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Abstract

This study analyses the images of the future of Spanish
secondary school students (n=252) from two perspec-
tives. First, from the relationship between representations
of the personal future and the social future. Second, the
potential influence of the specific training of Geography
and History teachers in education for the future on the
construction of these representations. From a descriptive,
predictive-correlational and relational design, the results
obtained report the existence of significant positive cor-
relations, high effect sizes and optimal statistical power
between the ways in which students conceive the social
future and their own personal future. They also show the
existence of statistically differential proportions between
the two representations, less optimistic and progressive
when thinking about the future of society. Similarly, the
results report evidence of higher probabilities of obtaining
positive perceptions about the social future when teach-
ers have previous training in education for the future. The
findings also show the need to rethink the concept of the
future, in close connection with historical-temporal aware-

ness, as the core of the aims of social science teaching.
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1 | INTRODUCTION

The recent emergence of emerging educational scenarios has provided a useful device for thinking about the fu-
ture, a concept used as a pretext to stimulate debate about possible variations in education (Kearney et al., 2022).
The concept of the future in education stems from the proposals of so-called future studies, also known in Europe
as foresight. This field can be defined as the science of analysing the technical, scientific, economic and social
causes that accelerate the evolution of the modern world, and of forecasting the situations that could result from
their combined influences. Education for the future aims to train students to analyse their world and identify
different types of futures, to acquire a more critical and responsible vision, and to recognise the multiple possible
scenarios, with their implications and consequences.

The main function of prospective studies or future studies is to reflect on trends and events that may
alter the projected personal and social trajectory into the future, and thus to imagine the range of potential
futures (Merritt, 2012). Although academic attention to the future is not new, studies that share the idea that
research on the future or prospective research, conceived as a cultural fact, should occupy a more central
place in the different social-scientific disciplines, in particular, because of its relation to democratic education
for participation (Anguera & Santisteban, 2012; Casadella et al., 2022; Castellvi et al., 2022) are beginning to
be frequent.

The Anglo-Saxon and, specifically, the Australian tradition of futures studies integrated its application into
educational studies as a way of reflecting on the future (future education) and as a way of working on democratic
participation (education for the future). Education for the future or prospective education is proposed as a counter-
balance to the widespread existence of negative images of the future generated by the media. It is also intended
to counteract the public's less than optimistic perceptions generated by the uncertainty caused by the economic,
health and social crises, etc. It seems clear that one objective of education for democratic and participatory citi-
zenship must be to teach how to construct images of desirable futures.

The curricular and educational demand for education for the future could be synthesised in the eight compe-
tency skills proposed by Anguera (2012), based on Hicks (1994, 2006):

1. Student motivation: working with students' expectations about the future has a direct impact on their
present, allowing them to specify and plan their personal objectives.

2. Anticipation of change: education for the future allows working on and developing skills that will help learners
cope more effectively with uncertainty and contemporary change.

3. Critical thinking: when students evaluate and analyse social information, they take into account the possible con-
sequences of personal and social actions and imagine alternatives, thus exercising reflexive and critical thinking.

4. Clarification of values: when students have to choose an image of the future, they have to observe the potential
existence of contradictions between their own and society's values. This cognitive procedure allows the prior
use of value judgements in the selection of alternatives, a key factor in democratic societies.

5. Decision-making: Students' decision-making about the future allows them to acquire a rationality or logic for
their own decision-making in the present.

6. Creative imagination: The approach of designing alternative futures favours the activation of students' creative

imagination, i.e. the ability to imagine different possibilities.

85U807 SUOWIWOD 3AIIERID 3|qedl|dde 8y} Aq peuncb sk SsoILe YO ‘@SN JO Sa|nJ 0} A1 8UIUO /3|1 UO (SUORIPUOD-PUR-SLLBIALI0D™A8 | IM"ALe1q1[BUU0//SdNY) SUORIPUOD PuUe swie | 8u188s *[520z/y0/2] uo Ariqiauliuo A|im ‘(-uleanqe ) aqnopesy Aq €221 Pel/TTTT 0T/I0p/ w00 A3|im Areiq1jpul|uoy/sany woly papeojumod ‘v ‘v20e ‘SEVESIYT



ORTEGA-SANCHEZ T AL. 30f16
WI LEYJ—

7. Responsible citizenship: working on critical participation in the classroom enables the adoption of social com-
mitments and the performance of political skills, fostering a future model of more responsible and more active
citizenship.

8. The image of a better world: the development of visions of the future related to fairer and more sustainable
democratic societies (Hicks, 2006). In this sense, such education should be based on transdisciplinary perspec-
tives, and crystallise in the development of the concept of active citizenship (Abs, 2021) and in education for
citizen participation.

The desirable construction of these futures is based on the ability to imagine ‘fairer presents and better fu-
tures’ (Garcés, 2020, p. 159). The imagination of more democratic and sustainable futures represents, therefore,
one of the bases for activating the acquisition of competencies in democratic culture. Indeed, ‘if imagination is
educable, the educational challenge from a democratic perspective is no less: not only can it be educated in fa-
vour of the construction of fairer futures but also it could be directed towards more excluding futures’ (Casadella
et al., 2022, p. 60). However, this dimension, linked to the imagination of desirable democratic futures, is second-
ary or of little relevance in the documents generated by public policies (institutional regulations, state educational
laws and curricula) is secondary (Casadella et al., 2022).

According to Anguera (2012), one of the first Spanish authors to address this research problem in the field of
education, education for the future seeks to ‘work on the category of human temporality, which is often forgotten
in the curriculum and by teachers’ (p. 50). To this end, education for the future aims to ‘make explicit one of the
fundamental objectives of education: to educate to be able to build a democratic and sustainable tomorrow’ (p.
51).

Jackson et al. (2002) already considered that futures studies allow for the empowerment of students, based
on the representation of a more tangible future. The educational approach of this time variable leads to the as-
sumption of greater levels of responsibility and social connection in students and, consequently, to the increase
of a more solid belief in their leading role in the generation of the future. From this conception, Whitaker (1997)
distinguished between ‘teaching about the future’ learning about the future and ‘teaching for the future’ learning

for the future. Indeed,

Teaching about the future does nothing to actively prepare students for a tomorrow that will be dif-
ferent from today; it simply tells them what might happen. Learning for the future, however, requires
exploration of one's own and others' hopes and fears for the future, and the action needed to create
a more just [social justice] and ecologically sustainable [sustainable development] future.

(p. 27, cited in Anguera, 2012, p. 53)

In the current post-pandemic global era, a deeper understanding of the images of the future that inform the social
practices of a naturally problematic present is a priority. It is becoming urgent, therefore, to attend to a concept of
the future explained from the perspective of possibility or desirability (possible or desirable futures), to the detriment
of its widespread representation as predictive probability (probable futures). In this sense, Gergen (2015) calls for a
future-forming science not to ‘illuminate what is, but to create what will be’ (p. 294, cited in Sools, 2020). At this point,
educational research and innovation are presented as driving spaces of essential knowledge, and as nuclei of connec-
tion between the concept of a possible future and the concept of historical-temporal awareness. More than 15years
ago, but still very much up to date, Marriner (2006) stated that knowledge of the world has to be put into perspective
from its constant impact with the future.

Brauers (2004) evidenced the benefits of imagining the future and prospective thinking for the acquisition
of creative thinking skills. Similarly, previous studies have approached the analysis of future time perspective
in secondary school students from its structural and content characteristics, considering students' personal

maturity levels (Uglova et al., 2020). The specific implications of future-oriented education have been reported
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in Chen and Hsu's research (2020), which has identified the existence of five dimensions of forward-looking
thinking: change agent, transdisciplinary system, long-term thinking, concern for others and openness to al-
ternatives. Similarly, prospective thinking has been proposed as an object of analysis in science education,
through the verification of its usefulness for the development of systemic and creative thinking, the imag-
ination of alternatives to problems, the assumption of uncertainty, the backcasting or determination, from a
desired future, of the necessary steps to reach it, and the promotion of sustainability and change (Laherto &
Rasa, 2022).

1.1 | Prospective thinking and futures education in social science teaching

The analysis of the consequences of the way students think about the world around them, their capacity to
anticipate and prepare for change and uncertainty, the levels of understanding of the interactions and complex-
ity of social reality, and the assumption of challenges and informed decision-making in the construction of their
personal and social future is a priority in social science education. The assessment of prospective thinking or the
ability to think critically and creatively about the future implies the need to explore future scenarios, based on
the multifactorial analysis of relevant social problems, controversial issues or socially live issues of the present
(Ortega-Sanchez, 2022), and the interpretation of the past in the present. Thinking about the future is therefore
one of the cornerstones of the challenges and opportunities of social science education.

Santisteban and Anguera (2014a) explicitly proposed this link between education for the future and historical
consciousness, as ‘historical-temporal consciousness points strongly to the future-present, and education for the
future needs reflection on the past and the learning of temporality’ (p. 249). Other authors have insisted on this
issue (Massip, 2023). Similarly, Berg (2021) has addressed attention to the temporal variable of the future, in the
framework of the concept of historical consciousness in history teaching.

The future, a concept inherent to human temporality, is naturally included in the historical-temporal con-
sciousness, that is, the relational influence of the past on the present and its impact on imagined futures. Thus,
Hobsbawm (1981, 1998) sees the future as an inevitable part of the historian's work. Similarly, for Riisen (2005,
2007), while memory is directed towards the past as a vindication, historical consciousness is oriented towards the
construction of the future. Therefore, it is clear that the teaching of history and social sciences in general should
have, as a fundamental objective of democratic and critical education, the construction of the future based on
knowledge of the past.

The temporal perspectives of change-continuity constitute fundamental concepts in these futures, based on
three personal and/or social positionings (Anguera & Santisteban, 2016): (1) Determinism: the future is written; (2)
Chance: events cannot be controlled, so the future will depend on chance; and (3) Social action: human beings are
responsible for social changes and continuities, so the future is projected as conditioned by their actions. These
positions show the indispensable link between prospective studies and historical consciousness and become an
essential element of history teaching (Figure 1).

Considering the future as the ‘only temporal category in which we can intervene’ (Santisteban et al., 2022,
p. 1), future studies and education for the future are essential in democratic education for participation.
Consequently, it is necessary to offer alternative readings of contemporary audio-visual products that show
the importance of citizen organisation and participation to bring about real social transformations (Gonzalez-
Valencia et al., 2023).

In sociological terms, images of the future have a double collective and social link. On the one hand, as con-
structions developed within the framework of collectivities and, on the other, as a more or less shared product
(Fernandez-de-Mosteyrin & Moran-Calvo, 2017). Imagining is therefore fundamental in the ‘projection of futures

and alternatives and in the possibilities of participation, creation and social action’ (Casadella et al., 2022, p. 59).
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Education for the future
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FIGURE 1 Conceptual structure on the future. Own elaboration based on Anguera and Santisteban (2016,
p. 4).

The studies on education for the future assume that images of the future have a major influence on our atti-
tude towards participating in life in society. For this reason, this type of education proposes working on possible,
probable and desirable futures (Hicks & Holden, 2007), with which students can reflect on the role of the various
social agents and their impact on one type of future or another, as well as decide on their active involvement in
the construction of democracy. From this perspective, Mangnus et al.'s (2021) theory of futures literacy underlines
the dependence of reflexivity on different levels of engagement with the future and the influence of these levels
on future-oriented actions.

Given the only tangential inclusion of education for the future in the Spanish curriculum (Castellvi et al., 2022),
we defend this type of education as a recognition of the existence of diverse futures in our future, as a way to
avoid determinism in students and to recognise people as active agents in the construction of desirable futures. In
this vein, Ross (2018) argues for the possibility of humanising critical pedagogy and, from it, social studies educa-
tion. The vindication of the ways of life of non-hegemonic people and social groups has recently been proposed as
a source for the construction of alternative futures (Massip, 2022). The visibilisation of people, identities and so-
cial groups that are invisible in social studies is one of the challenges of education for the future, as the activation
of personal and social empowerment and social awareness leads to intervention in the problems of the present
and in imagined futures (Ortega-Sanchez, 2022).

To respond to the desired types of society, directly connected to the aims of education for the future,
the orthodoxy of critical pedagogy, the pseudo-neutrality of schooling, teaching and curriculum, and the
maintenance of the status quo of social inequalities would have to be overcome to generate learning experi-
ences capable of promoting a critical, personal and meaningful understanding of the world and its projection.
From Ross's (2018) concept of ‘dangerous citizenship’, it is argued that teachers and the curriculum have
been subject to policies and social controls inimical to academic freedom, critical social analysis and social
transformation.

For their part, Jara and Santisteban (2018) have raised the need to re-humanise social science teaching as
one of the challenges for the future. In their approach, they understand that this rehumanisation should involve
questioning the hegemonic protagonists of history (borders, countries, wars or heritage) to achieve a true protag-

onism of people, increase equality, and educate in and for social justice, based on the curricular inclusion of social
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problems and controversial issues, and the construction of memories of justice. Indeed, ‘the protagonists of social
science education are or should be people, but not only the powerful, the great men, politicians, the military or
great artists but also all people (Jara & Santisteban, 2018, p. 277).

Imagining alternative futures is therefore presented as a personal and social action necessary to participate in
its construction, and to mitigate the negativity of catastrophic and defeatist imaginaries about the future, mainly
generated by the media (Garcés, 2020; Martorell, 2021; Massip, 2023; Santisteban & Anguera, 2013). However,
there is little research on the collective future and its potential divergence from personal futures (Shrikanth
et al., 2018), as well as few quantitative analyses of prospective learning (Chen & Hsu, 2020), a circumstance that
seems to discourage its incorporation into teacher training plans, particularly for Geography and History or social
studies teachers.

In the absence of empirical precedents in the Spanish framework on the existence of a possible relationship
between temporal conceptions of the social future and representations of the personal future in the field of social
studies education, this study analyses, on the one hand, the relationship between both dimensions in Spanish
students in the fourth year of secondary education. On the other hand, it seeks to identify the potential influence
of Geography and History teacher training in specific teaching and learning processes on education for the future

on students' personal and social perceptions of this temporal variable.

2 | METHOD
2.1 | Participants

252 fourth-year secondary school students aged 15-16years (M=15.34; SD=0.15) from three schools in north-
ern and southern Spain agreed to participate in the research (Table 1). Three public schools were selected, one
(school 1) without teachers trained in specific teaching and learning processes on education for the future in the
subject of Geography and History, and two with previous training (schools 2 and 3), but without teaching pro-
grammes expressly aimed at dealing with this variable of historical-temporal awareness.

Participants were selected by means of non-probabilistic convenience and purposive sampling, in accordance
with the possibilities of access to the field of study and according to their degree of suitability to the research
objectives, respectively. The selection criteria required the participating students to follow and pass the curricular
contents linked to the subject of social sciences at the end of compulsory secondary education (4th year of ESO),
a stage at the end of which the treatment and acquisition of historical thinking and awareness skills were assumed

to have been sufficiently acquired.

TABLE 1 Sociodemographic characteristics.

Educational centre

Centre 175¢ Centre 22" Centre 3%
Gender f, (b)) f; (p;) fi (p;)
Boys 43 (51.80) 35 (41.66) 41 (48.23)
Girls 40 (48.19) 49 (58.33) 44 (51.76)
Total 83 (100) 84 (100) 84 (100)

Note: a, Public ownership; b, Geographic location (northern Spain); c, Without teachers trained in teaching and learning
processes specific to education for the future in Geography and History; d, With teachers trained in teaching and
learning processes specific to education for the future in Geography and History; e, Geographic location (southern
Spain).
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2.2 | Instrument

The data collection instrument applied consisted of a multiple-choice questionnaire on the dimensional concept of
personal and social future, adapted by Ortega-Sanchez (2021) from the original validated by Anguera (2012). The
questionnaire is divided into three sections (human temporality, the future as social representation and the future
in the face of specific aspects) on temporal conceptions, images of the future and their construction, treatment
of the imagined future and the influence of technology, democracy or the environment. In accordance with the
objectives of this research, the data analysed correspond to two variables relating to conceptions of the personal
and social future, associated with the dimensions ‘human temporality’ and ‘the future as social representation’,
with which the subscale ‘personal and social future’ was defined (Table 2).

To determine the internal consistency reliability of this subscale, the ordinal alpha was calculated, which uses
the average of polychoric/tetrachoric correlations (Dominguez-Lara, 2018). The estimation method used to ob-
tain the factor weights for the two variables was the robust maximum likelihood method, which allowed the use
of polychoric correlations, used with variables of an ordinal nature (Flora & Curran, 2004). The result obtained

(a=.967) reported optimal consistency of the scores returned.

2.3 | Design and procedure

This research is positioned in the non-experimental cross-sectional or ex post facto designs (Cohen et al., 2017) of
descriptive, predictive-correlational (simple correlational designs) and relational type, based on the extraction of
the variables of interest from Anguera's (2012) instrument. The correlational design seeks to measure the degree
or magnitude of association and its direction between the variables under study, and to verify the potential de-
pendence of changes in one variable on changes in another (Ary et al., 1998; Hopkins et al., 1997). In this design,
the application of the term prediction ‘does not imply inference into the future, but refers to the use of informa-
tion from one variable to obtain information about another’ (Runyon & Haber, 1992, cited in Moreira, 2002, p.
125). Similarly, relational inferences, based on the comparison of groups, are made without intervention, so they
are observed and measured as they have occurred in their natural context at a given time (Hernandez Sampieri
et al., 2014), without the search for causal relationships from explanatory levels.

Having obtained the authorisation of the management teams of the educational centres and the informed
consent of the students after explaining the objectives, treatment and subsequent use of the data collected, we
proceeded to collect the information by applying the instrument in the corresponding year groups. Participation
in the study was anonymous and voluntary.

The study was conducted according to the guidelines of the Declaration of Helsinki (Declaration of the World
Medical Association), guaranteeing the ethical-philosophical commitment and unwavering respect for human dig-
nity, privacy, physical and moral integrity, as well as the protection of personal data in the processing of the survey
and throughout the research.

2.4 | Data analysis

Two types of analysis were performed: descriptive (absolute and relative frequencies, medians and ranges)
and, once the absence of compliance with the normality parameters of the variables had been verified using
the Kolmogorov-Smirnov test (n>50) (p<.05) and homoscedasticity with the Levene test (p<.05), inferential
(Spearman correlation coefficients, binomial test, Mann-Whitney U test, Kruskal-Wallis H test, Dwass-Steel-
Critchlow-Fligner post hoc multiple comparisons and £ effect sizes [Ventura-Leon, 2019]). These analyses re-

spond to the purpose of finding out the interdependence of the variables of interest, and their comparative
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relationships according to the gender and educational background of the participating students. Similarly, to
determine the probability of correctly rejecting the null hypothesis when it is actually false in the population
(Cardenas & Arancibia, 2014; Cleophas et al., 2009) and, therefore, to assess the reliability of the p-values ob-
tained, we calculated the statistical power. In this way, we seek to confirm whether the statistical decisions to
reject the null hypothesis, also in the population, offer sufficient guarantees of certainty.

Similarly, to obtain group classifications and identify patterns to predict students' personal and social concep-
tions of the future, we applied the data mining technique of decision trees. This predictive technique allows us
to identify the potential influence of gender and the school of origin and, therefore, the previous training of their
teachers, as predictor variables of the time variable under study. The data were processed using SPSS 25.0 (IBM)
and Factor Analysis 12.01.02 for Windows.

3 | RESULTS

The results obtained report majority descriptive tendencies towards positive and progressive perceptions of the
personal and social future, followed by dichotomous representations (evolution-involution) that relativise them.
The latter tendency is more prevalent in the representations of the social future (f=114) (Table 3).

To find out whether conceptions of the personal future are related to representations of the social future,
Spearman's correlation coefficient was calculated for both the total sample (n=236) (Table 4) and its gender
segmentation (3=119, 9=133) (Table 5). Correlation coefficients, statistical significance (sig.), effect size (p) and
statistical power (1-) show the existence of a relationship between students' conceptions of their personal
future and the future of society. The correlations show high effect sizes (p=.919, .890), which confirms that the
magnitude of this relationship is relevant (Cohen, 1988). Furthermore, the 1 - values exceed the minimum value

of .80 (Table 5), evidence that warrants statistical decisiveness.

TABLE 3 Absolute and relative frequencies.

Code Levels f; p;

12 My future will be worse than my past 14 5.6
20 Everything will stay the same, nothing will change 25 9.9
3¢ Everything will go from one extreme to another 78 31.0
44 My experiences will keep repeating themselves 14 5.6
5¢ My future will be better than my past 121 48.0
i The social future will be worse than its past 9 3.6
28 Everything is always the same, nothing changes 9 3.6
3h Everything goes from one extreme to the other 114 45.2
4 Everything repeats itself; history is cyclical 61 24.2
5 The social future will be better than its past 59 234

)

TABLE 4 Correlation between the dimensions ‘personal future’ and ‘social future’.

Personal future Social future 1-p
Personal future 1 1
Social future .904** 1

**p<.001.
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Consequently, when secondary school boys and girls reflect on their personal future, they think of a social fu-
ture, regardless of their gender (p>.05) (Table 6), but with significant differences and small effect sizes (¢2=0.12-
0.15) between the schools in the north and the school in the south of Spain (Table 7). Since the power of inference
(1-p5=.04, .11) does not exceed the minimum required (80%), there is a high probability of committing a type Il
error (9.6%-8.9%) if H, is rejected.

The decision tree technique reports the significant influence of the school and, therefore, of teachers' prior
training in education for the future on students' perceptions of their personal and social future, and the exclusion
of the gender variable due to its non-significant contribution to the model. As shown in Figures 2 and 3, the south-
ern Spanish school (school 3 with previously trained teachers) implies a higher probability of adopting positive
personal perceptions. Similarly, the affiliation to this school and to school 2, also with teachers who have followed
training programmes on education for the future, leads to a higher probability of students having more optimistic
perceptions about the social future. However, this probability is reduced to 34.3%.

Finally, to identify the existence of significant differences between the observed proportions of overall favour-
able conceptions towards positive and transformative personal and societal futures and their rejection, we applied
the binomial test. The results identify statistically differential proportions between the two conceptions when
thinking about the future of society (Table 8). This result shows a less optimistic perceptive tendency (76.6%) of

the prospective of a social future.

)

TABLE 5 Segmented correlation between the dimensions ‘personal future’ and ‘social future’.

Boys (n=119) Girls (h=133)

Sig. p 1-p5 Sig. p 1-4

.001 .919** 1 .001 .890** 1
**Sig. <.001.

TABLE 6 Comparing conceptions of the future by gender.

J(n=119) Q(n=133)

M, (R) M, (R) U p
Personal future 4 (4) 4 (4) 7454 391
Social future 3(4) 3(4) 7505 452

TABLE 7 Comparing conceptions of the future according to educational centre.

Centre 1 Centre 2 Centre 3

(n=83) (n=84) (n=85)

M, (R) M, (R) M, (R) H p &2 1-p
Personal future 3(4) 3(4) 5(3) 30.3 <.001 0.12 .04
Social future 3(4) 3(4) 4 (3) 37.9 <.001 0.15 A1

Note: Post hoc Dwass-Steel-Critchlow-Fligner comparisons show that the southern Spanish school achieves higher
scores on the positive self-perception of the personal future than the two northern schools (W=6.99, 6.78, p <.001).
These differences are replicated in the scores returned for the social future, which is perceived in a more positive and
transformative way in school 3 (W=9.18, 4.95, p<.001).
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Perception of personal future

Node 0
Category Yo n
m Positive and progressive 430121
personal future
B Negative and involutionary 52,0131
personal future
Total 100,0 252

I g Positive and progressive |
 Ppersonal future 1
1
1

: ® Negative and involutionary
1 personal future

Centre
Corrected P-value = 0,000, Chi-square = 35,010, df =1

Centre 1-i Centre 2 Centlre 3
Node 1 Node 2
Category Y n Category %e n
B Positive and progressive 347 58| |®Positive and progressive 741 63
personal future personal future
W Negative and involutionary 65,3 109 W Negative and involationary 259 2
personal future personal future
Total 66,3 167 Total 337 8
e e

FIGURE 2 Decision tree diagram for the model of positive and progressive perception of personal future.
3.1 | Innovations and scientific contributions

The identification of a significant positive correlation between students' representations of their personal and
social futures, and consequently, the interdependence of these temporal dimensions, highlights the need for an
integrated and holistic education for the future in shaping students' historical and social awareness. Additionally,
evidence of a favourable impact on social future representations, when specific teacher training in this area is
available, underscores the importance of including such training in both teacher education and school curricula.
In this regard, the introduction of predictive data mining techniques constitutes a pioneering contribution to the
field of education for the future studies. This aims to contribute to the still limited body of knowledge available

within the framework of international scientific literature.

4 | DISCUSSION AND CONCLUSIONS

Our results report students' optimism in their general conceptions of personal futures, to the detriment of
their images of social futures. This finding is in line with those obtained by Tajadura (2021) with Spanish
students in the last year of compulsory secondary education, who express greater optimism in their personal
futures than in the imagination of social futures. The conclusion is, therefore, a perception of the concept
of personal futures that is not continuous, but dynamic and optimistic in the long term, and less favourable
representations when projecting social futures. This complex temporal conception of the social future, non-
linear, cyclical or moving from one extreme to another, was also evidenced by Anguera (2012) and Anguera

and Santisteban (2012, 2013). Despite obtaining intercentre differential evidence between these two types
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Perception of social future

Node 0
Category Yo n
M Positive and progressive 234 59
social future
B Negative and involutionary 76,6 193
- - social futare

! mPositive and progressive
| social fature X Total 100,0 252

| ®Negative and involutionart
| _social futare : |

Centre
Corrected P-value = 0,000, Chi-square = 34,041, df =1

Centrel Centre 2; Centre 3
Node 1 Node 2
Category Yo n Category Ye n
B Positive and progressive 1,2 1| |® Positive and progressive 343 58
social future social future
B Negative and involutionary 988 82 B Negative and involutionary 65,7 111
social futare social futare
Total 329 83 Total 67,1 169

FIGURE 3 Decision tree diagram for the model of positive and progressive perception of the social future.

TABLE 8 Comparing positive and transformative visions of the future.

95% ClI
Level f n Proportion p Lower Upper
Personal future 5¢ 121 252 0.480 (48%) 571 0.417 0.544
12-4¢ 131 252 0.520 (52%) 571 0.456 0.583
Social future 5i 59 252 0.234 (23.4%) <.001 0.183 0.291
1741 193 252 0.766 (76.6%) <.001 0.709 0.817

Note: H,: The proportion of favourable and transformative conceptions of the personal/social future is equal (50%) to a
test value of 50% (p=.5). H,: The proportion of favourable and transformative conceptions of the personal/social future
is not equal to a test value of 50% (p#0.5).

of representations, their effect sizes and low statistical power do not allow us to confirm their relevance and
the statistical decision taken.

These results are consistent with those obtained by Shrikanth et al. (2018) in the United States, in which the
existence of positive biases about the participants' personal future to the detriment of perceptions about the evo-
lutionary future of their country was evidenced. The conclusions of this study, a pioneer in providing behavioural
evidence on the prospective dissociation of the personal and social future, transcends the distant future, similar
to the formulation proposed in the present research. This dichotomy between the personal and social future was
also identified by Hicks (2006), and Anguera and Santisteban (2013). Similarly, they are consistent with those re-

turned by Gonzalez-Valencia et al. (2023), in which they found a decline in social optimism about the future and an
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increase in uncertainty as pupils advance in age. Indeed, boys and girls in Primary Education express higher levels
of optimism about the future than young people, so that, as they grow older, they lose confidence in their ability
to change the present and build a better future (Hicks & Holden, 2007).

The observed evidence concurs with the findings of Castellvi et al. (2022), who note that, ‘while young people
agree that the future of society, or of their generation, will be worse than the present, they have hopes for their
personal future, which they decouple from the global future’ (p. 46). This evidence is also consistent with the find-
ings of Franceschelli and Keating (2018), and Anguera and Santisteban (2016), whose studies also confirmed the
difference between catastrophic projections of the global future and the much more optimistic personal future of
Catalan secondary school students.

We agree with Laherto and Rasa (2022) in highlighting the need to include the temporal variable of the future
and foresight studies in curricula. The impacts of training in prospective thinking have been verified by Chen and
Hsu (2020), whose results reported statistically superior performances of university students in transdisciplinary
capacity and openness to alternatives to problems. In addition, students, who took courses with future-oriented
pedagogical designs, demonstrated higher levels of optimism in the forward-looking thinking dimension ‘change
agent’. In this line, teacher education is proposed as an influential variable in the expression of more positive per-
sonal and social conceptions, and as the most optimal predictor of student perceptions. Indeed, the findings of the
present research provide evidence of a higher probability (34.3%) of constructing more positive perceptions of the
social future when schools have teachers with previous training in education for the future. However, this training
is not accompanied by teaching programmes expressly aimed at dealing with this variable of historical-temporal
awareness, a circumstance that could explain the percentage obtained.

Analyses of images of the future, in different contexts and countries, seem to remain the same since Santisteban
and Anguera reviewed, almost a decade ago (2014b), the common assumptions and conclusions of their research.
Some of their characteristics are the following: young people's image of their personal future is more optimistic
than that of their country or the world; pessimistic perceptions increase with age; there is a lack of specific train-
ing on the concept of the future; education for the future leads to improvements in students' understanding and
social change. However, ‘despite the research carried out, education for the future is far from being a fruitful line
of work in Spain, taking into account that the concept of the future itself does not appear in curricula, research or
didactic proposals’ (Santisteban & Anguera, 2014b, p. 663). Similarly, Slaughter's (2012) assessment of the lack of
generalisation of the tools and concepts for working on the future from an explicit curricular inclusion continues

to be valid.

4.1 | Limitations and future research lines

Considering the type of sampling carried out (convenience and purposive sampling), which does not result in proba-
bilistic calculations, the results obtained cannot be generalised to the population from which they come, so the values
returned do not allow us to generalise the sample data to the population of origin and therefore conclude its propen-
sity or prevalence. Future studies should consider samples from different geographical and cultural contexts to verify
the stability of the results obtained and to minimise the bias resulting from the non-probabilistic sampling used.

In addition, only self-reported data were collected in this research, which may cause a bias in the common
method. Indeed, the self-reported administration of the data collection instrument may have generated self-
presentation or social desirability biases, so that there is a tendency for a socially expected response (Ellingson
et al., 2001). In this sense, it is desirable to advance the results through the development of mixed designs that
allow sequencing, in an operational and functional way, the collection and analysis of both quantitative and qual-
itative data, and to transform, associate, combine and, finally, triangulate the information obtained. Such designs
would indeed allow for robust triangulation of the findings and a deeper understanding of students' representa-

tions of the temporal dimensions of the concept of the future.
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Additionally, more analyses of teaching interventions focused on education for the future and their specific
impact on students' historical and social awareness are necessary. Traditional curricular analyses and diagnostic
studies should progress towards conducting prospective and longitudinal research of both observational and evo-
lutionary, as well as analytical and transformative, nature. These should be explicitly aimed at acquiring critical and
creative thinking skills about the future.

In this regard, research on the potential divergences between personal and social future representations and
their underlying causes, based on age groups and educational contexts, could offer valuable insights for designing
more effective educational strategies from the earliest stages of education. Interdisciplinary collaboration with
fields such as developmental and educational psychology emerges as one of the fundamental challenges for de-
veloping teaching interventions that balance these representations and promote a more integrated and coherent

vision of desirable futures.
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