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Abstract 

Introduction. For decades the Social Justice concept in education has been studied alongside 

and the possible implications of its use as a tool to promote more prosocial societies. Based 

on Nancy Fraser's multidimensional Social Justice Model, a program was designed to pro-

mote prosociality in 6th grade primary school students. The main objectives of this research 

were to become acquainted with the student’s representations of Social Justice and to promote 

prosociality through a preliminary implementation of a designed educational program. 

 

Method. The methodology was based on eminently participative workshops inspired by co-

operative learning. After an initial evaluation of the students´ representations of Social Jus-

tice, a preliminary implementation of a socio-educational program was carried out with 84 

students from various educational schools in Madrid (Spain). This program was structured in 

three main modules: 1) Discovering Social Justice; 2) Skills to discover and solve social in-

justices; and 3) Creating a common framework of Social Justice to coexist prosocially. At the 

end of the program, the changes in the Social Justice representations of the students were 

quantitatively evaluated. 

 

Results. The results showed improvements in the Social Justice representations that were 

evaluated at the beginning of the preliminary program, as well as in the ability to identify so-

cial injustices derived from the various trilemmas analyzed. Furthermore, significant im-

provements were evidenced in most of the trilemmas evaluated, showing that the students 

demonstrated a greater prosociality in their approach. Thus, the socio-educational program 

was effective regardless of gender and type of school to which the participating students be-

longed. 

 

Discussion and Conclusion. Based on this applied preliminary experience, the scope of the 

socio-educational methodology is discussed in order to promote prosociality through the prin-

ciples based on Education for Social Justice. We concluded these kinds of programs are capa-

ble of promoting a more prosocial coexistence of the students inside and out of the classroom, 

promoting a greater understanding of the injustices lived by other people. Finally, some de-

tected limitations and possible improvements for the definitive implementation of the pro-

gram in the future are also discussed. 

Keywords:  Prosociality, Citizenship, Education, Socioeducational Intervention. 
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Resumen 
 

Introducción. Desde hace décadas se ha estudiado el concepto de Justicia Social en la educación 

y las posibles implicaciones que tiene como herramienta para promover sociedades más prosocia-

les. A partir del modelo multidimensional de Justicia Social de Nancy Fraser, se diseñó un pro-

grama para promover la prosocialidad en estudiantes de 6º curso de educación primaria. Los prin-

cipales objetivos de estudio fueron conocer las representaciones de Justicia Social que tenía el 

alumnado y promover la prosocialidad mediante la implementación preliminar de un programa 

socioeducativo diseñado. 

 

Método. La metodología se basó en talleres eminentemente participativos e inspirados en el 

aprendizaje por cooperación. Después de una evaluación inicial de las representaciones de la Jus-

ticia Social del alumnado, se realizó una implementación preliminar de un programa socioeduca-

tivo diseñado en 84 estudiantes de diversos centros educativos de Madrid (España). Dicho pro-

grama se estructuró en tres módulos principales: 1) Descubriendo la Justicia Social; 2) Habilida-

des para descubrir y solucionar injusticias sociales; y 3) Creando un marco común de Justicia So-

cial para convivir prosocialmente. Al finalizar el programa fueron evaluados cuantitativamente los 

cambios producidos en las representaciones de Justicia Social del alumnado. 

 

Resultados. Los resultados mostraron mejoras en las representaciones de Justicia Social evalua-

das al inicio del programa preliminar, así como, en la capacidad de identificación de injusticias 

sociales derivadas de los diversos trilemas planteados. Además, se evidenciaron mejoras significa-

tivas en la mayoría de los trilemas evaluados, mostrando el alumnado una mayor prosocialidad en 

el abordaje de estos. Así, el programa socioeducativo se mostró eficaz independientemente del 

sexo y el tipo de centro educativo al que pertenecía el alumnado participante.  

 

Discusión y conclusiones. En base a esta experiencia preliminar aplicada se discuten los alcances 

de la metodología socioeducativa de cara a promover la prosocialidad mediante los principios 

basados en la Educación para la Justicia Social. Se concluye que programas de este tipo pueden 

promover una convivencia más prosocial del alumnado fuera y dentro de las aulas, fomentando en 

estos una mayor comprensión de las injusticias vividas por otras personas. Por último, exponen 

algunas limitaciones detectadas y posibles mejoras para la implementación definitiva del progra-

ma en el futuro. 

 

Palabras Clave: Prosocialidad, Ciudadanía, Educación, Intervención Socioeducativa. 
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Introduction 

Numerous disciplines have studied and developed the concept of Social Justice as well 

as its possible implications as a tool for advancing towards more prosocial, equitable socie-

ties. Furthermore, these studies have contributed to the development of fields including phi-

losophy, psychology, sociology and politics. However, this powerful academic arsenal have 

been less important upon being implemented in the field of applied education.  Notwithstand-

ing, intervention programs have been developed that, through the development of social and 

emotional skills, have sought the social adjustment of students and faculty, as well as foment-

ing empathy and prosociality (Spinrad & Gal, 2018). In the current educational climate 

marked by the increased presence of diverse minority groups in classrooms, the development 

of proposals inspired by the principals of inclusion, prosociality, multiculturalism and Social 

Justice are becoming more important (Jiménez, Lalueza & Fardella, 2017). Thus it has be-

come evident that these theoretical contributions need to be incorporated into practice with 

the aim of advancing the field. For this reason, the authors of this study have sought to make 

the focus on Education for Social Justice (Murillo & Hernández-Castilla, 2014) a fundamental 

tool when it comes time to fight against inequality, exclusion, discrimination and/or social 

marginalization (Jacott & Maldonado, 2012). 

 

 Currently, there are numerous injustices that can be observed in our immediate sur-

roundings (on a local or state level) as well as more far-removed contexts (on a European or 

international level). On the one hand, these injustices are composed of forms of discrimina-

tion and marginalization that have oftentimes affected society for centuries (racism, chauvin-

ism, homophobia, classism, etc.).  On the other hand, new types of injustices related to more 

recent developments are continuously emerging, such as aporophobia (Martínez, 2002), the 

exclusion of the poorest in society, and, more based in the field of education, bullying (Ol-

weus, 1994; Mateu-Martínez, Piqueras, Rivera-Riquelme, Espada & Orgilés, 2014) and, most 

recently, cyberbullying (Di Lorenzo, 2012). Reducing and preventing behaviors and attitudes 

related to the aforementioned injustices must be objectives to be considered if future genera-

tions are expected to stop marginalizing an important part of society. Furthermore, there is 

another powerful reason that highlights the need to work on those principles: bettering com-

munal life at schools. Reviewing existing studies has revealed that mistreatment among peers 

in Spain is a phenomenon that exists among all social classes and types of schools (Garaigor-
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dobil & Oñederra, 2008) and is considered to be a social reality that maintains a steady pat-

tern of behavior (Monjas, Martín-Antón, García-Bacete & Sanchiz, 2014).  

 

According to Nocito Muñoz (2017), the majority of interventions concerning bullying are 

focused on adolescence, however, on a European scale, data indicates that the most vulnerable 

victims are schoolchildren between ages 8 and 11 (Rajmil, Alonso, Analitis, Detmar, Erhart, 

Klein, Ravens-Sieberer, Herdman & Berra, 2009), a period which coincides with the last year 

of primary school. Along these same lines, there are studies make it clear that conflicts and 

other problems with coexistence among the student body aren’t exclusive to secondary educa-

tion but rather begin in earlier ages (Sánchez, 2009). Furthermore, authors such as Eisenbraun 

(2007) point out the need to confront these situations through prevention and promotion pro-

grams. Beginning with their closest context, primary school students can begin to the build 

the basis for coexistence and respect for others. 

 

The role of education in the promotion of equality and social justice is one of the prin-

cipal concerns of politicians who play key roles when it comes time to decide what is taught 

at our schools (Smith, 2018). However, education is still a political project integrated in a 

network of social institutions that often reproduce inequality (Sensoy & DiAngelo, 2017). 

Over the last few decades in the field of education, two important landmarks have been pro-

duced that deal with the tremendously subjective concept of Social Justice. One of which is 

the fact that more and more schools and institutes that have come to agree upon the necessity 

of introducing this concept into their education. (García-Lastra, 2013). And the other has been 

the creation of solid basis upon which Social Justice can worked using a three-dimensional 

perspective (Fraser, 2008) based on the three dimensions of Redistribution, Recognition and 

Representation in search of inclusive education (Simón, Barrios, Gutiérrez & Muñoz, 2019). 

Based on this conception, the first concept of Redistribution (Rawls, 1971; Sen 2012), refers 

to the need for a better distribution of material goods and cultural resources. Secondly, 

Recognition (Fraser, 1997; Irvine, 2003) focuses on the necessity of an absence of social 

domination and the respecting and valuing all social groups and people. And thirdly, Repre-

sentation or Participation (Bell, 1997; Lee & Hipólito-Delgado, 2007) refers to the necessity 

of participation and representation as a means for all people and groups to have decision-

making capacity in aspects which affect their own lives and society in general. Thus, neither 

the redistribution of wealth nor the recognition of diversity makes much sense without real 
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representation, being three interconnected factors, that, independently, would be insufficient 

for a just society. (Fraser, 2008). 

 

 This three-dimensional focus may be helping to diminish a few of the obstacles that 

had traditionally appeared in working with this concept. One of the difficulties with Social 

Justice lies in the fact that, as a consequence of its highly political nature, it doesn’t have any 

singular meaning (Murillo & Hernández-Castilla, 2011). Based on this perspective, some 

studies have already shown that differences exist between the representations of each of the 

three dimensions of Social Justice that students and faculty have. According to Juanes, Gar-

cía, Maldonado and Jacott (2016) it can be concluded that the female sixth grade girls have a 

more prosocial representation than males of the same grade in the redistribution and recogni-

tion dimensions. At the same time, it is the male students of the same grade that have more 

prosocial representations in the representation and participation dimensions, just like students 

that come from a less favorable socioeconomic background. At higher education levels too, 

(such as in secondary school) differences between the sexes of the students were also found 

(Sainz & Jacott, 2020), specifically that female students showed more prosocial representa-

tions.  

 

For psycho-educational analysis related to prosocial behavior, a complex approach 

that takes into account the multitude of interrelated factors (Garaigordobil, 2003) is required. 

In recent years, prosocial attitudes and behaviors have been the object of study in psychology 

and education, fields that have taken into account not only the context of school, but also that 

of family, culture and other factors linked to personality or biology. Currently, there is evi-

dence concerning mediation that suggests that young people internalize diverse sociocultural 

factors (such as sociocultural norms, values and society’s standards) during socialization that 

are related to the enactment of prosocial behaviors towards their peers (Garaigordobil, 2014). 

In certain eastern cultures prosocial conduct is more valued by society and there is more co-

operative interaction between young people. Currently, it is accepted that that each culture 

promotes different socio-moral values that play a key role in the frequency of prosocial con-

duct of different groups as well as in the justification and reasoning found in the reasoning for 

helping or not helping other people (Duque, 2017). In this sense, before western societies and 

education systems that frequently demand competitive individualism for success, educational 

culture (both scholastic and familial) has a critical part to play in the promotion of prosociali-

ty. In this process, family may play an important role, but the acquisition of prosocial behav-
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iors truly plays out in the context of school, which, according to Garaigordobil (2014), “has 

moral development as a critical goal, with emphasis on teaching cooperation with others 

through the use of educational programs and practices that promote prosociality through mod-

els of conduct” (p. 153). 

 

 Along these lines, through their leadership and work, education professionals are role 

models for the student body and, as such, have a the capacity to change the way reality is per-

ceived (Jornet-Meliá, Sancho-Álvarez & Bakieva, 2015). According to McAuliffe, Hubbard 

and Romano (2009), the professor’s cognitions (positive image of the students versus an im-

age of them as aggressive people) and his or her corrective or negative behaviors towards stu-

dents, mediate prosocial and aggressive behavior. So, it may be critical that, beginning with 

primary school, the students already know information related to the level of social justice 

and injustice that they live with (on an international level) in general terms and in personal 

terms (on a national level, as well as a regional or local level), that is, Education on Social 

Justice (Murillo & Hernández Castilla, 2011). To establish fair participation strategies, a good 

preliminary step might be to understand the social injustices of our reality and how best to 

confront them. For example, a clear relationship has been found between student’s ideas con-

cerning Social Justice and its implication and commitment within schools (Miller, William-

son, George, King, Charest, Bieler & Bolf Beliveau, 2011). Similarly, the importance of fami-

ly and the limitations of participative educational policies have also been demonstrated, which 

reflects the shortcomings in the analysis of family strategies that are behind the reproduction 

of social inequality (Morgade, Poveda & González-Patiño, 2014). In addition, some programs 

have used games to introduce complex topics relating to the connected global economy (relat-

ed with economic justice or with redistribution of wealth) in a playful manner (Wartenweiler, 

2018). Also, various pyscho-educational intervention programs (Cerchiaro-Ceballos, Barras-

Rodríguez & Vargas-Romero, 2019; Lozano & Lechuga, 2019), have found better prosocial 

development in students that are involved with them, reaching levels of prosocial reasoning of 

greater complexity.  

 

 Based on these concepts and findings, this study attempts to incorporate Education for 

Social Justice through the design of a socio-educational program based on a cooperative 

methodology oriented toward inclusive education (Cabrera & Davyt, 2015) which is consid-

ered to be research for the transformation of socio-educational intervention. This methodolog-

ical focus is analytical concerning the reality in which it is practiced and looks frequently to-
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ward the promotion of critical thinking. From this perspective, an important tool for students 

would be the introduction of participation as a strategy of action for resolving daily problems 

and also for achieving a medium-to-long term transformation for the creation of a just and 

more democratic society. This participation should be transmitted as a basic mechanism for 

the acquisition of command and control that is associated with the possibility of having an 

influence in one’s environment (Rappaport, 1977). In this way, participation offers opportuni-

ties to learn, perfect and put into practices skills related with decision-making and problem-

solving (Zimmerman, 2000). 

 

The principal objective of this study was the preliminary implementation of the soci-

oeducational program “ESOJU: Education in Social Justice”, with the aim of learning about 

changes in prosociality in 6th grade primary school students. In this sense, the study attempts 

to analyze, both before and after the invention program, students’ capacity for just resolution 

of trilemmas that require prosocial attitudes. This program had two main objectives: 1) to ana-

lyze initial representation, knowledge and ability concerning social justice; 2) to learn about 

changes in the students’ prosocial thinking and representations of Social Justice after the in-

tervention. The hypotheses of the planned study were: 

 

-  Hypothesis 1: “The socio-educative program will be effective in bettering the three 

dimensions that promote social justice.  

-  Hypothesis 2: “After the preliminary intervention, the students will demonstrate more 

prosocial representation of social justice, independent of their sex” 

-  Hypothesis 3: “After the preliminary intervention, the students will show more proso-

cial representations of social justice, independent of the school to which they belong”. 

 

Method 

 

Participants 

 

 In this preliminary study, 84 students of 6th grade primary school participated, consist-

ing of 38 female students and 46 male students that belonged to two public schools (30 partic-

ipants from CEIP Guindalera and 20 participants from CEIP San Ildefonso) and one private 

school (34 participants from Escuela Privada Ideo) in Madrid, Spain. These schools did not 

have any kind of education programs related to prosocial education or Social Justice. In the 
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preliminary application, both public and private schools were sought out with the aim of 

forming heterogeneous groups of students. The three schools agreed to participate voluntarily 

in the program, upon being informed about the program’s content and after acquiring the sig-

natures of parents and/or legal guardians. 

 

Instruments 

 

 At the beginning and end of the preliminary program, the “Scale on Representation of 

Social Justice in Primary Students” or “SRSJ” (Juanes, 2018) was used, a tool previously 

designed and tested for exploring representations of Social Justice, which can be understood 

to be “the capacity for analyzing and fairly resolving moral trilemmas that contain unjust situ-

ations related to the dimensions of distribution, recognition, and representation”. This survey 

contains 21 trilemmas concerning the three dimensions of Social Justice (redistribution, 

recognition and representation) that are related with prosocial analysis and resolution of injus-

tices related to the school and daily issues for the students. This survey has been validated by 

earlier works (Jacott, Maldonado Sainz, Juanes, García-Vélez & Seguro, 2014) that carried 

out a validation process with a panel of experts in which each of the three alternatives of the 

dilemmas was validated using the Likert scale of social justice, showing a good intraclass 

correlation coefficient (CCI = .97) just as in relation to other validation indexes (CVRt = 0.67, 

Kendall’s W = 0.62, Cohen’s Kappa coefficient = 0.48). Furthermore, the scale showed ade-

quate fidelity in its validation, as analyzed through Cronbach’s alpha index (α = .74). First, in 

each trilemma, a problem or situation related to the dimensions of social justice was described 

and then the primary students were able to choose among three possible answers: one that 

promotes social justice, one that is neutral or promotes Social Justice less than the previous 

answer, and another that goes against Social Justice. With this survey a global index of the 

representation of Social Justice and a specific index for each of the three dimensions can be 

obtained. These indexes are then adapted to have a range from 1 to 100. As an example, what 

follows is trilemma from the survey related to the redistribution dimension. The most just 

option is A, C, a less just option and, finally, B is the least just option of the three:  

 

“Pablo is a boy in the 6th grade who is constantly bothered and harassed by a group of peo-

ple in his class. Santiago knows what his friends are doing and he wants to stop it. What 

should he do?” 
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A) Tell them that they can’t do this to Pablo and that if they don’t listen to him, ask 

an adult for help. 

B) Not get involved in the dispute to not lose friends 

C) Speak with Pablo to help him avoid these situations. 

 

Procedure 

 For this study a quasi-experimental, quantitative research design was proposed in 

which changes in student prosociality were evaluated through pretest and posttest. Control 

groups were not possible in this study, given the difficulty of acceding to the schools request 

that all students participate in the program. The type of sample that was done for the study 

was incidental non-probabalistic (Sampieri, Fernández & Baptista, 2014) since the sample of 

students was chosen as a function of the access permitted by their schools. At the beginning 

of the preliminary implementation of the program, the students’ initial representation of So-

cial Justice was evaluated through SRSJ. The program consisted of three main modules, with 

50 minutes long sessions comprising activities and workshops, approximately the same dura-

tion of a normal class at each school. The implementation took place over eight sessions, dis-

tributed over eight consecutive weeks. After completing the three modules of activities and 

workshops, the representation of Social Justice was evaluated again with the same tool used at 

the outset with the aim of analyzing the possible changes and effectiveness of the program.  

 

  The socio-educational intervention program consisted of three main modules: 1) 

Approximating the Social Justice Concept, 2) Discovering What Is and Is Not Social Justice 

and 3) Concluding a Common Framework of Coexistence in Social Justice. For this phase, 

facilitating factors of the implementation process were especially considered (Murillo & 

Krischesky, 2012) with the aim of balancing between three pairs of contrasting points: sim-

plicity versus complexity, flexibility versus rigidity and fidelity versus adaption. Concerning 

the contents of the socio-educational program, the first module centered on exploring the 6th-

grade students’ concept of Social Justice. Beginning with this first module, the three-

dimensional model of Social Justice is presented through two activities. The first consists of a 

“Social Justice Contest”, focused on seeking cooperation between the participants as a neces-

sary condition for effective participation. In the beginning, three working groups were formed 

with each one given the task of assessing a dimension of Social Justice. To this end, each 

group was given information related to defining questions of the dimension they represented 
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that the other two groups would also have to answer during the course. As a contest, each 

group was asked a series of questions related with one of the two dimensions of Social Justice 

they were not provided information for. In this way, though time is limited, each group must 

depend on others group that have information they are lacking related to the dimension of the 

question. The helping team may give clues relating to the question according to the infor-

mation that they possess. Though there are three different working groups divided by the cor-

responding dimension of Social Justice, they share a common objective: to answer as many 

questions as possible as a group. 

 

 In the second activity of this first module, the students use collaborative games to de-

fine the following concepts in their own words: feminism, racism, sexism, classism, equality, 

poverty, integration, democracy, freedom, etc. Meanwhile, another task in this activity is to 

associate each concept with one or more dimensions of Social Justice through discussion, 

thereby contrasting the originally given definitions with those currently generally accepted.  

 

 In the second module of the program, the objective is to identify kinds of social injus-

tices and their origin, both individually and collectively with the aim of redressing them. Dif-

ferent activities are developed based on role-play that should actively include the identifica-

tion and resolution of real or hypothetical situations that occur in everyday life. With each 

situation, participants ought to acquire different points of view that occur in situations of in-

justice, fomenting the identification of injustices and empathy for those who suffer them as 

social skills while resolving these injustices through participation. Finally, methods of resolv-

ing the proposed injustices are consensually formed based on the three dimensions of Social 

Justice. 

 

 In the program’s third module, the participants representations of Social Justice are 

evaluated to test if they’ve changed compared to the beginning of the module (a pretest-

posttest of each trilemma using SRSJ). Then, a discussion is led where the students transmit 

the main concepts that they have learned in the previous sessions. In this phase, the goal is to 

encourage students to express their own definitions of the concepts that were worked through 

these activities, as well as the way in which they propose to enact them into reality, inside and 

out of the classroom. To finish, all this is synthesized through a group mural creation activity 

which incorporates a concept of Social Justice that has been agreed upon by all participants. 

This mural will demonstrate the commitment of the group to improving and maintaining a just 
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atmosphere of coexistence in the classroom. Upon finishing this module, the student’s repre-

sentation of Social Justice is evaluated again through the same survey that was done at the 

outset.  

 

Data Analysis 

For data analysis, SPSS version 23 for Windows 10 was used. First, the Social Justice 

representation index was obtained for each of the three dimensions evaluated through the 

Survey of Representation of Social Justice, calculating descriptive statistics (M; DT) for each 

trilemma. Then, a Student T-Test was employed for related samples with the aim of learning 

the change in pre-test and post-test prosocial resolution capacity for each trilemma. To learn 

more deeply about changes in student prosociality, the differences between pre-test and post-

test for each specific student involved in the trilemma were analyzed. Lastly, a Student T- Test 

was applied for independent samples with the objective of statistically analyzing the different 

possible pre- and posttest differences as a function of sex and the type of school. The level of 

differences was determined to be p<.05. 

 

Results 

 

 First, the results showed changes between pre-test and post-test in the prosociality of 

the study in each of the dimensions of Social Justice that were analyzed. In this sense, there is 

evidence that statistically significant improvement in the prosocial resolution of trilemmas 

related to the dimensions of Recognition and Participation follow the implementation of the 

program (post-test). As observed in Table 1, the students’ post-test evaluation shows higher 

average scores in all cases compared to the pre-test. 

Table 1. Average Scores in Students Before and After the Intervention. 

 Redistrib. 

Pre 

Redistrib. 

Post 

 

Sig. 

Reconog. 

Pre 

Reconog. 

Post 

 

Sig. 

Partic. 

Pre 

Partic. 

Post 

 

Sig. 

M 16.35 16.93 
 

p=.34 
16.40 17.38 

 

p=.037 
15.69 17.38 

 

p<.001 

SD 2.18 2.05  1.77 1.71  2.19 1.89  
  Source: Compiled by the authors based on the results of research. 

 

 

 Regarding the relationship between intragroup comparisons and the pre-test and post-

test phases, the results indicate that the participating students obtained significantly higher 
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scores in the posttest phase of Recognition (t(84)= 3.65; p=.037) and Participation (t(84)= 5.88; 

p<.001). These scores show that improvements in the redistribution dimension (t(84)= 2.18; 

p=.34)  were not significant when compared to the pre-test. 

 Afterward, differences between pretest and posttest were analyzed individually in each 

of the 21 trilemmas that underwent study. As is shown in Table 2, significant statistical dif-

ferences were evident in the average in the pretest-posttest scores in 12 of the 21 trilemmas 

analyzed. These differences were found to be heterogeneously distributed in the three dimen-

sions of Social Justice, showing greater changes in prosociality in the Participation dimension, 

followed by the Recognition and Redistribution dimensions. First, concerning the Redistribu-

tion dimension, significant pretest-posttest differences were found (p<.05) in trilemmas 14 

and 19. In these trilemmas, prosociality as it relates to scholarships and inequality of re-

sources among students was evaluated. Secondly, concerning the Recognition dimension, 

significant pretest-posttest differences were found (p<.05) in trilemmas 1, 2, 16 and 18. These 

trilemmas are related to tolerance towards: immigrant populations, students with reduced mo-

bility, sexual diversity, and gender among families of the students. Thirdly, the Participation 

dimension was the one in which significant pretest-posttest differences (p<.05) were found in 

the greatest number of trilemmas (trilemmas 4, 8, 9, 10, 12 and 15). These trilemmas were 

specifically related to participation in the democratic process, the participation of the students 

inside and out of the classroom and the participation of the students and teachers towards the 

resolution of situations of harassment in schools. 

 

Table 2. Averages scores and differences before and after intervention in each trilemmas 

evaluated after the preliminary implementation of the educational program. 

 

Redistribution 

 Pre Post 
  

  

M SD M SD t (df) Sig. 

 

Trilema 3 

Trilema 5 

Trilema 7 

Trilema 11 

Trilema 14 

Trilema 19 

Trilema 20 

 

2.27 

2.69 

2.79 

2.20 

1.52 

2.47 

2.36 

 

.71 

.57 

.55 

.72 

.66 

.83 

.85 

 

2.41 

2.77 

2.85 

2.26 

1.64 

2.58 

2.43 

 

.62 

.45 

.43 

.68 

.71 

.68 

.81 

 

-1.31 (84) 

-1.14 (84) 

-1.16 (84) 

-.66 (84) 

-2.00 (84) 

-2.04 (84) 

-1.09 (84) 

 

.11 

.26 

.25 

.51 

.049* 

.045* 

.28 
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Source: Compiled by the authors based on the results of research.  

   

 As can be seen in Table 3, significant changes in the Recognition and Participation 

dimensions were found, especially as a function of the sex of the students. Similarly, results 

showed pretest-posttest changes among the female students in the Recognition and Participa-

tion dimensions. 

Table 3. Average scores and pre-post differences according to sex. 

 

Source: Compiled by the authors based on the results of research. 

 

On an intragroup level, male students showed significant pretest-posttest differences in 

the Recognition dimension (t(84)=2.30; p=.041) and in the Participation dimension (t(84)=4.98; 

p<.001). The data for female students also showed statistically significant differences between 

pretest and posttest in the Recognition (t(84)=4.03; p=.039) and Participation dimensions 

Recognition 

 Pre Post 
  

 

M 

 

SD 

 

M 

 

SD 

 

T (df) 

 

Sig. 

 

Trilema 1 

 

2.24 

 

.84 

 

2.53 

 

.62 

 

-3.43 (84) 

 

.001* 

Trilema 2 1.86 .77 1.99 .70 -1.69 (84) .005* 

Trilema 6 2.85 .40 2.89 .31 -.90 (84) .37 

Trilema 13 2.49 .80 2.54 .71 -.75 (84) .45 

Trilema 16 1.99 .49 2.08 .52 -1.57 (84) .048* 

Trilema 17 2.68 .52 2.69 .53 -.33 (84) .74 

Trilema 18 2.24 .87 2.69 .52 -4.42 (84) .000* 

Participation 

 Pre Post   

 

M 

 

SD 

 

M 

 

SD 

 

t (df) 

 

Sig. 

 

Trilema 4 

 

2.65 

 

.65 

 

2.85 

 

.43 

 

-3.04 (84) 

 

.003* 

Trilema 8 2.35 .65 2.89 .49 -3.29 (84) .002* 

Trilema 9 2.12 .40 2.35 .58 -3.13 (84) .003* 

Trilema 10 1.92 .79 2.26 .62 -4.11 (84) .000* 

Trilema 12 1.91 .85 2.27 .76 -3.83 (84) .000* 

Trilema 15 2.27 .90 2.50 .67 -2.41 (84) .018* 

Trilema 21 2.47 .78 2.55 .67 -1.14 (84) .26 

 Redist. 

Pre 

Redist. 

Post 

 

Sig. 

Recog. 

Pre 

Recog. 

Post 

 

Sig. 

Partic. 

Pre 

Partic. 

Post 

 

Sig. 

Male 

Students 

M 16.26 16.84 p=.59 16.25 17.17 p=.041 15.46 17.45 p<.001 

SD 2.26 2.18  1.75 1.82  2.38 1.90  

 

Female 

Students 

 

M 

 

16.50 

 

17.07 

 

p=.19 

 

16.65 

 

17.71 

 

p=.039 

 

16.07 

 

17.25 

 

p<.001 

SD 2.08 1.84  1.80 1.51  1.80 1.89  
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(t(84)=3.96; p<.001). Though some change was noted in the Redistribution dimension, the pre-

test-posttest difference was not significant in males (t(84)=.76; p=.59) or females (t(84)=.97; 

p=.19). On an intragroup level, there were no significant findings, being that the data for fe-

male students showed more prosocial average representations for the Redistribution and 

Recognition dimension as the data for males did for the Participation dimension.  

 

 Finally, based on the pretest-posttest results as a function of the types of school of the 

students, as can be seen in Table 4 below, significant differences in the Recognition and Par-

ticipation dimension were found, but not so for the Redistribution dimension. 

 

Table 4. Average scores and differences before and after the program by type of school. 

Source: Compiled by the authors based on the results of research. 

 

On an intragroup level, the students from the private education system showed signifi-

cantly more prosocial representations in the Recognition dimension (t(84)=2.18; p=.36) after 

participating in the intervention program. Students from the public education system also 

showed significantly more prosocial, post-intervention representations in the Recognition 

(t(84)=3.67; p=.029) and Participation dimensions (t(84)=4.89; p<.001). In the Redistribution 

dimension, though pre-post improvements were found, they were not significant in the data 

for the private school students (t(84)=.12; p=.98) or public school students (t(84)=.78; p=.58). 

On an intragroup level, significant differences were not found between pretest and posttest 

scores as a function of the type of school. Regardless, it was public school students that 

showed better pretest and posttest scores in the Recognition dimension, as well as better post-

test scores in the Participation dimension. The private school students showed higher pretest 

and posttest scores in the Redistribution dimension, as well as better pretest scores in the Par-

ticipation dimension. 

 

 Redist. 

Pre 

Redist. 

Post 

 

Sig. 

Recog. 

Pre 

Recog. 

Post 

 

Sig. 

Partic. 

Pre 

Partic. 

Post 

 

Sig. 

Private 
M 15.65 15.95 p=.98 16.86 17.72 p=.036 15.36 17.77 p<.001 

SD 2.03 1.80  1.67 1.45  2.15 1,84  

 

Public 

 

M 

 

16.62 

 

17.33 

 

p=.58 

 

16.19 

 

17.23 

 

p=.029 

 

15.82 

 

17.21 

 

p<.001 

SD 2.19 2.02  1.79 1.81  2.21 1.90  
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Discussion and Conclusions 

 This study contributes to the understanding of the spaces and professionals of educa-

tion as possible agents for the transformation and improvement of students in terms of their 

prosociality. In this sense, the preliminary implementation of this socio-educational program 

has demonstrated its effectiveness in bettering the prosociality in the representations of social 

justice of 6th-grade, primary school students. From the students’ perspective, the teacher 

modifies their abilities upon when they are employed in academic activities, as much in terms 

of the student’s abilities as in the their procedures at work and in their participation in classes 

(Lobos, Bustos & Díaz, 2019). However, having an educational environment that is explicitly 

oriented toward the search for social justice is also recommendable. Students don’t just under-

stand the educational space as a place to acquire critical lessons but also as a space to develop 

as people, responsible for themselves and the world they live in (Perines & Hidalgo, 2018). In 

this sense, the program described in this study has a clear orientation towards the establish-

ment of models of prosocial coexistence in the educational space through activities and work-

shops (e.g. the group-project coexistence mural or roleplay) that seek to provide examples and 

strategies for the resolution and prevention of unjust situations. 

 

 After the preliminary implementation of this program, changes in prosociality rates for 

the three dimensions of social justice were found, the most significant of them being in the 

dimensions of Recognition and Participation. In particular, the students improved their proso-

ciality in the Participation dimension, showing an understanding of the transversality of this 

dimension for the attainment of redistribution and recognition (Sainz, 2017). In the three in-

tervention modules, participation was proposed as a key element for making the students able 

to resolve diverse theoretical and practical trilemmas. In this sense, the program showed itself 

to be consistent with “the principle of participatory parity” (Fraser 2008) according to which 

social justice is not achieved through the mere transmission of knowledge concerning Redis-

tribution and Recognition but rather requires the effective participation of all implicated par-

ties. It’s important to note that, because the novelty of this approach, there are no antecedents 

of studies that have worked with prosociality as measured through trilemmas based on social 

justice. Even so, there have been intervention programs that promote prosociality in primary 

school education, though they were based on variables like empathy and emotional intelli-

gence. So, several previous studies support the importance of the participation dimension as 

one of the most effective forms of promoting prosociality (Spinrad & Gal, 2018). 
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 The findings are also consistent with the results of descriptive studies in primary and 

higher education levels concerning tendencies regarding the sex of the students (Sainz & 

Jacott, 2020; Juanes, Jacott & Maldonado, 2017). Once the preliminary program was imple-

mented, both male and female students improved their level of prosociality, resolving on av-

erage a greater number of trilemmas in a just way. This data supports the notion that it is pos-

sible to promote prosociality through principles based on social justice between the students 

(and future citizens) with socio-educational interventions independently of their sex. Thus, 

this type of in-school intervention entails an educational method that manages to improve 

conflict resolution, prevent harassment and better personal development (Pérez-Albarracín & 

Fernández-Baena, 2019). In the future, further study of the difference between male and fe-

male students in the three dimensions is needed, as well as other psycho-educational varia-

bles.  

 

 As for the differences related to the types of schools involved in the study, it is note-

worthy that in the private school students showed lower prosociality towards trilemmas relat-

ed to the Redistribution dimension. It is worth pointing out that in Madrid, 77.6% of foreign 

students are educated in public school and 22.9% in private schools (Goenechea, 2016), 

which suggests that the profile of private school students may be more homogenous than that 

of public schools. It would follow that there is greater socioeconomic and cultural diversity in 

public schools and this could make some issues related to social justice, particularly in the 

Redistribution dimensión, more present in the classrooms of public schools than private ones. 

Regardless, in the Recognition and Participation dimensions, initial prosociality levels as well 

as the extent to which they increased were similar independent of the school type. For future 

studies, it would be recommendable to broaden the implementation of the program to include 

charter schools, and to achieve greater diversity in participating public and private schools. 

Furthermore, future studies will need to include diverse family-related factors in their analysis 

since, according to Garaigordobil (2014), it can be seen that prosocial behavior in children is 

positively influenced through the attachment, altruism and behavioral model of their parents. 

 

 As for the methodology of this study, in order for the program to be more effective 

and have a greater impact, it would be recommendable to increase the length of its implemen-

tation or even include it along with other psycho-educational interventions as a regular activi-

ty in schools. Furthermore, the regular inclusion of the program in schools would represent a 
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great opportunity for methodological advance as its evaluation could be broadened. In this 

sense, according to Pérez Juste (2006); Pérez-González (2008) we also recommend an evalua-

tion in three distinct moments: an initial evaluation that evaluates the program’s adequacy for 

its intended context and participants; a procedural or continual evaluation that runs along the 

course of the program and a final or summary evaluation that considers the results or 

achievements of the program, including a assessment of those results.  

 

 In this study, an evaluation was carried out according to a pretest-posttest design that 

will be complimented in future studies with an evaluation of the implementation. According 

to Bono Cabré (2012), future studies associated with the implementation of the program will 

add control groups of participants to increase the internal validity of the results. One limita-

tion of the present study has been the unequal improvement of prosociality towards each di-

mension of social justice. In this sense, its worth reflecting on the effectiveness of the focus in 

which participation took on a greater weight as an action for the achievement of prosociality. 

In future experiences, it would worthwhile to make it more explicit to students that redistribu-

tion and recognition are necessary elements for the resolution of social injustices. Also, in 

future studies the evaluation could be improved by the inclusion of qualitative methodologies, 

since, according to Morgade, Poveda and González-Patiño (2014) “this would attempt to 

comprehend how children confront their surroundings, how they adapt and integrate the re-

sources that are offered to them and how the adapt their way of living as function of what they 

have access to” (p. 764). 

 

 For years, socioeconomic crisis has contributed to the creation of societies that are 

increasingly unequal and unjust (Sotomayor, Merklen & García-Domingo, 2017). Given this, 

one of the main pillars for bettering and transforming this situation would be including “Edu-

cation for Social Justice” (Murillo & Hernández-Castilla, 2011). In this way, in the future, 

students will be able to transform society and redress situations of individual or collective 

injustice. And so, the three-dimensional model of Social Justice (Fraser, 2008) presents itself 

as a tool for understanding the origin of these oppressions and for participating in education 

for social transformation. These ideas span diverse ways of making sense of the role that so-

cio-educational practices play in student’s development, along with the systematic involve-

ment diverse spaces in their process: schools, cities, homes and others (Morgade, Poveda & 

González-Patiño, 2014). Thus, educational institutions must become involved since, for ex-

ample in terms of economic justice or redistribution, a just system can in no way victimize (or 
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reward) people for the luck or lack of luck with which they were born (and, therefore, have 

not chosen), but instead must counteract this tendency (Bolivar, 2012). Therefore, we con-

clude that engagement in well-grounded, multidisciplinary debate is critical to a platform 

from which it is possible to take applied educational proposals to promote prosociality, study-

ing diverse factors and psychosocial, socio-educational variables. 
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