year with ages from 
12 years old. It offers compulsory secondary education (ESO), 
Baccalaureate, and Vocational Training (Computers, Health 
Assistance and Dependency Assistance). This center has integrally 
incorporated, since eight years ago, the new technologies as part of 

                                                 
2 Please, consult all the reports by group and school at the website www.education-
transmedia.com, or sending a request to educationtransmeida@gmail.com. 
 

T 

http://www.education-transmedia.com/
http://www.education-transmedia.com/
mailto:educationtransmeida@gmail.com
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their teaching methodology and communication 2.0. Actually, all 
the classrooms are digitalized using an advanced fiber optic 
network.  

 
 Pagkyprio Lykeio (Cyprus): It is a public, higher secondary school 

with 457 students in 2014/2015 school year with ages from 15 to 
18 years old. Founded in 1911 it is located in the city of Larnaca 
(52,000 inhabitants). It is the second oldest school in Cyprus and it 
has a long tradition and prestige.  It is a reference point in Larnaca 
and in the area of Famagusta. In their school planning, they do not 
consider as a priority the incorporation of ICT in their 
teaching/learning methodology.    

 
 Colegiul National B.P. Hasdeu (Romania): It is a public secondary 

school with 1,300 students during 2014/2015 school year with 
ages between 14 and 19 years old. Located in the city of Buzau 
(135,000 inhabitants), it was founded 150 years ago and it has a 
long tradition and prestige at national level. Among its former 
students there are Nobel Prize winners and professors in US 
universities. The integration level of ICT in the school is in a very 
initial stage.   

 
 Instituto Tecnico Industriale Statale Galileo Galilei (Italy): It is a 

public vocational school with various vocational subjects, located 
in the city of Livorno (159,500 inhabitants). Among their teaching 
staff there are specialists in the area of computer teaching. The 
number of students in 2014/2015 school year was 1,612 with ages 
between 14 and 19 years old. The integration of ICT in the center 
is a fact specifically as a consequence of offering vocational 
training in the computer field.  

 
Questionnaires were chosen as a widely used technique of research 
process that allows the researchers to obtain and elaborate data rapidly 
and efficiently, by being a very important and useful research method in 
the field of social sciences. (see Sierra Bravo, 1982).  
 
The questionnaire is “a research technique applied among a 
representative sample of a bigger group that is realized in the context of 
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daily life, using standard processes of questioning, with the aim to obtain 
quantitative measures of a big quantity of objective and subjective 
characteristics of the population” (García Ferrando, 1987: 164). In this 
way, the questionnaires allow the researchers to obtain information 
about a big variety of issues from a representative group of people from 
a specific community, by using a standardized questionnaire with the 
same instructions for all the subjects, which facilitates the comparisons 
among the groups in question.  
 
The first step is to determine the aim of the research: to know the 
opinions, about the use of ICT, of the students, parents and teachers 
related to the four schools that form the research group.   
 
The second step is to decide the questionnaire for each one of the 
groups that the research is addressed to: students, parents and teachers. 
With the aim to facilitate encoding, a questionnaire with closed 
questions was used by which the respondent had to select one answer 
among a series of possibilities offered.  
 
In the case of the students’ questionnaires, the questions focused on the 
perceptions, habits and preferences of the students. The group of the 
research was all the students between 15 to 18 years old. It is the group 
with the extensive questionnaire. In this case, the students answered a 
total of 68 questions.   
 
As far as the parents are concerned, the questions were focused on the 
habits and use as well as on the interactions between family and school. 
The parents had to answer one questionnaire per family. The parents 
answered a total of 42 questions.   
 
Finally, in the case of the teachers, they were asked about their view and 
behavior about the use of ICT, the audiovisual tools in the classroom 
and the interactions with the families and the students. Teaching staff 
from the schools participating in the project were motivated to take part 
in the questionnaires. Teachers answered a total of 50 questions.  
 
The questionnaire was distributed online among the four schools by 
Google Drive using Google forms (previously translated into each one 



32 

 

of the languages: Catalan, Italian, Greek and Romanian). All the 
questionnaires were answered from May 15th to May 31st, 2015.  
 
An application protocol was established to answer the questionnaires in 
order to assure the objectivity and rigor of the process. For this reason, a 
coordinator from the school staff was appointed in each school and was 
the person responsible to supervise and control the development of the 
questionnaires from the beginning to the end. However, it was detected 
afterwards, that in one of the schools the rigor and objectivity were not 
applied, that’s why, in this report, the results of the questionnaires 
answered by the parents of Colegiul National B.P. Hasdeu de Buzau 
(Romania) have been eliminated from the analysis. In all cases, the 
anonymity of the persons who responded was guaranteed. In all three 
kinds of questionnaires it was necessary to answer all the required 
questions to move on to the next page/screen and to finish the process 
correctly.  
 
In the case of the students, they answered the questionnaires during 
school hours in a classroom with one computer for each student. The 
coordinator was assigned to guarantee that each student had correct 
access to the form and that the questionnaire was filled individually. At 
the end of the session each student was given an information document 
that they had to hand over to their parents. In the document, the 
instructions were acknowledged to the parents in order to fill in the 
questionnaires and they were advised to return it within a period of one 
week, signed either by the father, the mother or a tutor like a proof of 
response. Only one parent for each student had to fill in the 
questionnaire. Once completed by the father/mother/tutor, the student 
had to return the signed document to the teacher responsible for it.  
 
In the case of the teachers, all the members of the teaching staff of the 
school were invited to fill in the questionnaire.  The coordinator 
provided each teacher with the document that specified the process of 
responding the questionnaire. The teachers had one week at their 
disposal to fill it in.  
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The following table shows the total of questionnaires answered in each 
school, the total of the people that were asked to participate, and, in the 
parenthesis, the percentage of participation.  
 
Table 1. Number of replies, people asked and percentage of participation 
 

 
 

Source: Own elaboration. 

 
As it can be seen in the table 1, we observe the highest percentage of 
participation is in the students’ section, reaching the amount of 80% in 
the case of Larnaca. The percentage of participation among the teachers’ 
group is also high, especially in Buzau, Palamós and Larnaca, while the 
lowest percentage of participation is observed among the parents, whose 
participation is only 8,5% (having in mind that we eliminate the results 
of Buzau due to malpractice during the application of the 
questionnaires).  
 
The majority of the students who answered the questionnaires, are aged 
between 15 and 18 years old (92.4%), with 7.5% of the students that 
were over 18 years of age at the time of the implementation of the 
research. The gender participation among the students is balanced, with 
52% of females and 48% of males. Almost half of the students (49%) 
live in a family consisting of four members, while 24% forming families 
of three members, 15% live in families of five members and only 4% 
live in single-parent families.  
 
As far as the parents are concerned, 75% of those who replied the 
questionnaire are aged 41 to 50 years old. It also stands out that seven 
out of ten persons who answered the questionnaire of the parents were 
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women and eight out of ten were married.  More than half of the 
interviewees consider themselves to be part of the “upper middle class”. 
The school of Larnaca is the one where the highest percentage of the 
parents consider themselves as “upper class” (44.8%) compared to the 
10% of the families of Palamós or the 3.3% of the families of Livorno. 
It has to be stated that, according to the European Union statistics, 
Eurostat (2014), the regions with their per capita income most similar are 
those of the regions of Catalonia (Palamós) and Tuscany (Livorno), with 
26,500 and 28,500 euros respectively, followed by Larnaca (21,000 
euros) and, farther, the south-east region of Romania where Buzau is 
located, with a per capita income of 6,000 euros3.  
 
Finally, among the teachers group, there are age differences among the 
schools. In the case of Palamós (España) and Larnaca (Cyprus), over 
40% of the teachers who answered the questionnaires are between 41 
and 50 years of age (48.7 and 40.5%, respectively), that contrasts with 
the teachers’ age of the school of Livorno (Italy), with a teaching staff of 
a higher age, with eight out of ten teachers who replied the 
questionnaires being between 51 and 60 years of age. In the case of 
Buzau (Romania), the age groups are distributed in a more balanced 
form between 31 to 40 years, 41 to 50 years and 51 to 60 years. 
Consequently, Livorno is the center with a high proportion of teachers 
(35.1%) with a teaching experience of more than 25 years, while for the 
ones in Palamós and Larnaca, the average of years of teaching 
experience is from 6 to 12 years and in Buzau is from 13 to 18 years.  All 
the pedagogical departments are represented in the data of the four 
institutions. It has to be noted that, in the four centers, the language 
teachers have responded in a higher percentage (both national and 
foreign with 39,7%). Likewise, there is a high presence of female 
responses in the answered questionnaires (67.3%). 

                                                 
3 The PPS (Purchasing Power Standard) that adapts the Gross Domestic Product 
(GDP) to the cost of living of each region in each country, shows, with data of the 
year 2013 and taking into consideration that the average of the EU is 100, that the 
richest region is Catalonia (111), followed by Tuscany (107), Cyprus (as a single 
region in this case, 89) and Macroregiunea 2 Sud-Est where Buzau is located (45). 
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Analysis and results 
 

 
4.1. Equipment, resources and connectivity  
 
Practically, all households own a television (92.2%), especially 
highlighting the school of Palamós (98.6%) and Livorno (90%) as those 
that a larger presence of televisions in the households is observed.  
 
The computer has also a large presence in the households, especially the 
laptops (89.9%), with a very similar presence as the television. The low 
presence of desktops stands out: only six out of ten households own a 
desktop. In the case of the students, six out of ten students (59.2%) state 
that they have a desktop of their own, a smaller proportion than when 
asked about laptops: three of every four students have their own laptop 
(75.4%). It has to be emphasized that 76.7% of the families asked state 
that they share the use of the computer with their son or daughter 
(without specifying if it is a laptop or a desktop).  
 
Table 2. Household and students’ own equipment (in %) 
 

 
Source: Own elaboration. 
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By school, in Buzau (Romania), practically eight out of ten students own 
a desktop. In the rest of the schools, similar percentages are observed, 
around 50%, in the disposition of their own desktop. However, the 
largest percentage of students with their own laptop is observed among 
the students of Palamós (90.2%) while the lowest percentage is observed 
among the Italian students (66.9%). This high percentage observed 
among the students of Palamós may be due to the “compulsory” use 
established in the school about working with laptops.  
 
As far as the tablets are concerned, the percentage of households that 
own this device is 66.7%, a percentage only higher to the one about 
desktops. Likewise, the percentage of students that own this device is 
lower, not even reaching half of the students asked  (46.6%), with hardly 
any differences among the different schools.  
 
Practically, all the households own an internet connection (88.4%). 
Palamós is the school where the largest percentage of households with 
internet connection is observed (95.7%) followed by Livorno (83.3%) 
and Larnaca (75.9%). As far as the type of connection on the internet is 
concerned, wifi predominates (57.2%), followed by the ADSL 
connection (33.2%) and the cable through the telephone line (24%). By 
school, wifi connection prevails in Larnaca (76.3%), Livorno (72.2%) 
and Palamós (69.7%), while in the school of Buzau predominates the 
cable through the telephone line (54.1%). 
 
The presence of fixed-line telephones in the households is less than the 
presence of mobile phones (81.4 vs. 93%) which shows the prevalence 
of the mobile in the households. Palamós is the school where are 
encountered more fixed-line telephones in the households (90%) and a 
larger presence of mobile phones (98.6%). It is noteworthy that 
practically all the students own a mobile phone (98.4%), the case of 
Buzau standing out where the lowest presence of the fixed-phone in the 
households is observed (68.9%) and the largest possession of mobile 
phones by the students (from all the students asked, 399, affirm owing 
their own mobile phone). Nevertheless, the presence of the mobile 
phone in the students’ life is very high in all the schools: Larnaca 
(98.5%), Livorno (98.2%) and Palamós (96.8%).  
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The presence of multiple devices is a reality. Eight out of ten households 
(78.6%) have more than 5 devices. By school, differences are hardly 
observed among Livorno (84.9%), Buzau (83.3%) and Palamós (83%) 
where there is a higher percentage of households with over five devices. 
Larnaca is the school where a lower percentage of households with over 
five devices exists (59.7%).  
 
 
4.2. Use of devices and platforms 
 
The device most used by the students is the mobile phone (71.1%), 
followed by the desktop (18.1%), the laptop (17.9%) and the television 
(15.8%) (see Table 3). By gender, differences are hardly observed in the 
use of laptops, television and tablets. The girls use the mobile phone at a 
greater extend (82.4 vs. 58.8%) and the boys the desktop (23.7 vs. 
12.9%) and the video game consoles (15.4 vs. 3.4%). The students of the 
four schools indicate that the device most used in a daily basis is the 
mobile phone with percentages that range from 68.2% in the school of 
Palamós, to 79.2% in the case of Buzau. The least used in the schools of 
Palamós (8.7%), Larnaca (8.4%) and Buzau (3.1%) is the video games 
console, while in Livorno (6.9%) it is the laptop.   
 
As far as the parents are concerned, three out of ten parents say that is 
the mobile phone (30.3%) that they use the most, followed by television 
(19.4%), desktop (14.7%) and laptop (7.8%). The video games console is 
the device less used by the parents. In this regard, 74.4% of those asked 
state that they never use the video games consoles. Moreover, practically 
four of every ten parents say that they never use the desktop. In the case 
of tablets, a very insignificant use is identified: the percentage of parents 
stating that they never use this device rises to 49.6%.  
 
As far as the teachers are concerned, the device most used is the mobile 
phone (40.4%), followed by the laptop (31.1%). Then, it’s the television 
(18.7%) and the desktop (18.1%). 15.5% of the teachers asked say that 
they never use the television in their home. The video games console is 
used regularly by 4.7% of the teachers.   
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Table 3. Devices most used by parents, students and teachers (in %)  
 

 
Source: Own elaboration. 

 
When the students were asked which device they cannot do without for 
more than one day, 40% stated the mobile phone, followed by the 
laptop (9.8%) and the desktop (6.4%). It is noted that three out of ten 
students (27.4%) state that they can do without any of those devices, the 
school of Livorno being the one where the largest percentage is 
observed (40.8%). However, in the school of Buzau, none of the 
students can do without any device.   
 
 
4.2.1. Mobile phone   
 
When the use of mobile phones is analyzed, as can be seen in Table 4, 
the students use the mobile phone especially to connect to the social 
networks (82.3%) and in order to search the internet (76.5%). 
Meanwhile, there are hardly any differences in terms of gender in the use 
of the mobile phone in order to search the internet (77.9 vs. 75%) and 
make free calls (61 vs. 59.6%) but there is a higher use of mobiles by the 
girls in order to make phone calls (72.3 vs. 67.7%) and a higher use of 
the mobile by the boys in order to connect to the social networks (77.8 
vs. 71.2%).  
 
Eight out of ten students of Palamós, Livorno and Larnaca use the 
mobile to access the social networks, percentage that practically rises to 
nine out of ten students in the case of Livorno (86.7%). On the 
contrary, the students of Palamós are those who use less the mobile 
phone to make phone calls (27.5%), while in the rest of the schools the 
percentage increases reaching 79.8% in Livorno and 83.5% in Larnaca 
and Buzau. 
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Table 4. Daily use of the mobile phone by the students (in %) 
 

 
Source: Own elaboration. 

 
The use of mobile phones in order to search the internet also presents 
lower percentages among the students of Palamós (67.1%) than among 
the students of the schools in Larnaca (77.8%), Livorno (78.8%) and 
Buzau (80.7%). On the contrary, the percentages of the use of the 
mobile phone in order to make free calls (using WhatsApp, Skype or 
another application) are similar among the students of Larnaca (45.5%), 
Palamós (54.3%) and Buzau (59.9%) while it increases considerably 
among the students of Livorno (74.5%).  
 
 
4.2.2. Internet and social networks  
 
The students of the four schools coincide in the use they perform on the 
internet. As it can be seen in Table 5, the main uses are: “listen to music 
or watch videos online” (89.4%), “search for information for studying” 
(73.4%), “use of instant messaging” (72.9%) and “download archives” 
(63.3%). There are some significant differences when analyzing the 
replies by gender. The girls use internet at a greater extend to search 
information in order to study (77.1 vs. 69.5%), to chat by webcam (20.4 
vs. 13.3%) and to shop online (20.4 vs. 13.3%). The boys use the 
internet at a greater extend to search information for entertainment 
(57.8 vs. 49%) and especially, to play video games online (65 vs. 30.3%).  
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Tabla 5. Internet use among parents and students (in %) 
 

 
Source: Own elaboration. 

 
In relation to the parents, 86.8% of those asked state that they access the 
internet regularly, encountering the highest percentage among the 
parents of Livorno (93.3%). About the use of internet, and as can be 
observed in Table 5, they use it especially “in order to send and receive 
emails” (85.8%), “search for information for studying  or working” 
(73.5%), followed by “in order to access the media” (67.3%), to “listen 
to music and watch videos online” (52.8%), “use instant messaging” 
(45.6%), perform “shopping online” (33.2%) and search for information 
in academic networks (28.5%). 
 
Practically, all the teachers state that they are regular users of internet 
(94.3%). Concerning the use they perform on the internet, it is mainly 
used in order to “send/receive emails” and “search for information for 
studying or working” (89.1% in both cases), “download archives” 
(82.4%) and “access the communication media” (71%). In lower 
percentages, it is used for “searching information for entertainment 
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purposes” (53.9%), “listen to music or watch videos online” (52.8%), 
and to “use instant messaging “(45.6%).  
 
Eight out of ten students (81.3%) participate daily in the social 
networks, with percentages ranging from 84.4% among the Cypriot 
school in Larnaca to 91.7% of the Romanian students of Buzau. Among 
those who use the social networks every day, and as can be seen in 
Graphic 1, 20.4% spend less than an hour, 29.8% between two or three 
hours, 18%  between three or four hours, and a not negligible 17.3% 
over 5 hours. By school,  it is emphasized the high percentage of 
students of the schools of Buzau (26,1%), Palamós (19.7%) and Larnaca 
(19.5%) stating that they dedicate over five hours (daily) in the social 
networks in comparison of the 7.5% of the students of Livorno.  
 
Graphic 1. Daily hours dedicated by the students in the social 
networks (in %) 
 

 
 

Source: Own elaboration. 

 
67.1% of the students use the social networks from more than four 
years, a percentage that ranges from 72.9% in Buzau to 62% in Livorno. 
It stands out that, in the case of Palamós, one out of four students say 
that they use the social networks from more than seven years in contrast 
with 5.9% of the students of Livorno. In the case of the parents, more 
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than half of them (53.3%) state that their integration with the social 
networks occurred from more than four years, percentage similar to the 
one observed among the teachers (55.5%).  
 
As can be seen in Table 6, YouTube and Facebook are the platforms most 
used by the students (65.4% each one of them), followed by Messenger 
(30.3%), Google + (19.4%) and Snapchat (19.1%). By gender, the 
differences in the regular use of Facebook stand out: 71.4% of the female 
students asked state that they use it regularly while only 59% of the male 
students use it regularly. This difference it is also noted in the use of 
Google+ (25.8 vs. 13.1%) and Snapchat (25.2 vs. 12.4%).  
 
Differences also exist among the schools. While in Buzau and Larnaca 
Facebook is regularly used by 86.7% and 76.3% of the students, in 
Palamós and Livorno this percentage decreases to 44.2% and 55.9%, 
respectively. However, in Palamós Facebook is the second most used 
network after Youtube (65.3%) and ahead of Snapchat (40.8%). In 
Livorno, Facebook is the network most used, followed by YouTube 
(50.6%) and Messenger (13.5%). In Larnaca Facebook is also the network 
most used followed by YouTube (75.1%) and Messenger (68.3%). In Buzau 
Facebook also is the network most used, followed by YouTube (76.4%) 
and Messenger (37.1%). 
 
The use of Snapchat also presents differences among the schools. 
Practically, four out of ten students use this network regularly in 
Palamós and Larnaca, while in Livorno (3.3%) and Buzau (5%) its use is 
very insignificant. Attention is also drawn to the differentiated use of 
Messenger. This platform is regularly used by 68.3% of the students in the 
Cypriot school and by 37.1% of the students of Buzau, but it is only 
used regularly by 13.5% of the students of Livorno and by 10.7% of 
Palamós. Google+ is regularly used by 38% of the students of Larnaca, 
but in the rest of the schools it is hardly used. Social networks such as 
Tuenti, MySpace, Twitter, web chats, Pinterest or Linkedin also have an 
insignificant use among the students of the four schools.  
 
The social network most used among the parents is Facebook (31.8%), 
followed by Google+ (20.9%) and, farther away, YouTube (10.1%) and 
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Messenger (9.3%). Platforms such as Tuenti, MySpace, Twitter, Snapchat or 
Pinterest are either unknown or not used by the parents. 
 
Table 6. Regular use of the social networks among parents and 
students (in %) 
 

 
Source: Own elaboration. 

 
About the teachers, 66.8% state that they participate in a social network, 
with percentages ranging from 51.3% among the teachers of Palamós to 
75.7% among the teachers of Livorno. The social networks most used 
by the teachers are Facebook (42.6%), Google+ (31.5%), YouTube (26.1%), 
Messenger (15.1%) and Snapchat (13.2%).  
 
Practically, half of the students (49.7%) state that they have more than 
300 contacts in the network they use the most. No differences are 
observed by the gender of the students. These data contrast with the 
data provided by the parents and teachers: only 2.3% of the parents say 
that they have more than 300 contacts, percentage that rises up to 13% 
in the case of teachers. Three out of ten parents (32.4%) and teachers 
(28.5%) state that they have less than 50 contacts. By school, the highest 
percentage is observed among the students of Romania, where 64.7% 
state that they have more than 300 contacts, followed by the Italian 
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students (52.4%), the Cypriot students (42.8%) and, finally, the Spanish 
students (35.3%). 
As it can be observed in Table 7, among the devices used by the 
students to access the social networks, 92.9% of the students access by 
the mobile phone, followed by the laptop (61.7%), the desktop (42.5%) 
and the tablet (37.4%). Only 8.1% of the students access the internet 
through the video games console and 14.2% state doing that through 
the television. Access by mobile phone, gathers answers that exceed 
90% in the four schools. In Palamós and Livorno the three devices used 
in order to access the social networks are the mobile phone, the laptop 
and the tablet, while in Buzau and Larnaca the mobile phone, the laptop 
and the desktop are used.  
 
Table 7. Device for access to the social networks by parents and 
students (in %) 
 

 
Source: Own elaboration. 

 
Table 7 also shows the data for the parents: 71.3% access the social 
networks by their mobile phone, followed by the laptop (52.7%), the 
desktop (34.9%), and the tablet (29.5%). Access through the television is 
very insignificant, with only 1.6% of the parents accessing using this 
way. None of the parents access through the video games console. 
These percentages slightly vary when the same question was addressed 
to the teachers of the four schools: the main access to the social 
networks is performed by the laptop (65.8%), followed by the mobile 
phone (59.8%), the desktop (39.4%) and the tablet (32.6%). Access 
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through the television (5.2%) and the video games console (1.6%) is also 
very insignificant among the teachers.   
 
The main data that the parents provide when subscribing to a social 
network are: their email address (62.0%), their full name (55.8%) and 
gender (54.3%). The data they less provide is their home postal address 
(2.3%) and their personal telephone number (3.1%). The parents of 
Livorno (76.7%) and Palamós (61.4%) are more willing to provide 
information about their gender than the parents of Larnaca (13.8%). In 
fact, the parents of Larnaca seem more reluctant to provide personal 
data when subscribing to a social network. For example, only one out of 
ten provide information about their age and two out of ten provide their 
full name.  
 
The personal data that the teachers provide in their registration in the 
social networks are: name (61.7%), gender (59.6%), email (55.4%), age 
(38.3%) and hometown (35.8%). Attention is drawn as, in contrast with 
the data obtained among the parents of the different schools, the 
teachers of Larnaca are those who provide more information about their 
gender, name and age when registering in the social networks.  
 
Among the places from where the students connect via wifi, their own 
home stands out (92.6%), friends’ homes (66.2%), public places that 
provide connection (57.4%) and relatives’ homes (55.4%). By school, 
the differences in the access from the school are noteworthy (37.8%): 
while in Buzau and Palamós percentages of 68.4% and 59% are 
observed, in Larnaca and Livorno the percentages decrease to 19.2% 
and 11.6% respectively. It also stands out the low percentage of access 
from the public libraries (11.3%), where Palamós is the school with the 
highest percentage of students using the libraries in order to access the 
internet (29.8%) and Livorno in which the lowest percentage is found 
(3.7%).  
 
4.3. Coexistence and household situation  
4.3.1. Use of the mobile phone at home  
 
Six out of ten students do not disconnect their mobile when they go to 
sleep (59.6%). By school, the highest percentage of students who do not 
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disconnect their mobile when they go to sleep is found in the school of 
Larnaca (79.3%) and Palamós (68.8%) followed by the students of 
 Buzau (54.4%) and Livorno (44.5%). By gender, a slightly higher 
percentage of girls that do not disconnect their mobile when they go to 
sleep is observed (63.2 vs. 55.7%). These percentages are maintained in 
the case of teachers: six out of ten teachers state that they do not 
disconnect their mobile telephones when they go to sleep (63.2%). The 
highest percentage is found in Buzau (72%) and Larnaca (69%) and the 
lowest one among the teachers of Livorno (59.5%) and Palamós 
(43.6%). However, among the parents, these percentages are decreased. 
Four out of ten parents do not turn off their mobile phones when they 
go to sleep. The parents of Livorno (46.7%) and Palamós (44.3%) are 
those who mostly replied affirmatively in this question, as opposed to 
the parents of Larnaca (24.1%). 
 
To the question if they wake up to look at the mobile phone when a 
notification sounds while they are sleeping, two out of ten students do 
that. When the data by gender were analyzed, the girls are more likely to 
check the telephone if a notification sounds when they are sleeping (26.1 
vs. 17.9%). By school, the students of Larnaca are those who mostly 
replied affirmatively in this question and the students of Livorno the 
ones that least replied affirmatively (33.2% and 12.2%, respectively). 
Among the teachers it was also found that two out of ten get up when a 
notification sounds while they are sleeping, being the teachers of Buzau 
those who showed a higher predisposition to get up (22.7%). The 
parents replied affirmatively to this question in a lower percentage: only 
one out of ten says that they get up if a notification sounds. However, it 
is the parents of Larnaca the ones stating, with a higher percentage, that 
they get out of bed when they are sleeping if a notification sounds on 
their mobile phones (13.8% vs. 10% in the case of the parents of 
Palamós and 6.7% of the parents of Livorno). 
 
One out of every four students says that they use the mobile phone in 
the table during family meals (26.1%). The highest percentage of the 
students that use the mobile phone during family meals is found in the 
school of Larnaca (38%) and the lowest in the school of Livorno 
(19.2%). To the same question, only 7.8% of the parents state that they 
use the mobile phone when lunching or dining with their family. While 
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in the case of Palamós and Livorno the percentage stands at 7.1% and 
3.3%, respectively, in the case of Larnaca this percentage rises to 13.8%.  
 
When the parents were asked if they use their mobile phone when 
enjoying a family meal, 7.8% say that they use it, the parents of Larnaca 
being the ones that mostly say that they use the mobile while eating with 
the family and the parents of Livorno the ones that least do that (13.8 
vs. 3.3%). About the teachers, practically two out of ten teachers 
(19.2%) use the mobile phone during lunching or dining with the family. 
It is noteworthy that in the case of Palamós none of the teachers affirm 
using the mobile when eating with the family, while in Larnaca three out 
of ten teachers state that they use the mobile during family meals.   
 
 
4.3.2. Internet at home 
 
Half of the students (52.6%) indicate their bedroom as the place where 
they use computers at a great extend. The second most frequently used 
place is a common room in the house such as the living room (25%), 
and the third place is a bedroom shared with a brother or a sister (7.6%). 
By schools, the students of Buzau are those who mostly use the 
computer in their bedrooms (89%), followed by the students of Larnaca 
(57.2%), the students of Palamós (53.8%) and the students of Livorno 
(48.4%).  
 
On the contrary, six out of ten parents use the computer in a common 
space in the house. The second most used place is the study or game 
room (19.4%). Such as in Larnaca (65.5%), Palamós (58.6%) and 
Livorno (53.3%) the living room is the place where the computer is 
mostly used. There are differences in the second option, for the parents 
of Livorno (33.3%) and Palamós (20%) it is a room reserved for games 
and studying, while for three out of ten parents of Larnaca there is not a 
specific place in the house where they use the computer.  
 
As can be seen in Table 8, 64.3% of the parents say that their sons or 
daughters always or almost always surf the internet on their own, while 
only 5.4% of the parents state that their sons or daughters surf the 
internet always or almost always accompanied by an adult.  
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Table 8. Ways to surf the internet for the students (in %) 
 

 
Source: Own elaboration. 

 
Only 12.4% of the parents always control the web surfing of their sons 
or daughters, 19.4% say that they do it almost always, and 35.7% of the 
parents state that they do that only sometimes. An important 16.3% 
affirms that they never control their sons’ or daughters’ surfing (and 
another 16.3% indicates that practically they do not control the surfing). 
By school, Palamós is the one where the parents say that they always or 
almost always control what their children do on the internet, with a 
percentage that sums up to 34.3%, followed by the parents of Livorno 
(30%) and Larnaca (27.5%).  
 
Among the measures applied by the parents in order to control the use 
of internet by their sons or daughters are found “to talk or ask your 
child directly” (71.3%), “to give advice about the ways to behave in 
general” (60.5%), “the son or daughter comments or shows how to use 
it” (52.7%) or “to observe what they write or do” (44.2%). It has to be 
noted that 43.4% of the parents have complete confidence in the use 
that their sons or daughters perform.    
 
 
4.3.3. Social networks and family coexistence 
 
Practically half of the students (45.3%) consider that the social networks 
have a positive effect in their family relationships. Palamós is the school 
where a higher percentage of students considering that the social 
networks have positive effects in their family relationships is observed 
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(57.8%) while the students of Livorno are the ones who the least 
consider those effects as positive (37.6%). It has to be noted that 62% 
of the parents have a “friendship” with their son/daughter in some of 
the social networks they use.  
 
The main reasons that they consider positive are the belief that they help 
“to maintain contact with the family” (28.2%), that “they can 
communicate with relatives who live far away” (23.2%) and that “they 
can contact with the family when travelling” (23%). Those who think 
that the social networks have a negative effect in the family relationships 
suggest the following negative aspects: “addiction” (18.6%), “loss of 
personal contact, isolation” (18.4%), “misinterpretations, 
misunderstandings and arguments” (17.6%), the “poor level of 
communication” (14.4%) and that is a “waste of time” (13.5%). 
 
It has to be noted that three out of ten students of Buzau are connected 
until midnight. In Buzau 15.1% of the students are connected until one 
o’clock in the morning, a percentage similar to the one of the students 
of Palamós (11.6%) but remote from those of Livorno (6.3%) and 
Larnaca (9%).  
 
About the control of what the sons/daughters do in the social networks, 
only 10.9% of the parents say that they control the participation of their 
children in the social networks, while 20.9% say that they do that almost 
always and 31% sometimes. 37.2% state that they hardly do that or they 
never. The parents of Palamós (32.9%) are those who control most the 
activity of their sons and daughters in the social networks, followed by 
the parents of Larnaca (31%) and the parents of Livorno (30%).  
 
Finally, only two out of ten students (18.4%) pay the bill of their own 
mobile phone. The Romanian students (8.5%) and the Spanish students 
(17.1%) are those who the least take care of their mobile costs, while the 
Cypriot students (25.4%) and the Italians (22.4%) are those who mostly 
pay the bill. By gender, even though there are no differences observed 
between boys and girls in the schools of Palamós and Buzau, there is a 
high percentage of Cypriot boys (32.8 vs. 20.9%) and Italians (26 vs. 
14.6%) that pay their bills compared to their female mates.  
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4.4. Coexistence and situation at school 
 
There is an important presence of devices regarding the contact with the 
school by the three reviewed groups: students, parents and teachers. In 
relation with the students, 32.9% of the students use the laptop in order 
to follow their classes, a percentage that increases considerably in the 
case of Palamós up to 50.3% which is logical as it is the only school of 
the sample that incorporates, by their own decision, the use of laptops in 
following the subjects of the first and second level of compulsory 
education (12 to 16 years). It is especially noted that in the school of 
Buzau 65.2% of the students state that they follow the classes by the use 
of laptops, having in mind that in this school, incorporation of ICT does 
not exist and the difference from the school of Palamós is that the 
students are not obliged to buy a laptop in order to follow the subjects.  
 
Table 9. Use of the mobile phone among the students during class 
hours (in %) 
 

 
Source: Own elaboration. 

 
More than half of the students (53.9%) state that they use the mobile 
phone during class hours, a curious percentage if we recall that the use 
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of mobile devices is prohibited in the classroom in all four schools 
except for some activities that it is required by the teachers.  
 
As can be observed in Table 9, the students use the mobile phone 
mainly to “talk/chat with friends that are not in class at that moment” 
(38.2%) and “generally surf the internet” (31%). In a shorter extend, 
they also use it to “talk/chat with relatives” (22.5%), “talk/chat with 
their classmates” (21.9%),  and “play games from the phone” (21.3%). 
 
Meanwhile, the integration of the social networks in the classroom 
marks another one of the significant results in the communication 
between teachers and students in the school. In this sense, six out of ten 
students would like that their teachers integrate the social networks as 
communication and working platforms in the classroom. As can be seen 
in Table 10, the main reasons to integrate the social networks in the 
classroom are “to contact with the teacher at any time” (38.9%), 
“understand the subjects better” (38.4%) and “contact with the whole 
class at any time” (38.1%). The percentage is reduced for those who 
consider that such integration would be beneficial to “improve the 
academic results” (30.1%). 
 
Table 10. Main reasons for the integration of the social networks in the 
classroom among the students (in %) 
 

 
Source: Own elaboration. 

 
On their part, more than half of the teachers (58%) are not in favor to 
integrate the social networks as communication and working platforms 
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in the classroom. It is notable that in the school of Palamós –with a high 
implementation of ICT– the percentage of predisposition is reduced to 
33.3% compared with the one of Larnaca –without integration of the 
new technologies in the academic environment – which stands at 52.4%.  
 
Among those students that would not integrate the social networks in 
the classroom dynamic (38%), as main reasons are pointed: “the loss of 
productivity in the studies” (22.5%), “privacy problems” (17.2%), “not 
being able to disconnect from the school environment” (15%) and “to 
use my information for negative purposes” (14.2%). 
 
Table 11. Main reasons to integrate the social networks in the classroom 
among the students (in %) 
 

 
Source: Own elaboration. 

 
About the coexistence between ICT and the school, practically all the 
teachers (92.2%) think that ICT are a good resource for teaching and 
learning; 77.7% of the teachers consider that ICT contribute to facilitate 
learning and, at the same time, to their use. A slightly higher percentage 
(82.9%) emphasizes that the functionality of ICT facilitate the discovery 
of new uses and, 71%, agree that the access to ICT is easily located. In 
relation to this last data, in the school of Livorno 62% of the teachers 
think just the opposite of the average of the group asked, that is, that the 
access and location of ICT is not easy. 
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On the other hand, half of the teachers asked (46.6%) consider that the 
technological systems available in their school do not cover its needs. 
The data reveals that in Palamós, a school technologically well equipped, 
consider that they do cover the needs by a percentage of 66.7% of the 
teachers who have replied the questionnaire and, in the case of Buzau –
which does not especially stand out for its technological infrastructure– 
the teachers consider by 77.3% that they cover the needs. Also in the 
school of Larnaca, with zero incorporation of the new technologies in 
the classroom, they consider at an 85.7% that they do cover the needs of 
the school.  
 
A large majority of teachers (85.5%) consider that the incorporation of 
ICT in the school contribute to the improvement of its pedagogical and 
administrative organization. 74.1% note that such incorporation means a 
saving in staff resources, time and spaces among others. Finally, seven 
out of ten teachers (68.9%) consider that ICT are viable in the schools 
from a perspective of costs/benefits.  
 
From a list of different tools/devices consisting of television, projector, 
tablet, mobile phone, video game console, computers, digital board, 
internet, Office pack, photo camera, video camera and editing 
programmes of video and sound, the teachers use at a large extend 
computers and internet (94.3% in each case), mobile phone (86.5%), 
Office pack (85.5%), television (80,4%) and projector (74.7%). 
 
Related to the policy of ICT implementation in the classroom, as can be 
seen in Table 12,  Buzau, a school with a minimum or not existing 
integration of ICT, it’s the one that the teachers consider that  the 
implementation of ICT in the classroom is very good (41.3%) or good 
(42.7%). Larnaca is the school in which it is observed a high percentage 
of teachers who think that the implementation of ICT in the school 
could be improved (47.6%), percentage similar to the one observed in 
Livorno (40.5%) where they think that the implementation is good. 
Palamós is the school where a high percentage of teachers believe that 
the implementation of ICT is good (59.0%).  
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Table 12. Assessment by the teachers on the implementation of ICT in their 
school (in %) 
 

 
Source: Own elaboration. 

 
56% of the teachers asked consider that the text book is a didactic 
resource of priority or high priority in the classroom, followed by the 
use of notes on paper with 52.4%. It stands out that in Livorno and 
Palamós it’s respectively 46.1% and 43.2% the percentage of those who 
consider the text book as priority as opposed to Larnaca and Buzau 
where they overpass 50% reaching 59.5% and 65.4%, respectively. Far 
from the traditional methods, the use of digital platforms is encountered 
(37.8%), looking for information on the Internet (36.8%) and the 
video/cinema (34.7%). 
 
These percentages contrast with the wide opinion of the teachers 
(74.1%) who consider that the ICT environment responds to the 
conception they have about the teaching-learning process and education. 
At the same time, 69.4% confirm that such didactic possibilities of ICT 
correspond to their own didactic and methodological approaches.   
 
The aspects that the group of teachers value more in the use of ICT is 
that among the possibilities lies the fact that ICT help to the 
accomplishment of projects, educational, curricular etc: (92.2%); that 
they can handle/adapt the material according to their needs (90.7%); 
that the possibilities that ICT provide allow the adaptation of work to 
the educational and organizational needs of the school (77.2%); that the 
use of ICT allows the adjustment of the activities according to the needs 
and interests of the students, taking diversity into account (77.2%); that 
such tools predispose and motivate team and individual work, for both 
students and teachers (70.5%); that ICT allow to organize activities of 
motivation, application, synthesis, reinforcement, expansion, etc 
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(77.2%); finally, and with the lowest percentage of this section, 68.4% 
consider that ICT significantly promote learning, interpersonal relations, 
knowledge of reality, use of different languages and cooperation. 
 
In relation with the mobile phone, 4.7% of the teachers asked say that 
they use their mobile phone in the classroom regularly, 49.2% 
occasionally and 31.1% never (a very small percentage did not reply). It’s 
interesting to break down this average by school, because while in 
Livorno, Palamós and Larnaca the percentage of “never” stands at 0% 
and the occasional use is strengthen –with percentages of 83.8%, 85.7% 
and 71.8%, respectively–, in Buzau the value of “never” is 80% and of 
occasional is 0%. 
 
In relation to the mothers and fathers asked, one of the most significant 
data is that more than half of the parents (56.6%) state that they use 
instant messaging tools - like WhatsApp – in order to be in contact with 
mothers and fathers of their son/daughter’s classmates. By schools, in 
Palamós seven out of ten parents say that they establish such contacts 
while, in the other extreme stands Larnaca, where only one out of four 
parents does that. In Livorno, the percentage of use stands in the middle 
(53.3%). Moreover, both in Palamós and Livorno, seven out of ten 
parents believe that communication between family and school mediated 
by the use of internet and the new technologies is better than the 
personal one because “less time is wasted and bigger opportunities are 
offered”. In the case of Larnaca only three out of ten parents believe 
that the new technologies waste less time in the communication between 
family and school and, in this sense, they prefer the direct, physical 
contact with the teachers.  
 
When the parents were asked if they know if the school of their 
daughters/sons has an online platform of communication and school 
administration, in the case of Palamós 85.7% state that they are aware of 
it and in the school of Livorno the percentage is 50%. The case of 
Larnaca stands out where 58.6% of the parents are not aware of if the 
school has such a platform.  
 
About the use of such a platform and as can be observed in Table 13, 
both in Palamós and in Livorno, the parents state that they use the 
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platform especially for “continuously monitoring the evolution of their 
daughter/son” (68.6% and 46.7%, respectively), for the 
“communication with the school, meetings and events” (29% and 
46.7%). In the case of Larnaca, the priority is “the communication with 
the school” (51.7%), the “continuous monitoring of the evolution of 
their daughter/son” (24.1%) and also “the exchange of ideas with other 
parents” (17.2%).  
 
Table 13. Use of the platform of school-family communication by the 
parents (in %) 
 

 
Source: Own elaboration. 

 
To conclude this section, it is noted that 35.7% of the mothers and 
fathers believe that the incorporation of ICT in the learning process of 
their daughter/son is “quite important” while 42.6% believe it is “very 
important”. 4.7% say that it is “a little important” and only 1.6% point 
that “it is not important”.  
 
 
4.5. Digital competency in students, parents and teachers 
 
The knowledge about ICT, the competence level that each group 
acknowledge having, the training of the teachers or the answer on the 
use of platforms and devices, are focused by the following results.  
 
One of the data that helps us to contextualize this sphere is the opinion 
that arouses about the use of ICT in the three groups. Eight out of ten 
students asked note that “they like ICT”. In the case of Larnaca, this 
percentage drops to 63.8%. The main reasons they point are: “because 
they keep me up to date” (53.2%), because with them “I get to be more 
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informed about things” (45.2%) and because “they are important for my 
academic training” (42.5%). The remaining percentage that responds 
that they don’t like ICT (4.3%) indicates that this is mainly because 
“they distract me from my academic training” (3.9%) and “they decrease 
my productivity in the studies” (3.2%). 
 
About the usefulness of ICT and as can be observed in Table 14, the 
students consider that they are especially important in order to “be up to 
date” (53.2%), to “be more informed about things” (45.2%) and because 
“they are important for my academic training” (42.5%). 
 
Table 14. Usefulness of the use of ICT according to the students (in %) 
 

 
Source: Own elaboration. 

 
Six out of ten parents affirm that they know what ICT are, with 
differences existing among the schools reviewed. While nine out of ten 
parents of the school of Larnaca know the concept of ICT, in the school 
of Palamós they are six out of ten parents and in the school of Livorno 
it does not reach four out of ten.  
 
The opinion among the groups about the digital competence level 
conforms one of the most remarkable results of this section. 84.5% of 
the students consider that their parents do not have the same knowledge 
level as them about internet, applications, social networks and devices. 
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Specifically, 80.2% consider that their parents have a lower level than 
their own.  
 
In relation with the view that the students have about their teachers, 
75% of the students consider that their teachers do not have the same 
level of knowledge as them. Of these, 74.5% think that their teachers 
have a lower level than their own.   
 
Meanwhile, three out of four parents state that they don’t have the same 
level of digital competence as their daughter/son. Of these, 60.5% 
believe that they have a higher level than their daughter/son. Among the 
teachers, six out of ten teachers consider that they do not have the same 
digital competence as their students, and unlike the parents, 73% 
consider that their students have a higher level. In the school of Palamós 
this percentage is reduced to 53%, in Livorno it is 72%, in Larnaca it is 
80% and Buzau stands out by having the highest with 86%. 
 
One of the considerations proposed in the questionnaire is the opinion 
that provokes the integration of ICT in the school. In relation to this, 
half of the students consider that their school is not up to date regarding 
the integration of new technologies in the classroom, with notable 
differences existing related to each school. 32.8% of the students of 
Buzau consider that their school is not up to date about the integration 
as well as the 38.2% in Palamós, compared to 59% in Livorno and 
70.4% in Larnaca. The data of Buzau is not surprising if we take into 
account that from the four schools it is one of those that have less ICT 
integration.  
 
About the ICT training of the teachers in order to carry out teaching, six 
out of ten teachers belonging to the schools of Larnaca, Palamós and 
Livorno believe that it is “sufficient”, while in the case of Buzau there 
are practically nine out of ten teachers that believe it is sufficient. In 
relation to the parents, 62% affirm that they are interested in attending 
training sessions about new technologies, compared to the remaining 
38% that would not be willing to do so. The case of Larnaca is 
distinguished, the school with less ICT integration, in which eight out of 
ten parents are willing to attend training courses about new 
technologies.  
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Meanwhile, practically all the teachers (95.3%) consider that ICT should 
be incorporated in the students’ training and, about how to integrate 
them, a multiple choice option stands out, by which 32.1% believe that 
they should be “as a source of information”, followed by “as a tool to 
support teaching of the subjects” (19.2%), “as a means of 
communication” (10.9%), or “as a study object integrated in the 
curriculum” (10.4%), among other with lower percentage.  
 
In relation with the main disadvantages that the integration of ICT in 
the classroom involves from the perspective of the teachers, the 
diversity of opinions according to the schools is noteworthy. Thus, in 
the case of Palamós the main disadvantages are the “lack of resources” 
(41%) and the belief that they are “harmful to the memory, the 
calculation…” (35.9%), while the teachers of Livorno and Larnaca point 
out “the need for support that is not available” (54.1% and 73.8%, 
respectively) and, in the case of Buzau, the main disadvantages are the 
“lack of resources” and “the need for support that is not available” 
(37.3% in both cases). 
 
Among the possible advantages that the integration of ICT involves, 
these stand out “they involve a method of teaching innovation” (76.7%), 
“they expand the possibilities of information and training of the 
students” (75.1%), and because they are considered as a “way to 
motivate students in the process of teaching/learning” (67.4%). 
 
Seven out of ten teachers that work with e-learning platforms consider 
that these contribute to a better development of their subjects, even 
though only four out of ten teachers affirm that they have opened 
and/or managed a blog throughout their teaching experience. As a 
highlight point, four out of ten teachers say that they participate in an 
educational social network created by or for teachers.  
 
Regarding the training acquired about ICT by the teachers, three out of 
four believe that they would need additional training in order to use the 
new technologies in the classroom. It is noted that while in the school of 
Larnaca, with zero ICT incorporation in the classroom, 88.1% of the 
teachers claim that, in Buzau, with a minimum integration and very 
similar to Larnaca only 68% consider that. Moreover, 79.3% of the 
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teachers would be willing to attend such a training in the use of new 
technologies –percentage that expands up to 90.5% in the case of 
Larnaca–, and 93.8% of the teachers affirm that if material was provided 
online adapted and sequenced with their subject they would use it in the 
development of their classes.  
 
Regarding the training on ICT that the teachers have received 
throughout their professional career, they were asked specifically about 
how they assess the usefulness, the comprehension and their level of 
compliance.  As can be seen in Table 15, half of the teachers rate as 
“sufficient” their competence in ICT regarding comprehension, 
lowering the percentage slightly regarding usefulness and their level of 
compliance, being noteworthy that, regarding the level of compliance 
higher percentages of assessments like “low” or “none” are observed, 
that gather more than 50% of the total evaluation.   
 
Table 15. Assessment by the teachers related to the ICT training received 
throughout their professional career (in %) 
 

 
Source: Own elaboration. 

 
Concerning the difficulties that the incorporation of ICT in the 
classroom represents, the teachers primarily identify as such the “lack of 
training” (49.2%), the “scarce availability of computer equipment in the 
school” (44%) –a percentage that is reduced in Palamós to 25.6%–, that 
such implementation “increases the time dedicated to activities” 
(40.4%), the “difficulty to find adapted teaching materials” (36.3%) and 
the “poor adaptation of such resources in the students’ curriculum” 
(30.1%). 
When teachers were asked to identify their technical domain in the use 
of a set of technological tools, it is observed that tools for searching 
information mostly dominate (of the type of Google, Bing, Resultr), 
followed by relationship and communication tools (Skype, GoogleTalk, 
Facebook, Twitter), tools for producing and sharing information (Slideshare, 
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YouTube, Scribd, Blogger), tools designed for education (Elgg, Moodle, 
Exelearning) and, finally, management and organization tools (Google 
Calendar, Eyeos, Zoho). The most unknown tools are those of receiving 
information (Bloglines, Feedreader) and the storage tools (Delicious, 
Mr.Wong, Digoo). 
 
Regarding the most important factors that motivate the teachers for 
training in ICT, they consider “important” or “very important”: the “job 
requirements” (55.5%), followed by the “professional updating” 
(49.7%), the “personal interest” (46.7%) and, finally, the “adaptation to 
the current educational trend” (45.6%). 
 
From a set of nine “improvements” that are considered noteworthy in 
the incorporation of ICT in the classroom, the biggest improvements 
from the teachers’ view are: that “I can connect and obtain information 
easily” as well as “improve my professional competences easily” (67,9%, 
in both cases), followed by “the learning acquired can be transferred in 
my teaching practice without problems” (66.9%), in the fourth place 
“they contribute to learn how to seek for solutions to problems I usually 
encounter” (64,8%) and, finally, “because generally they are free and, in 
this way, I can access any content” (61,6%). 
 
Table 16. Role that the teachers acquire in the development of an ICT 
related activity in the classroom (in %) 
 

 
Source: Own elaboration. 

 
As we can see in the following Table 16, when we asked the teachers 
about the role they acquire at the time of teaching ICT competences in 
the classroom, from a list of five competences (motivate, educate and 
guide, information transmitter, facilitator of resources and, controller), 
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we see that generally, the percentages of choosing one or the other 
competence are similar in the four institutions. That is, from the five 
competences, all of them receive very similar application percentages 
with the exception of the last competence or “role”, that of the 
controller, where the application percentage in the classroom is slightly 
lower than the other four.   
 
To conclude, it is noteworthy that six out of ten teachers consider that 
in their school cooperation or participative culture in the application of 
new technologies does not exist among their group. It is interesting to 
emphasize the differences by school: the school of Palamós stands out 
with the highest percentage of critical teachers who consider that this 
cooperative and participative culture in the application of ICT in the 
school does not exist and it is set at 61.5%, followed by Livorno with 
59.5%, while below the medium are situated Buzau with 33.3% and 
Larnaca with 28.6%. 
 
 
4.6. Effects and challenges in the use of ICT 
 
One of the main themes in this section is the answer about the activity 
on the social networks. Opposite the 37.5% of the students who 
recognize having a generally positive opinion about the social networks, 
42.4% say that they do not have an opinion “either positive or negative”. 
 
The main reasons leading to a positive assessment of the social networks 
by the students are: “to be in contact with their friends” (83.8%), “talk” 
(75.6%), “their fast and easy usage” (36.9%), “to be informed about 
things” (23.5%), “to be able to talk with relatives” (14.7%) and “make 
plans” (13.1%) among others of lower percentage. 
 
Two out of ten students who claim negative reasons about the social 
networks point out the “use of personal information for negative 
purposes” (53%), the  “privacy problems” (51.1%), the “loss of 
productivity in the studies” (49.4%) and “the harassment on the network 
by friends and  acquaintances” (42.3%). For the students of Livorno the 
privacy problem occupies the first place (52.2%), second being the “use 
of personal information for negative purposes” (51%) followed by the 
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“loss of productivity in the studies” (47.6%) and “the harassment on the 
network by friends and acquaintances” (32.7%). 
 
Half of the students (52.1%) consider that their participation in the 
social networks has positive effects on the subjects they are studying. 
Furthermore, when the same question was asked to those with the 
negative statements, that is, if they believe that they can have negative 
effects in their studies, 54.9% consider that they do so. In this sense, the 
polarization of opinions is evident among the students.  
 
The students of the four schools agree in noting that the main benefits 
of the social networks about studying are essentially two: “contact with 
classmates” (46.8%) and “find information for studying” (43.4%). Even 
though at a lesser extent, they also consider “to access fast the 
information needed” (36.9%), “to share information about the studies” 
(33.4%) or “to help classmates” (17.9%). Concerning the negative 
effects they point out “to dedicate a lot of time that is taken from the 
dedication to studying” (46.7%), the “distraction and loss of 
concentration” (40.9%) and the “addiction” (32.7%). 
 
Concerning the opinion of the teachers about the possible risks, threats 
and concerns in the use of the social networks by their students, it is 
noted that from a multiple choice list with fifteen possibilities the 
teachers identified all of them with percentages very equalized that range 
between 70% and 80%. It is noteworthy that in the school of Palamós 
the percentages of each possibility tend to exceed 90% and in the case of 
Buzau they are set around 50-60%. In contrast, and regarding the 
positive effects of the participation of the students in the social 
networks, the four schools point out positive effects in the participation 
of the young people in the social networks but in this case, in 
percentages less intense (between 20% and 30%), remarkably inferior to 
the intensity related to the risks, threats and concerns.   
 
Regarding the view of the parents about the possible positive effects of 
the social networks on their daughters/sons, in the three countries the 
option “to be able to communicate with relatives that live away” stands 
out with a percentage of 59.7%, followed by the “share entertainment 
and hobbies” (53.5%), “to be in touch with the family during travelling” 
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(51.9%) or “maintain contact with the family (not to be broken)” 
(40.3%). Regarding the possible negative effects caused by the social 
networks, what predominates among the parents is the concern about 
the “sedentary life style” (51.2%), the “damage of the vision” that can be 
caused by the screen (49.6%) or the “loss of time” that can be derived 
from the continuous use of the social networks (45%). The “addiction” 
(36.4%) or the “stop doing important things in order to dedicate time to 
the networks” (28.7%) also worry the parents.   
 
Regarding the possible dangers that the students could suffer in the web 
surfing–from a list of six possible attacks or threats such as 
cyberbullying, addiction, access to inappropriate contents, sexual 
harassments, risk of an economic nature or privacy threats– the parents 
note that they are aware that their son/daughter has suffered from a 
danger of an economic nature (35.7%), clearly standing out over the 
other five, followed by addiction or excessive use (22.5%). The access to 
certain inappropriate contents (7.5%) is the third danger that the parents 
point out.  
 
It should be noted that 1.6% of the parents are aware that their 
daughter/son has suffered from sexual harassment in the networks. 
However, in the case of Palamós that percentage is zero and therefore 
the average is derived by the percentage of Larnaca (3.4%) and Livorno 
(3.3%). In the case of the school of Larnaca it represents approximately 
11 students out of 334 that have answered the questionnaire and, in the 
case of Livorno, 17 out of 510 students.  
 
When the parent was asked about the action that their daughter/son 
took to face the possible problem that they had suffered from the ones 
noted above, 43.4% state that their daughter/son did nothing about it 
and 27.1% say that they do not know.  
 
In this same line and being the parents who answered about their 
actions taken regarding the attack or harassment of their daughter/son, 
it is noteworthy that 19.4% say that they haven’t done anything about it. 
In the cases that they did act, they chose mainly the 
“dialogue/conversation with him/her” (27.1%).  
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Actually, two out of ten students say that they have felt directly harassed 
through the social networks. In the case of the school of Buzau this 
percentage rises up to 26.8%, the case of Livorno being the lowest with 
11.8%. In the schools of Palamós and Larnaca the percentages are 
19.1% and 16.2% respectively. Interestingly, when the question asked 
about if they know about a classmate that has felt harassed in the social 
networks, the percentage of affirmative answers rises up to an average of 
42%, being, in this case, the school of Palamós the one with the highest 
percentage (56.4%), followed by Buzau (43.1%), Larnaca (36.2%) and 
Livorno (35.1%). 
 
Half of the students say that, at some time, they have met in person with 
a stranger that they met through the social networks, the percentage 
being lower in Palamós with 21.4% and the highest in Buzau, with 
74.4%. 
It is noteworthy that three out of ten students (31.3%) affirm accessing 
web pages with sexual content, being in Livorno where the average 
increases to four out of ten (40.2%). In addition, four out of ten 
students (40.5%) say that, at some time, they have downloaded or sent 
videos of photographs of pornographic content, with a percentage 
significantly exceeding the average in the school of Palamós (57.2%) 
and, at a lower extent, in the case of Livorno (51.8%). It is reduced to 
24.4% the downloading or sending of violent videos or photographs, 
even though, the 33.1% is noteworthy in the school of Buzau that is 
situated to a little bit more than three out of ten students for this 
practice. 
 
Table 17. Main dangers and threats on the internet among the students by 
school (in %) 

 
Source: Own elaboration. 
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Finally, it would be interesting to disaggregate the above percentages 
related to the main risks and threats asked to students, from a gender 
perspective. In this respect, and regarding those who have directly 
suffered harassment  in the social networks, it is noteworthy that the 
percentages in Palamós and Livorno are respectively between 6 and 10 
points higher in the girls than in the boys.  In Buzau and Larnaca the 
differences are minimal, with Lanaca being the only school where the 
percentage of the boys who affirm that they have directly suffered 
harassment is higher than the percentage of the girls (17.2 vs.  15.5%). 
 
Concerning those who have affirmed that they know of a classmate who 
has felt harassed in the social networks, in the schools of Larnaca (39.8 
vs. 34%) and Buzau (51.9 vs. 38.8%) are observed higher percentages 
within the boys than the girls. On the contrary, in Palamós (60.2 vs. 
51.9%) and Livorno (39.6 vs. 32.9%) the percentage is higher among the 
girls. 
 
Regarding the fact that the young people have met with a person they 
met in the social networks, the percentages are higher among the boys. 
In the case of Palamós the difference is minor (2.1 percentage points), in 
Livorno and Larnaca is 8.8 and 11.8 points respectively and in Buzau, 
we encounter the highest difference with 14.2 points over among the 
boys than the girls.   
 
Table 18. Main risks and threats in the internet among the students by 
school and by gender (in %) 
 

 
 

Source: Own elaboration. 
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In the access of web pages of sexual content is where we find a big 
difference from the gender perspective. As can be observed in Table 18, 
approximately, for every 10 young people that access sites of sexual 
content, nine of them are boys.  
 
The differences regarding the last two indicators shown in Table 18 
between boys and girls (download or send pornographic and violent 
videos or photographs) are marked again by a higher activity among the 
boys than the girls in the four schools. It is noteworthy that in the 
school of Palamós sending and downloading pornographic videos or 
photographs both in boys and girls is at a higher extend than in other 
schools (70.6 and 45.7%). Finally, the wide percentage of boys in the 
school of Buzau (58 vs. 20.9%) that acknowledge downloading or 
sending violent videos and photographs should be noted. 
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Conclusions 
 

S we have seen in the previous parts, technology is very present in 
the households of the four schools analyzed. It is noteworthy 

above all, the high penetration of the mobile phone in the households 
and as the most used device at personal level by the students, and with a 
big difference in relation to traditional devices such as the desktop, the 
laptop or the television. It is the mobile phone the device for which a 
high percentage of students say that they cannot do without more than 
one day and whose main use is not to make phone calls, but to connect 
to the social networks and the internet.  
 
There are some differences regarding the implementation of ICT in the 
four schools. In the schools of Buzau and Larnaca, the incorporation of 
ICT in the classroom is scarce or null, a difference from the schools of 
Palamós and Livorno. In the latter, the implementation of different 
innovative technology programs, associated with their national and 
regional governments, have encouraged the integration of these 
technological environments, a fact that in the schools of Buzau and 
Larnaca has not occurred mainly because of the willingness of the 
school itself to maintain the traditional model.  
 
It is interesting, in general terms, that the schools in which there is a 
greater integration of new technologies, both teachers and students are 
the most critical regarding their use and effects. In comparison with the 
schools of Larnaca and Buzau, where the integration of ICT is minimal 
or null, certain indicators presented in the results, reflect an opinion 
more linked to an “ideal” or “imaginary” that has little or nothing to do 
with the opinion based on life experience.   
 

A 
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Regarding the educational integration of ICT in the classroom, the study 
has detected that in many occasions, the use of these technologies does 
not mean a pedagogical renovation or innovation of the traditional 
practices of teaching and learning. Digital technology is at the service of 
the traditional expository method and it is not used as an environment 
where the teachers themselves can integrate their professional activities 
with the aim to develop knowledge construction projects.  
 
While the teachers seem, generally speaking, active and predisposed to 
the incorporation of ICT in their teaching task, it is the students those 
who claim that the incorporation of the digital and social environment in 
the classroom is a reality. In this regard, the opinion of the teachers and, 
in a large extent, of the parents as well, is that ICT activities function as 
an ad hoc teaching practice learning that is regularly managed in the 
subjects, an opinion that contrasts with the data provided by the 
students with a more inclusive opinion and linked to their coexistence 
with the new technologies outside the classroom.  
 
The processes of ICT literacy in the three groups result in significant 
differences regarding the degree of digital and communicative 
competence. In general, the students perceive that their parents and 
teachers have a lower level regarding this competence, an opinion 
countersigned by the teachers in relation to their students but 
contradictory in the case of the parents, who claim to be more 
competent than their children. Nevertheless, it is necessary to note here 
the high percentage of students who acknowledge that they have 
suffered direct harassment in the network or who, at a great extent, 
know of classmates who have suffered such harassment.  
 
What is remarkable about these statements is that although the degree of 
skill in the use of technology seems to be the axis around which the 
opinions of each group turn, the essence lies in the degree of literacy 
acquired in order to be able to validate that competence, either in the 
school environment or in the society in general. This difference between 
the skill and the competence is the pinpoint that defines the role of the 
teachers in their task for literacy, the one that takes their students to a 
higher grade of digital and communicative competence in order to 
achieve in this way a higher critical autonomy.  
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Regarding the integration of the social networks in the educational 
environment and in the light of the data obtained, we encounter a 
paradox: on one hand, the students demand –in general terms– the 
integration of the social networks in the classroom dynamics, a 
reflection of the intensive use and their integration into everyday tasks. 
But on the other hand, the teachers see this integration reluctantly and 
they tend to identify more with their possible disadvantages or risks in 
order to justify their limited didactic results. Of the reasons that could 
explain this, we can consult the statement of Gutiérrez, Palacio and 
Torrego (2010), who note that educational  innovation  develops at a 
slower pace than the one by which society evolves and, therefore, slower 
than the rhythm of technological innovation.  
 
Finally, it is deducted that, under the pressure of the students by and for 
the integration of the social networks in the educational environment, 
the teachers –and partly the parents– tend to conservatism that shows 
the roots of traditional formal teaching, based on one-way 
communication and where students’ participation cannot find its balance 
with more inclusive proposals of the evolution that takes place at social 
level.  
 
The integration of all new technologies, their languages and practices in 
the educational environment–either at an initial phase or at an advanced 
implementation– it should not be based on the adaptation of the 
traditional routines of the teaching-learning model. To understand the 
possibilities of ICT literacy from a transmedia perspective, involves the 
integration of new habits in the teachers’ work, that, at the same time, 
approach students with a language, an environment and a practice more 
harmonious with their reality as well as with their social context. 
 
In this media ecology, it becomes increasingly strange that the institution 
that performs the great task of educating and training the future 
generations, bases its model, at a great extent, to the adaptation of the 
traditionally physical to digital support, converting books into 
slideshows, using e-learning platforms as dispensers of printing material 
or using internet only as a gateway to the Google search engine. This is a 
task that requires reflection and critical debate from the entire 
educational community. A process that, to our understanding, must be 
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enterprising with an ethic criterion and, at the same time, integrating the 
social reality with the aim to promote teachers’ training in the 
pedagogical practice, involve the families in the educational process and 
training of their children and give a more significant role to the students, 
with the aim to sum up capabilities and generate empowerment 
processes that foresee the construction of critical and involved citizens. 
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