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What do our future teachers think about terrorism
and politically motivated violence in the Basque
Country?
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Euskadi Ta Askatasuna—Basque Country and Freedom (ETA) was an armed organisation

from the Basque Country and after it declared that it would cease violent actions and sub-

sequently disbanded, the Basque Country has been involved in a peace process. The Adi-

adian programme that is part of this process has been implemented as a part of teacher

training programmes. By means of a mixed model that combines both qualitative and

quantitative elements, the present study has attempted to identify the attitudes of future

teachers—prior to implementation of Adi-adian—regarding terrorism and politically motivated

violence that occurred in and from the Basque country since 1960, the information they have

received with respect thereto, and their opinions as to how the issues are dealt with in the

classroom. The results obtained reveal a generally respectful attitude toward human rights

and the delegitimisation of violence; lack of satisfaction regarding the information they have

received throughout their lives; and, as future teachers, a lack of certainty as to how to

approach such issues in the classroom. It was noted that these future teachers had a high

degree of motivation and interest with respect to these matters.
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Introduction

There have been a great many armed conflicts that have
occurred, and that still are occurring, throughout the
world. Moreover, attempts have been made to use educa-

tion as a means to channel said conflicts (Cajani et al., 2019;
Quaynor, 2012; Vicent et al., 2020).

During much of the second half of the 20th century and the
beginning of the present century, there has been a great deal of
political tension in the Basque Country. The most dramatic
expression of this tension were the murders and the violation of
human rights perpetrated by terrorist groups, as well as by means
of violent actions carried out by the State and its security forces
(Carmena et al., 2013). Basque society has experienced an anom-
alous situation marked by terrorism, kidnappings, torture, threats,
extortion, exile and, in general, a lack of freedom. The suffering,
fear, emotions, and high tensions characteristic of those times have
given rise to numerous conflicts among the territory’s citizens.
However, after ETA declared an end to violence and subsequently
disbanded, the Basque Country entered into a new stage of gra-
dually returning to normality. During this stage, Basque society has
been faced with the challenge of learning anew how to coexist on
the basis of respect for the memory of victims of past violence.

Public institutions, as well as other diverse entities, have been
promoting policies regarding this issue, and the Basque govern-
ment’s own responsibility for addressing such matters is unde-
niable. Within the realm of public policy, we have seen initiatives
on the part of the Secretary of Peace, Coexistence, and Human
Rights of the Basque government, which consists of a series of
plans (Gobierno Vasco, 2007, 2010, 2013, 2017). These plans have
addressed the way Basque terrorism and political violence are
dealt with in educational settings. We can therefore confirm that,
from the time of the first educational proposals put forward by
the Coordinadora Gesto por la Paz (1997), a course has been
embarked on that has at times been controversial (Urkidi et al.,
2021), and which culminated in the consolidation of The Adi-
adian educational module: Teaching about human dignity, coex-
istence, and empathy through victim testimony (Gobierno Vasco,
s.f.), the main programme of this type currently being imple-
mented in the Basque Country. The purpose of the present
research project is to analyse various aspects of this programme’s
implementation from the standpoint of teaching in the social
sciences, and specifically in the context teacher training in the
Basque Country’s public university.

Citizenship education and controversial issues in post-
conflict societies
Within the context of nation-states, the teaching of history tra-
ditionally sought to educate citizens in order to promote national
unity on the basis of a common identity (Carretero et al., 2012;
Smith, 1991). The method of choice for this purpose has been a
closed and linear narrative (Carretero et al., 2004). However,
modern citizenship education places an emphasis on human
rights, democracy, the rule of law, respect for diversity, and the
culture of political participation (Sen, 2019). As pointed out by
Deveci et al. (2008), civic education and knowledge of the social
sciences allow people to address social issues (i.e., war, peace,
democracy, citizenship, human rights) with a view toward
implementing peace education.

However, Rubin and Cervinkova (2019) believe that global
efforts to address democratic coexistence within an educational
context have failed to address both complex issues of the past and
sources of discrepancy within communities. These authors
recognise the difficulty of confronting “difficult histories”, while
at the same time emphasising the opportunity that these self-
same histories offer for better understanding the present, and for

constructing a fairer and more inclusive version of democracy. In
this regard, Cuesta (2011) points out the importance of what is
actually remembered, and the purpose that we assign to memory.
Within a specifically educational context, he champions the duty
to remember specific moments and situations of the past in order
to prevent their recurrence.

In the specific case of post-conflict societies, Corredor et al.
(2018) contend that education for peace must include the study of
authoritarian regimes and violent conflicts, as well as the suffering
of victims. Padilla and Bermúdez (2016) believe that these issues
have not received sufficient attention in programmes of study.
These latter authors are also of the opinion that the “questioning
of violence, irrespective of its perpetrators and victims, constitutes
an ethical imperative for engendering a critical understanding of
said violence that could serve as the foundation of a sustainable
culture of peace” (p. 245).

In the opinion of Arnoso et al. (2018), it is violent events that
are best preserved within collective memory. However, these
authors also emphasise the importance of forgetting and silence
on the part of those persons who still suffer when they relive those
violent events. In addition, these authors criticise the attempts of
certain groups to silence or distort the past in order to neutralise
or minimise actions, and to attribute responsibility to “the other”.
In this regard, Arnoso et al. (2018) also point to the teaching of
history as being responsible for making certain conflicts invisible,
and they offer a series of recommendations to avoid such an
outcome. These recommendations include reflecting on what is
historically meaningful and why it is meaningful; questioning the
motives for stressing certain historical elements in preference to
others; avoiding the normalisation of the central role of violence
and conflict as a form of progress; and promoting positive col-
lective emotions, stressing the role of survivors and their descen-
dants. They further add that, in those cases in which certain
memories have been silenced in books, other resources need to be
employed, such as personal testimonies.

Rubin and Cervinkova (2019) contend that democratic citi-
zenship education has become part and parcel of the recon-
struction of post-conflict societies in such disparate settings as
Bosnia and Herzegovina, Colombia, Guatemala, Northern Ire-
land, Rwanda, Lebanon, Indonesia, Laos, Argentina, Peru,
Cyprus, and South Africa (Quaynor, 2012). Yet they also point
out that, in countries like Guatemala and Poland, the opportunity
afforded by reconstruction has not been exploited in such a way
as to involve young persons in the critical reading of history, and
in a way that provides space for alternative voices.

For these reasons, it seems that there is room for improvement
in both civic education and the teaching of the social sciences
within educational institutions. Thus, in spite of good intentions
on the part of teachers (Delgado-Algarra, 2014), the result is that
they are left with a number of unresolved problems that arise from
political differences. These unresolved problems can prevent
institutional proposals for education from either being con-
solidated, as in Spain (Gómez-Rodríguez and García-Ruiz, 2019),
or from achieving their objectives, as in Northern Ireland
(O’Connor et al., 2020). Other problems in this regard are the
violence occurring within schools located in conflict zones
(Kuppens and Langer, 2018), and the contradiction between the
attempt to offer citizenship education and the inherent author-
itarian nature of the school and its professors (Díaz-Perdomo and
Rojas-Suárez, 2019; Quaynor, 2012), which ignores the rights of
students (Waldron and Oberman, 2016). Yet another complica-
tion is a fear on the part of faculty of conflicts arising in the
classroom (Quaynor, 2012; Toledo et al., 2015), which in turn
leads to an avoidance of political discussion, the preference being
to offer authoritarian instruction via unquestionable and biased
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comments of the past (Skaras and Breidlid, 2016). Similarly, it is
emotionally difficult—and sometimes even painful—for some
teachers to delve into socially controversial issues (Vidal de
Almeida, 2019; Zembylas et al., 2011). Finally, it is also possible
that attempts to narrate the different aspects of conflict could lead
to an inaccurate understanding of current realities, a phenomenon
that has, according to Tegeer (2015) occurred in South Africa.

Another rather difficult task has to do with overcoming the
biased versions of events that students can find in places outside
of the school (Barton and McCully, 2005), especially in the family,
which tends to be the primary source of information within
conflict zones (Vidal de Almeida, 2019), but also from friends or
mass media (Reidy et al., 2015). It is also no easy matter—as has
been shown in Chile (Reyes et al., 2016)—to challenge the per-
ception of inaccessibility that young persons may have as regards
historical memory, resulting from not being able to find spaces
within which to take a position, challenge, or express solidarity
vis-à-vis past conflicts.

For all these reasons, and taking full account of the complexity
of the matter, it seems important to offer proper and compre-
hensive training to teachers in societies that are currently
experiencing, or that have recently experienced, internal conflicts
(Kuppens and Langer, 2018). With a view to constructing spaces
of coexistence, Silva-Peña and Paz-Maldonado (2019) see a place
for the inclusion of emotional education. We have also witnessed
demands on the part of new teachers and teachers-in-training for
the inclusion of peace education (Deveci et al., 2008) or inter-
cultural education (Mason, 2005) within teacher training pro-
grammes. Finally, Quaynor (2012) defends the need for
institutional support through the creation of teacher-training
programmes and specific curriculum materials. The more com-
prehensive the support received by teachers during their training,
the easier it will be for schools to offer their students what they
require: the ability to deal with current topics of a controversial
nature (Montanares, 2017; Vidal de Almeida, 2019) and the
possibility for them to exercise their own rights (Quaynor, 2012).

As regards the attitude of young persons vis-à-vis known
conflicts, it has been observed at the international level that
Liberian students show a concern for justice (Quaynor, 2015),
while in Chile and Northern Ireland, empathy and solidarity in
the face of the suffering of the other have been in evidence (Reyes
et al., 2016; Vidal de Almeida, 2019). In this connection, it is
worth noting that the implementation of a series of programmes
in countries like Colombia (Chaux et al., 2017) and Peru (Espi-
nosa et al., 2019) have succeeded in reducing violent and
authoritarian behaviour among students. In addition, in South
Africa (Finkel and Ernst, 2005), Liberia (Quaynor, 2015) and
Bosnia-Herzegovina (Soule, 2000), the incorporation of citizen-
ship education led to higher levels of respect for human rights
and for peace, as well as to enhanced capacity for democratic
action. In addition, participants in these kinds of initiatives not
only have more information at their disposal (Espinosa et al.,
2019; Montanares, 2017), but also displayed increased levels of
interest (Quaynor, 2012) or improved their political education
(Finkel and Ernst, 2005; Soule, 2000). Furthermore, in the case of
future teachers, there was an acquisition of skills that would
enable the transfer of these kinds of initiatives for addressing
conflict into the classroom (Montanares, 2017).

Public policy and educational approach to terrorism and
politically motivated violence in the Basque Country
In the specific case of the Basque Country, recent memory
includes ongoing human rights violations right up to the initial
years of the 21st century. These acts of violence have resulted in a
large number of victims (Carmena et al., 2013; Landa, 2008).

Although these events have occurred over the course of many
years, some research identifies a lack of knowledge among young
Basques (Usón, 2017) and Spaniards (Felices de la et al., 2019). It
was not until 2004 that a diagnosis of the educational approach to
this issue in classrooms was undertaken. The 2004 study showed
that the educational community identified the Basque conflict
with suffering and social division. Also noted at that time was
silence on the part of a large segment of the educational com-
munity—a silence that was interpreted as a desire to keep political
opinions out of the educational setting out of fear of potentially
harmful consequences. Given the significant emotional compo-
nent of the conflict, teachers did not feel either competent or
comfortable with the subject, which became a source of frustra-
tion, disgust, and powerlessness. Even though teachers as a col-
lective condemned acts of violence, they also expressed their fear
that the way this violence was dealt with in the classroom could
constitute an obstacle to peaceful coexistence. Students and
families, on the other hand, did show an interest in dealing with
the subject of these acts of violence in the classroom. And yet
some teachers felt that demands could not be made to deal with
the subject in classrooms until such time as an educational pro-
posal enjoying broad consensus had been put in place. At the
same time, these very teachers were demanding that educational
administrators provide orientation, resources, and consultation in
order to deal with the subject (Gobierno Vasco, 2004).

In the wake of these findings, the First Basque Plan for Peace
Education and Human Rights (2008–2011) (Gobierno Vasco,
2007) incorporated teaching materials that were challenged in
some quarters (Urkidi et al., 2021). However, an evaluation of the
usefulness of the plan in terms of social–emotional development
and promotion of historical memory yielded positive results
(Garaigordobil, 2009). In addition, the Garaigordobil study pro-
vided a series of recommendations regarding the future applica-
tion of the Plan: maintaining and reinforcing activities involving
victims of violence; initiating debates regarding current topics
relevant to the lives of young persons, and promoting the
exchange of positive messages; inclusion of activities encouraging
the peaceful and cooperative resolution of conflicts; imple-
mentation of programmes at all educational levels; and con-
textualising intervention beyond the classroom—in schools, in
families, and in society in general.

Later on, and following publication of the proposal Stories that
impact our lives (Arana et al., 2006), which had already included
the comments of victims, a greater degree of consensus emerged
as regards the educational usefulness of testimonies (Urkidi et al.,
2021). Thus, in 2011, the programme Victims who educate was
launched, by means of which the first stories of victims came to
be heard and discussed in classrooms. It was on the basis of that
experience that the proposal on which the present paper focuses
emerged—namely The Adi-adian educational module: Teaching
about human dignity, coexistence, and empathy through victim
testimony (Gobierno Vasco, s.f.). This programme involved lis-
tening in person to the reflections of victims who, following their
experiences, called for coexistence rather than hatred, and
through which the subjects of human dignity, human rights, and
co-existence were addressed.

It was within this framework that more comprehensive pro-
posals such as Bakeaz Blai were presented. An evaluation of
Bakeaz Blai (Ruiz and Salazar, 2014) concluded that the following
factors were conducive to the proper implementation of the
programme: involvement and education of families and teachers;
the previous experience of the school as regards education for
peace and coexistence; and the teaching of skills on the part of
teachers implementing the programme. In addition, the
2014 study identified the involvement of victims as a key element
of the proposal. Ruiz and Salazar (2014) also contended that it
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was possible to implement Bakeaz Blai without incorporating the
distinct political viewpoints of victims on both sides of the con-
flict, “since, irrespective of where the victimisation originated, the
function of the victim who educates is to share their experience,
and the injustice that they suffered” (p. 546), with the compre-
hensive vision of human rights being the central focus of the
programme itself.

Studies of Basque youth, terrorism, and politically motivated
violence
One of the first indices of the attitudes of Basque youth regarding
the subject under discussion was offered by a study on the
transmission of values to minors (Elzo et al., 2009), and which
included a section dedicated to the analysis of the attitudes of
students toward ETA and terrorism. This study found that the
majority of the young persons studied offered support to victims
of terrorism, although this response was not unanimous. In fact,
there was also evidence of evaluations and attitudes that reflected
lack of respect for basic human rights, with part of the sample not
rejecting—or even justifying—acts of violence and terrorism.
Some respondents, on the other hand, did not recognise the
human rights of ETA members. On the basis of the responses
obtained, Elzo identified three groups of persons: one that justi-
fied the actions of ETA and showed sensitivity regarding the
human rights of its members; a second that defended in general
terms the human rights of every person, rejecting ETA’s violence,
but at the same time recognising their human rights; and a third
that categorically rejected ETA’s violence, and that placed special
emphasis on the human rights of victims of terrorism, but
without recognising the human rights of ETA members. Elzo
et al. (2009) also found—as Barton and McCully (2005) subse-
quently did in a later study within the context of Ireland—that the
family was a first-order agent that explained the different posi-
tions of students regarding the subject.

Some 8 years later, Usón (2017), in an analysis of 939 ques-
tionnaires distributed to students aged 18 through 29 enroled in
social science and education programmes in three different Bas-
que universities, found that youth embraced a discourse of
defence of and respect for human rights. Even so, he found that a
significant minority of subjects (12%) were not entirely opposed
to ETA’s violent actions. In addition, the students in the study
indicated that they were highly interested in knowing what had
happened, while expressing their dissatisfaction with the infor-
mation they had thus far received. Students’ level of knowledge
regarding what had happened was found to be very limited.
Participants identified mass media as their main source of
information, followed by family, social networks, friends, and
books. Students also indicated that their families exercised far
more influence on their knowledge of the subject than did their
schools. Finally, participants indicated that they experienced a
lack of freedom to publicly express their views regarding the
subject (Usón, 2017).

In addition, Portraits of youth, an ongoing series of studies that
began in 1997 under the auspices of the Department of Socio-
logical Research of the Basque Government in order to identify
the views of youth aged 15 through 29 regarding various subjects,
offers a number of clues. In the latest published study of this
series (2018) it was noted that violence and terrorism did not
appear among the problems most frequently cited by respon-
dents, as had been the case in 2001, when it was identified as the
main problem. However, coexistence in the Basque Country
among persons with differing ideologies received a score of 6.5 on
a scale of 0 to 10, with 0 representing a very bad situation and 10
a very good situation. For their part, youth expressed moderate
satisfaction with compliance with human rights (67%) and

democracy (58%) in the Basque Country. Finally, the study
indicated that 70% of youth had little or no interest in politics.

A recent study of political education of youth (Larrinaga et al.,
2020), confirms the finding of Elzo et al. (2009) in identifying the
family as the main source of influence on youth and the con-
struction of their ideologies. In the case of politically active youth,
political affiliation and memory transmitted within the home
both exercised an important influence. On the other hand, young
persons who are less politically involved had heard nothing about
politics from their families. School was a source of lesser influ-
ence, although the study did reveal that secondary education
constituted a period of initiation of discussion or political activity,
outside of the family environment, and among friends. As regards
university, some of the respondents in the study of Larrinaga et al.
(2020) defined it as a space of knowledge of new political settings.
Finally, a certain measure of fear could be discerned in the
reported experiences of respondents: fear of either state repres-
sion or of ETA. Reference to such fear was more common among
participants aged 25 and older, given that those in this age group
had direct memories of episodes of violence.

Context and objectives of study
The Adi-adian proposal, which primarily focused on students in
secondary education (aged 12–18) was first implemented in the
initial training of future teachers enroled in the Department of
Education, Philosophy, and Anthropology of the University of the
Basque Country (UPV-EHU) in the year 2016 as part of a project
entitled Coexistence and memory. In addition to providing
information regarding the socio-political context of the Basque
Country during recent decades, and to providing students an
opportunity to hear victim testimony, the aim of this project was
to provide a set of professional skills to facilitate the teaching of
social sciences through the presentation of controversial subjects
(Santisteban, 2019), citizenship education (Banks, 2017), peace
education (Etxeberria, 2013) and education in and for conflict
(Cascón, 2001).

Barton (2015) emphasises the importance of knowing the
baseline prior to carrying out teaching procedures, given that
student attitudes toward human rights depend on the context of
their lives and experience. Following Barton, and given that the
ultimate goal of this study is to optimise the adaptation of the
Adi-adian programme within the context of training future tea-
chers, the objectives of this paper are as follows:

1. To analyse attitudes previously held by teachers-in-training
in the Basque Country as regards terrorism and political
violence that occurred in and from the Basque Country
since 1960.

2. To identify the views of students in their role as teachers
with regard to treatment of controversial issues in the
classroom.

3. To identify the sources and quality of information received
by students regarding terrorism and politically motivated
violence that occurred in and from the Basque Country
since 1960.

Methodology
Design. Díaz López (2014) has expressed the view that research,
construed as the possibility of understanding, interpreting, and
transforming reality, cannot be divorced from the ongoing
demands of a world that is increasingly unstable, complex, and
diverse. It is for this reason that, in the eyes of many researchers
and theorists, the two traditional research paradigms do not go
far enough in resolving problems and situations that require fresh
perspectives and innovative, in-depth approaches. It is within this
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context that mixed research methods have emerged as a third
alternative. Mixed designs represent the highest level of integra-
tion or combination of qualitative and quantitative approaches
(Hernández et al., 2003) and allow researchers to take advantage
of the strengths of both in order to attain a more comprehensive
understanding of social phenomena generally and educational
phenomena more specifically.

This paper takes as its point of departure a mixed
methodological approach, in the understanding that it offers
complementariness as well as different kinds of knowledge and
advantages for those conducting research (Boeije, 2010) in the
quest for a more complete view of reality through a multifaceted
analysis of a single aspect of that reality (Santiago et al., 2018).

The research comprises two descriptive studies, independent of
one another in the final sample. Study 1 is of a quantitative
nature, and based on questionnaire responses, while Study 2 is
qualitative, and focuses on the interpretation of the narratives of
informants.

Participants. A total of 204 students who were training to
become future teachers participated in Study 1. The participants
were drawn from three different teacher programmes at the
University of the Basque Country (UPV-EHU): Degrees in Pre-
school Education (n= 45) and Primary Education (n= 138); and
a Master’s Degree in Secondary Education Teacher Training in
social sciences (n= 21).

For Study 2, we collected narratives from 112 students enroled
in teacher-training programmes at the Primary Education level
(n= 85), and in a Master’s programme for teaching the social
sciences in secondary education (n= 27) at the same university.

Measurement tools. This research study employed two mea-
surement instruments. For Study 1, a self-administered ques-
tionnaire (see Appendix) consisting of 29 items was used, having
taken into consideration previous work published by the Instituto
de Derechos Humanos Pedro Arrupe (2017) y Garaigordobil
(2009). In this questionnaire, 28 of the items request that
respondees select responses in accordance with a four-point
Likert scale. The first item of the questionnaire provides multiple
response options. The researchers sought to identify student
attitudes as regards factors, such as empathy, violation of human
rights, addressing conflicts, managing emotions, commitment to
maintaining peace, recognition of and reparations for victims,
and the treatment of controversial issues in formal education
settings. The researchers also wanted to identify sources of the
respondents’ information, as well as their level of satisfaction with
respect to the information that they had received regarding ter-
rorism and politically motivated violence occurring in, and per-
petrated from the Basque Country since the year 1960.

A preliminary version of the questionnaire was utilised in a
pilot trial conducted in November 2019. The results of this trial
were submitted to experts for the purposes of validation, with
needed adjustments made to the questionnaire based on said
validation, thus creating the final version of the instrument.

The instrument utilised for Study 2 was the narrative obtained
on the basis of the thinking routine “I used to think…now I
think…” Specifically, Study 2 took into account the information
relative to “I used to think…”, with responses classified in
accordance with nine nodes or subjects (Table 1).

Procedure. After obtaining prior approval from the University of
the Basque Country’s Ethics Committee for Research Involving
Human Beings (M10/2019/197), the questionnaire was adminis-
tered under routine teaching conditions prior to implementation
of the Adi-adian programme. The narratives were composed

following the conclusion of this programme, and took into
account only information relative to the part “I used to think…”
Both the questionnaire and the narratives were collected anon-
ymously or pseudonymously, with each questionnaire assigned a
code. The language employed in the questionnaires was either
Spanish or Basque. In addition, at the conclusion of the teaching
project, signed informed consent forms were obtained from
participants for the purpose of later publication of data.

Data analysis. For Study 1, after it was initially established that
there were neither anomalous data nor non-random missing data,
descriptive statistics and frequency tables were calculated for each
of the items on the questionnaire. Data were statistically analysed
using the programme IBM SPSS Statistics 25.

For Study 2, a thematic analysis of the narratives was
conducted utilising the programme NVivo12. Responses were
classified in nodes or subjects, and frequencies were obtained for
each of the nodes.

The datasets generated during the current study are not
publicly available because they are part of a larger project under
study, but are available from the corresponding author on
reasonable request.

Results
The first objective of the investigation was to identify the prior
attitudes of teachers-in-training regarding terrorism and politi-
cally motivated violence in and from the Basque Country.
Responses to items related to empathy (Table 2) indicate that,
even though a minority of the respondents (5.9%) indicated that
reparations to victims of violence was of little or no importance,
the vast majority (92.6%) expressed total or general agreement
with statements regarding recognition of the suffering of victims
(item 8), about the importance of being attentive to the suffering
of others (94.1%; item 23), and regarding putting oneself in
another person’s shoes (98.2%; item 24).

The narratives include 12 references to the subject of empathy,
with 10 of the narratives expressing an empathetic attitude. Thus,
the respondent to questionnaire P511 indicated that everything
experienced by these persons has been unfair; each one of them has
suffered in their own way, and they should not be rejected for
having different thoughts. On the other hand, P642 wrote that,
when it came to talking about this subject, they saw the suffering
in the face of other persons, and for this reason never wanted to ask

Table 1 Classification of nodes referring to student
narratives.

1. Quantity of information
received

4. Human rights

1.1. A lot 4.1 Respect for human rights
1.2 A little 4.2 Violation of human rights
1.3. None 5. Attitude toward addressing

conflicts
2. Sources of information 5.1 Positive

2.1. School environment 5.2 Negative
2.2. Friends 6. Commitment to peace process
2.3. Written documents 6.1. Yes
2.4. Visual media 6.2. No
2.5. Family 7. Motivation regarding the subject
2.6. Mass media 7.1. Yes
2.7. Social networks 7.2. No

3. Expressions of empathy 8. Treatment of subject in the
classroom

3.1 Yes 8.1. Favourable
3.2 No 8.2. Have reservations
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a lot of questions about it, so as not to reawaken those memories
and feelings. However, another respondent (P484) indicated that
inevitably, because of their convictions and position regarding the
subject, they were not able to have a great deal of empathy for
persons who held opposing views.

Turning to the responses related to human rights (Table 3), the
results of Study 1 indicate that a large majorities of the respon-
dents either totally agreed or somewhat agreed (91.7%) with the
notion that a person’s right to life is more important than any
political project (item 3); rejected violence that constitutes an
attack on human dignity (item 4), while considering the con-
sequences of violence to be negative (item 7). However, differ-
ences emerged with respect to the origin of the violence. Thus,
while 49% of students were unequivocally against ETA violence
(item 9), only 22.5% of students selected the same option in
instances in which it was the state that violated basic rights in the
name of the fight against terrorism (item 10).

On the other hand, responses to items 3, 4, 9, and 10 indicate
that a minority of respondents do justify violence. Item 3 states
that the right to life of a person is more important than any
political project. Some 9.9% of the student respondents indicated
they did not really agree, or that they disagreed, with this asser-
tion, and 1.5% of data were missing. Similarly, responses to item
4, which asserts that violent actions against human dignity should
be rejected, 6.9% of responses indicated dissent, with 3.4% of data
missing. Responses to item 9, declaring opposition to ETA vio-
lence, revealed that 14.8% were in disagreement, with 4.9% of
data unreported. Finally, as regards the affirmation that the state
violates basic human rights in its fight against terrorism, 22.5% of
respondents either did not really agree, or actually disagreed, and
7.8% of the data were missing.

Further results regarding the issue of human rights indicate
that the respondents are aware of the need to live on the basis of
positive values (item 14), given that 80.19% totally agree with this
assertion, while 61.3% indicated that they were aware of the
presence of persons in the Basque Country with diverse beliefs
and values (item 16). In contrast, only 38.2% expressed total
agreement with the assertion of being a tolerant person who

accepts and understands the ideas and choices of others, while
not necessarily being in agreement with them (item 15). And only
27.5% indicated total agreement with the need to construct a
common culture that includes all of those persons (item 17).

As regards the narratives, there are only eight references to the
issue of human rights. One of these references mentions respect,
while the other seven refer to violation of human rights, the most
frequent references being to the number of murders, kidnappings,
abuse, or instances of torture—or to lack of recognition of vic-
tims. Thus, respondent P405 indicated I did not think that there
were so many murders, abuses, kidnappings, instances of torture…
by groups who were fighting against the groups that fought for the
independence of the Basque Country (e.g. ETA). P439 wrote I
thought that they killed people who were involved, that all of the
victims were recognised, and that ETA had not killed so many
people. As regards the violation of human rights by the State in
the name of fighting terrorism, one narrative mentions the policy
of dispersion instituted by the Spanish government: We are now
paying for the consequences for what happened before. There are
political prisoners who continue to be dispersed in different prisons.
In addition, the younger generations continue to suffer oppression
today…the Basque Country continues to be under attack because
of its past (P645).

Another item relevant to human rights has to do with the
extent to which peace prevails in the Basque Country, and the
freedom to express one’s opinions there. In this connection,
respondent P425 wrote the following: In this society, there is
theoretically freedom of opinion and ideas. But a number of
experiences that I have had in this programme have confirmed my
previous fear: that if your opinion is different from that of the
majority of the class, they won’t respect it. In contrast, another
respondent (P643) suggests that listening in different ways to ideas
and opinions based on different ideologies enabled him to have
enough freedom and maturity to form his own ideas.

As regards the addressing of conflicts (Tables 4), 10.8% of the
student respondents expressed total agreement with the notion
that sometimes persons have no choice but to use violence (item
5). On the other hand, 96% either totally agreed or somewhat

Table 2 Degree of empathy.

Item Totally agree Somewhat agree Don’t really agree Disagree Missing values

N % N % N % N % N %

8 102 50 87 42.6 8 3.9 4 2 3 1.5
23 101 49.5 91 44.6 11 5.4 – – 1 0.5
24 123 60.3 78 38.2 2 1 – – 1 0.5

Table 3 Human rights.

Item Totally agree Somewhat agree Don’t really agree Disagree Missing values

N % N % N % N % N %

3 123 60.3 64 31.4 13 6.4 1 0.5 3 1.5
4 103 50.5 80 39.2 12 5.9 2 1 7 3.4
7 83 40.7 89 43.6 26 12.7 2 1 4 2
9 100 49 64 31.4 25 12.3 5 2.5 10 4.9
10 46 22.5 96 47.1 38 18.6 8 3.9 16 7.8
11 25 12.3 114 55.9 50 24.5 11 5.4 4 2
14 165 80.9 36 17.6 2 1 – – 1 0.5
15 78 38.2 106 52 17 8.3 1 0.5 2 1
16 125 61.3 59 28.9 2 1 – – 18 8.8
17 56 27.5 89 43.6 32 15.7 5 2.5 22 10.8
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agreed that there are better ways than violence to resolve pro-
blems (item 6). For items 21 and 22, which respectively, refer to
the realisation one attains regarding where they stand regarding a
conflict and the attempt to analyse how to constructively confront
a problem, 8.3% of data were unreported.

As regards the narratives, although there are expressions of not
knowing how to deal with such a sensitive subject, 13 out of the
15 narratives express a positive attitude vis-a-vis addressing
conflicts. Respondent P546 expressed their fear of not knowing
how to manage conflict situations, although it is an important
subject to work on. P412 wrote that, as future primary education
teachers, it will be of fundamental importance to know how to deal
with conflicts. Another student (P19) indicated that violence
constitutes legitimate political action, although it is necessary to
have the support of large segments of society in order to be able to
repair the damage done.

The results summarised in Table 5 indicate that students were
capable of distinguishing negative feelings from positive feelings
(item 26), and of reflecting on the source of negative feelings
(item 25).

The results of Study 2 offer only two references to the man-
agement of emotions. Respondent P454 mentioned the fear of not
knowing how to manage a conflict situation, while P463 wrote
that before beginning the project, I was afraid of talking about the

Basque conflict, since we generally deal with it in a subjective way,
considering one ideology as right and the other as wrong. For that
reason, I was afraid of dealing with the subject: because of what
others would think, wondering if they would think the same way as
I do.

Table 6 displays the results of those items related to the peace
process. As regards item 11, only 12.3% of student respondents
indicated that there is currently a climate of peace in the Basque
Country, while 29.9% either do not really agree, or frankly disagree
with this assertion. Similarly, only 15.7% of students totally agreed
that they feel free to express in public what they think about ter-
rorism and the violation of human rights in the Basque Country
(item 27). Also worthy of note is the fact that 82.4% of participants
would be committed to participating in actions that promote peace
and coexistence (item 29), while 84.3% accord a high degree of
importance to the acceptance of and reparations to victims of
human rights violations in the Basque Country (item 28).

The narratives reflect a great deal of interest and motivation on
the part of students vis-à-vis the subject (Table 7). P837 wrote: I
have always been interested in Basque history and culture, the
conflicts that occurred in the Basque Country, and how the society
in which we live reflects the importance of all this. It is important
to sometimes have programmes of this kind (P803). P825 indicated
that it is an interesting subject, and I think that it is indispensable

Table 4 Addressing conflicts.

Item Totally agree Somewhat agree Don’t really agree Disagree Missing values

N % N % N % N % N %

5 22 10.8 64 31.4 84 41.2 33 16.2 1 0.5
6 138 67.6 58 28.4 5 2.5 - - 3 1.5
19 67 32.8 122 59.8 13 6.4 - - 2 1
21 72 35.3 108 52.9 7 3.4 - - 17 8.3
22 56 35.2 81 50.9 5 3.1 - - 17 8.3
Item Very high High Low Very low Missing values

N % N % N % N % N %
20 49 24 133 65.2 20 9.8 - - 2 1

Table 5 Managing emotions.

Item Totally agree Somewhat agree Don’t really agree Disagree Unreported

N % N % N % N % N %

25 73 35.8 120 58.8 9 4.4 1 0.5 1 0.5
26 107 52.5 87 42.6 7 3.4 2 1 1 0.5

Table 6 Commitment of respondents to the pacification process.

Item Totally agree Somewhat agree Don’t really agree Disagree Missing values

N % N % N % N % N %

11 25 12.3 114 55.9 50 24.5 11 5.4 4 2
27 32 15.7 85 41.7 70 34.3 12 5.9 5 2.5
Item Very high High Low Very low Missing values

N % N % N % N % N %
28 64 31.4 108 52.9 23 11.3 1 0.5 8 3.9
Item Very inclined Generally inclined Not very inclined Disinclined Missing values

N % N % N % N % N %
29 41 20.1 127 62.3 28 13.7 2 1 6 2.9
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for being able to understand the situation that we are living in
today, while P640 asserted that it seems very important to me to be
aware of what has happened in our land. Finally, P3 wrote: I think
that it is something positive to work on the history of the recent
past (especially on the subject of conflict) in class, and to use
primary sources in doing so.

As for the results with respect to the second objective—the
treatment of the subject in schools (Table 8)—one can readily see
the difference in the responses offered to the three different items.
While 85% of students completely agreed with the idea of
encouraging people to have positive social values such as soli-
darity, equality, etc. (item 13), only 59.3% totally agreed with the
notion of conducting activities for the purpose of looking for
alternatives to violent behaviour (item 12). In addition, fewer
than 50% of the respondents ascribed positive value to the idea of
it being possible to speak in schools of the socio-political reality in
order to engender a commitment to active engagement (item 18).
It is also noteworthy that 10.3% of respondents were not in
agreement with the assertion of item 18, and that 3.4% of the data
related to this item were unreported.

Respondents who mentioned it in their narratives (Table 9) felt
that working on this subject with children could be difficult and
hard; that it wasn’t worth mentioning in order to avoid conflict
(P480); that it is a dangerous subject to bring up; and that it is
better not to mention it and to let each have their own beliefs
(P422). According to respondent P25, it is a deep and complex
subject, and it isn’t easy to decide which methodology would be best
for bringing this kind of subject into the classroom. On the other
hand, others thought that it is important to work on the subject
with primary school students (P447), because it is a historical event
that occurred in the place where we were born, and therefore it is a
subject that should be addressed in all of the schools of the Basque
Autonomous Community (P837) or because we have a lack of
information (P629).

The third objective of this paper concerns the quality, nature,
and sources of information received by students regarding ter-
rorism and politically motivated violence in and from the Basque
Country beginning in the year 1960. The results of Study 1 (Table
10) show that the primary source of information was the family,
followed by mass media and then the school (item 1).

In contrast, the sources mentioned most frequently in the
narratives in Study 2 (Table 11) are the school setting (i.e., pri-
mary school and secondary school), family (i.e., parents and

grandparents) and visual media (i.e., documentaries and/or
movies). Respondent P13 mentioned that, as regards the Basque
conflict, I have always been curious about why, how, and even
where things happened. To find out, I would often ask at home,
and I have tried to have discussions with acquaintances, and to
look up information on the internet.

In response to the question as to the degree of satisfaction with
the information that had been received (item 2) of Study 1, the
majority of students expressed dissatisfaction (Table 12).

Among the narratives for Study 2, there were 51 respondents
who mentioned having known something about the subject prior
to participation in the Adi-adian programme. One respondent
indicated that, prior to participating in the programme, I had little
information about the “Basque Conflict” and its victims, although I
did have rudimentary knowledge of the subject (P801). The nar-
ratives offered reflect students’ lack of satisfaction with the
information that they had previously received. Thus, respondent
P629 felt that the year that they worked the most on the subject
was in the history course during the second year of baccalaureate,
but not in the way that they would have liked, because there was
some information that was not provided. P447 expressed similar
sentiments, writing that, after having dealt with this subject in
class in a number of papers, exercises, and surveys, it has to be
said that they had a lot of disinformation. One participant (P18)
indicated that they did not know about the subject, and that most
of the information they received during the project was new.

Discussion
The results pertaining to politically motivated violation of human
rights occurring in and perpetrated from the Basque Country
within recent memory, are very similar to those obtained in other
studies (Elzo et al., 2009; Gobierno Vasco, 2004; Usón, 2017). In
general terms, the future teachers who were the subjects in this
study were clearly in favour of respecting human rights, and of
rejecting violence. In addition, subjects generally displayed
empathy and sensitivity to the suffering of victims, and were in
favour of providing reparations to those victims. Furthermore, the
respondents in this study were inclined to take an active role in
the maintenance of peace. However, as Elzo et al. (2009) reported,
it is possible to catch a glimpse of a small minority of participants
who seem to justify violence, and who have difficulties in
understanding “the other”. Such is the case of persons who do not
place life above a political project, who do not unequivocally
reject violence against persons or the violence perpetrated by
ETA, and who do not recognise either the need to construct an
inclusive culture, or to provide reparations to victims. It is rather
more complicated to interpret the responses of those persons who
acknowledge not always having been able to avoid violence. These
responses are probably justified owing to the complexity involved
in managing conflicts, and to the many different degrees of vio-
lence, given that there was nearly unanimous agreement among
respondents that violence is not the best way to resolve problems.
On the other hand, less than one quarter of participants clearly
and categorically acknowledge violence on the part of the State.
Even though the State itself has acknowledged perpetrating

Table 7 Narratives: No. of references to commitment and
motivation regarding the subject.

Nodes References

7. Commitment to peace process 27
7.1. Yes 18
7.2. No 9

8. Motivation regarding the subject 21
8.1. Yes 16
8.2. No 5

Table 8 Treatment of subject in school.

Item Totally agree Somewhat agree Don’t really agree Disagree Missing values

N % N % N % N % N %

12 121 59.3 55 27 5 2.5 2 1 21 10.3
13 174 85.3 27 13.2 2 1 – – 1 0.5
18 89 43.6 87 42.6 17 8.3 4 2 7 3.4
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violence, this only occurred a few years ago (Landa, 2008; Car-
mena et al., 2013). For this reason, the results obtained may be a
consequence of the transmission of an officially sanctioned
memory that has silenced part of the history (Arnoso et al., 2018).

In order to assure a future that is more inclusive and open to
coexistence, the objective should be to put an end to the following
tendencies noted in the results of the present study: the justifica-
tion of violence (Elzo et al., 2009); the fear associated with these
issues (Larrinaga et al., 2020), and the perception that there is
room for improvement when it comes to coexistence (Gabinete de
prospección sociológica-Gobierno Vasco, 2018). But, in addition
to providing citizenship education, we should not forget that we
are also training teachers and that, given the difficulties that tea-
chers have in incorporating and dealing with issues of conflict in
the classroom (Gobierno Vasco, 2004; Quaynor, 2012; Skaras and
Breidlid, 2016; Toledo et al., 2015; selfcite; Vidal de Almeida, 2019;

Zembylas et al., 2011), it is absolutely essential to provide our
future teachers the tools that they need in order to properly deal
with these kinds of situations, as Quaynor (2012) argues.

As we have discovered, there are those who believe that there is
not really peace within the Basque Country in which we live.
There are also those who do not believe that they can express
themselves freely. In addition, in spite of a majority who feel
otherwise, there are persons who have reservations about
approaching these issues in the classroom. What all this shows is
the difficulty in bringing an end to a conflict that has become
deeply rooted over the course of many years. For this reason, it is
all the more necessary, however complicated it may be to con-
front these difficult events (Rubin and Cervinkova, 2019) and to
overcome the fears of teachers about fomenting discord in the
classroom (Quaynor, 2012; Toledo et al., 2015; Vidal de Almeida,
2019; Zembylas et al., 2011), that we see the presentation in the
classroom of the history of violence and terrorism in the Basque
Country as an opportunity, especially as it relates to the teacher
training. A proper understanding of what occurred—one that
eschews any kind of distorted equivalence in the damage caused
(Tegger, 2015)—could lead to a change in attitude among the
population. Over and apart from an ethical commitment to
education aimed at remembering what happened in order to
prevent it from being repeated (Cuesta, 2011), and of offering
youth the information that they do not know (Felices de la et al.,
2019; Usón, 2017) and are demanding (Espinosa et al., 2019;
Montanares, 2017), the objective should be to educate teachers
who promote the kind of citizenship education (Sen, 2019) that
safeguards the fundamental rights of all persons in the face of any
conflict that might arise. As regards this issue, today’s students
who will become the teachers of tomorrow recognise the
importance the work that takes place in schools—work that
strives to identify alternatives to violence, and that seeks to
foment the acquisition of positive values, as recommended by
Garaigordobil (2009). The benefits of which have also been set
forth in a number of different international studies (Finkel and
Ernst, 2005; Soule, 2000; Quaynor, 2015).

Thus, with a view to optimising the usefulness of the present
study, we think it fitting to follow the guidelines set forth by
Arnoso et al. (2018), who contend that history should be dealt
with in a way that is conscious, reflective, and critical, but without
drifting into biased viewpoints. It also seems appropriate to
encourage, in opposition to the central role so long held by vio-
lence, the development of positive emotions, as recommended by
Garaigordobil (2009). This last factor is interesting in terms of the
work on emotional education that is advocated by Silva-Peña and
Paz-Maldonado (2019). On the other hand, Garaigordobil (2009)
also thought it important that these kinds of programmes be
accompanied by activities that encourage conflict resolution, and
this is something that is even more interesting to us in the case of
educating future teachers. In addition, both Garaigordobil (2009)
and Ruiz and Salazar (2014) emphasised the important role of the
school and the family, which in our view should be taken into
account in the design of any programming that incorporates the
Adi-adian module. All of this should be implemented in a way
that promotes peaceful and inclusive environments that facilitate
the dispelling of fears over speaking about the subject, and that
provides space for the experiencing and expression of emotions.

As regards sources of information, the majority of students
expressed clear dissatisfaction with the information that they had
received—a finding consistent with previous studies (Usón,
2017). What this finding shows is that subjects such as those
addressed in this study that deal with social conflict are not often
dealt with in certain sectors of society. As has been established in
previous studies conducted in the Basque Country (Elzo et al.,
2009; Larrinaga et al., 2020) and in contexts outside of Spain

Table 10 Number of references for different sources of
information.

Item References

N %

School 83 52.2
Family 106 66.7
Friends 47 29.6
Mass media 97 61
Social networks 70 44
Books 20 12.6
Other 7 4.4

Table 11 Respondents’ narratives: Number of references for
different sources of information.

Nodes References

2. Sources of information 45
2.1. School setting 30
2.2. Friends 6
2.3. Written documents 3
2.4. Visual media 10
2.5. Family 26
2.6. Mass media 6
2.7. Social networks 3

Table 12 Level of satisfaction with information received.

Item Very
satisfied

Fairly
satisfied

Not very
satisfied

Very
unsatisfied

Missing values

N % N % N % N % N %

2 2 1 33 16.2 105 51.5 59 28.9 5 2,5

Table 9 Narratives: Treatment of the subject in the
classroom.

Nodes References

9. Treatment of the subject in the classroom 18
9.1 In favour 8
9.2 Have reservations 10
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(Vidal de Almeida, 2019), it has been conclusively shown that the
family is an important source of information, as are schools and
mass media (Reidy et al., 2015; Usón, 2017).

On the other hand, friends are not often referred to as a source
of information, which leads to the conclusion that the subject is
not something that is spoken of among peers (Larrinaga et al.,
2020). This may be because it is a subject that seems remote to
young people. However, this finding flies in the face of the
motivation that youth claim to have as regards learning about the
subject, as shown in the present study as well as in other studies
of the Basque Country (Gobierno Vasco, 2004; Usón, 2017) and
in other former conflict zones such as Northern Ireland (Vidal de
Almeida, 2019). This leads us to conclude that the reason that the
subject is not spoken of might be the lack of social space to do so,
as described by Reyes et al. (2016) with reference to Chile; the fear
of expressing one’s opinion (Larrinaga et al., 2020; Usón, 2017);
or the fear of dealing with situations that are emotionally com-
plicated (Rubin and Cervinkova, 2019).

Conclusions and future lines of research
Future teachers of the Basque County generally have a respectful
attitude regarding human rights and delegitimising violence.
However, there is some concern over the possible existence of a
small minority that justifies the violence experienced during recent
decades. It is for this reason that future lines of research should aim
at an in-depth identification of student attitudes regarding violence.
To this end, qualitative studies should be conducted that are aimed
at expanding upon the data gathered in the present study. On the
other hand, it is our view that the official history may have pro-
vided a biased reading of the violence that was experienced,
although we do not have data at our disposal that would support
such a conclusion. This is why we need to know what our students
know regarding the recent violent history of the Basque Country.
Because of both of the foregoing problems, it is necessary to
evaluate the efficacy of the programme Adi-adian, and of similar
programmes in order to find out if they provide an improved
critical understanding of the past, of respect for human rights, and
of the delegitimising of violence. On the other hand, the treatment
of controversial issues such as the one dealt with in this paper must
constitute a priority in teacher training, for one very important
reason: to dispel the fears expressed over raising those kinds of
subjects—and especially over raising them in classrooms in their
role as teachers. Accomplishing this goal will also promote the kind
of citizenship education that includes not only peace education, but
also emotional and intercultural education.

At the same time, it also seems important to us to emphasise
the dissatisfaction expressed by students regarding the informa-
tion they had previously received about the subject, as well as the
motivation and interest of these self-same students regarding the
subject. It is for this reason that we have the obligation to give
back to students—within formal educational settings and else-
where—the right to know which is rightfully theirs. Furthermore,
given the importance that the family has been shown to have in
the transmission of knowledge regarding the subject, it would
seem fitting to also incorporate the family in any future educa-
tional proposals.

Furthermore, considering that this topic has also been dis-
cussed with young people outside the Basque Country, it might be
interesting to extend future research to other areas of Spain.

Finally, confirmation should be sought of the notion that mixed
methods of educational research allow researchers to make progress
in particular with regard to complex research topics such as the one
addressed in this paper. Such an approach, because of its multi-
faceted nature in terms of ethics and politics, is conducive to a vision
that is both more diverse and more conducive to fostering empathy.

Data availability
The datasets generated during the current study are not publicly
available because they are part of a larger project under study, but
are available from the corresponding author on reasonable
request.
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