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Abstract: Oral communicative competence (OCC) is a key skill for students’ academic and professional
development; however, its effective integration into higher education teaching practices remains uneven.
This study examines university teachers’ perspectives on student participation, their readiness to adopt
active learning methodologies, and the strategies used to promote OCC in the classroom.

A survey was administered to 867 teachers across different disciplines Spanish universities. The results
reveal a growing awareness of the need to move towards more participatory teaching approaches, although
important gaps persist between teachers’ intentions and actual classroom practices. Differences across
disciplines and teaching contexts highlight structural and pedagogical barriers to student engagement.

Findings suggest that fostering OCC requires not only methodological change but also targeted profes-
sional development and institutional support. The study contributes to current debates on students’ partici-
pation and oral communicative cpmpetences in higher education by identifying key challenges and opportu-
nities for enhancing them.

Keywords: oral communicative competence; active participation; university students; higher education;
university teachers

EN Competencia comunicativa oral y metodologias activas
en la universidad: percepciones del profesorado

Resumen: La competencia comunicativa oral (CCO) es una habilidad clave para el desarrollo académico y
profesional del estudiantado universitario; sin embargo, su integracion efectiva en la practica docente sigue
siendo desigual. Este estudio analiza las percepciones del profesorado universitario sobre la participacion
del alumnado, su disposicion hacia metodologias de aprendizaje activo y las estrategias utilizadas para
promover la CCO en el aula.

Se administré un cuestionario a 867 docentes de distintas disciplinas de universidades espafolas.
Los resultados evidencian una creciente conciencia sobre la necesidad de avanzar hacia enfoques mas
participativos, aunque persisten brechas relevantes entre las intenciones docentes y las practicas reales.
Asimismo, se identifican diferencias segun areas de conocimiento y contextos educativos, que ponen de
manifiesto barreras estructurales y pedagogicas para la participacion del alumnado.

Los hallazgos sugieren que el desarrollo de la CCO requiere no solo cambios metodoldgicos, sino tam-
bién formaciéon docente especifica y apoyo institucional. El estudio contribuye a los debates actuales sobre
la participacion del estudiantado y sus competencias comunicativas en educacion superior, al identificar
retos y oportunidades para mejorarlas.

Palabras clave: competencia comunicativa oral; participacion activa; estudiantado universitario; educacion
superior; profesorado universitario
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1. Introduction

University studies provide students with the opportunity to develop a set of skills which are essential for their per-
sonal, social and professional growth. Among these skills is oral communicative competence (OCC), defined as the
ability to orally express and interpret ideas, thoughts, emotions, facts and opinions, as well as to interact linguistically
in an appropriate and creative way in various social and cultural contexts (Council of the European Union, 2006).

Competency in oral language allows the student to produce complex, coherent, cohesive utterances that are
appropriate to the context, while at the same time affording the student the ability to request information, argue,
ask for clarification, refute, synthesise, summarise, reflect on their own language, etc., with various interlocutors
and with different objectives (Camus et al., 2019; Ondé et al., 2024). This confirms that OCC is an increasingly
demanded skill in society, especially in university students who will join the labour market. Oral language teaching
and learning must be a priority in university contexts, since mastery thereof has implications at a personal, pro-
fessional and social level. This is in line with the provisions of the Common European Framework of Reference for
Languages (Council of Europe, 2001), which gives foundational importance to OCC.

For university students to develop OCC, it is essential that they actively participate in classes, asking
questions, engaging in debate, providing a critical view of the content, making counter-arguments, managing
conversations, etc. It is also key that teachers learn and implement strategies to promote student partici-
pation in their classes, and that they progressively abandon traditional lecture-based classes (Balloo et al.,
2025). To achieve this, the role of the university instructor (also called “teacher” or “professor” in this article)
in promoting the participation of students in class is fundamental.

Therefore, in this study the authors propose identifying university instructors’ perceptions of student
participation in their classes, if they intend to move from lecture-based classes towards more participatory
classes and what strategies are used to foster OCC among their students.

Development of OCC is essential at all levels and educational contexts, not only because of how it fos-
ters the effective sharing of information in various settings, but also because it has clear utility for grasping
content and, therefore, in the development of other skills. The importance of OCC lies not only in its function
as a means of demonstrating knowledge acquired in the classroom, but also in its role as a psychological
tool that facilitates the construction and transformation of knowledge, enhances meaningful learning, and
encourages reflective thinking, among other benefits (Baker et al., 2020; Littleton and Mercer, 2013). In oth-
er words, OCC is critical to the cognitive development, academic performance, and future employability of
university students (Vass and Littleton, 2010). In this vein, several studies highlight OCC as a strong predictor
of academic performance (Mercer et al., 2017) and employability (Bolivar-Cruz and Verano-Tacoronte, 2018).

This potential of OCC at higher levels explains why recent research supports and promotes the integration
of OCC development into university curricula. Studies have shown that explicit work to develop OCC skills
can lead to improved academic performance and better preparation for professional career paths (Atkins
and Heron, 2024; Doherty et al., 2011; Cebrian-Robles et al., 2018). Therefore, it is imperative to implement
specific actions to foster OCC, given that these skills can be honed and improved (Mercer et al., 2017).

Gracia et al. (2022, 2023) have designed a professional development resource that is based on instructor re-
flections at different educational levels, as well as an evaluation of the strategies teachers use with their students
to promote OCC and the associated student progress. The main instrument of this training resource is the digital
resource Assessment Scale for Oral Language Teaching at School - decision support system (EVALOE-SSD-
UNI), which allows teachers to engage in this reflection through the analysis of their own classes (Gracia et al.,
2022, 2023). The conceptual approach that underlies the EVALOE-SSD-UNI digital resource focuses on reflec-
tion and introducing actions into classes which are linked to the five communicative dimensions shown in Table 1.

Table 1. Dimensions in which the 30 items of the digital resource EVALOE-SSD-UNI are grouped

Dimension Definition

D1. Instructional design This dimension covers the pedagogical actions relating to the planning and explanation
process which teachers consider necessary to help students acquire OCC.

D2. Instructor’s management of | This dimension refers to the set of actions relating to what the teacher does to
conversation encourage students to communicate in class through oral language, to converse
with teachers, or with each other in an increasingly autonomous way. This process
begins by giving concrete instructions on how to do so, and progressively helping to
autonomously manage the conversation.

D3. Student conversation This dimension includes the actions carried out by students to help ensure that
management communication and conversation are always present in the classroom.

D4. Teacher strategies to Covers actions by teachers aimed at helping students use oral language with
promote the use of oral different intentions or purposes. In the same way, this dimension includes the
language for different purposes | strategies used by the teacher to help students improve their follow-up interventions,
by students such as expansions, reformulations or clarifications.

D5. Student communicative This dimension includes the student interventions that have specific communicative
functions intentions or purposes such as: giving information, expressing one’s own ideas,

obtaining information or asking questions, expressing doubts, expressing interest,
protesting or policing the actions of others.

Source: EVALOE-SSD-UNI (Gracia et al., 2022)
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Despite the importance of OCC and efforts to give university teachers resources for fostering it in their
classes, research indicates that it is often approached irregularly and with unclear objectives in higher edu-
cation settings (Martin and Chireac, 2022; Ondé et al., 2024; Wallden and Larsson, 2022).

Several studies (Ondé et al., 2024) have identified that, although OCC is recognised as a key aspect in
university education, it is not given the attention or efforts necessary to foster it appropriately. Rather, there is
evidence that there are few activities aimed at OCC development in university settings (Domingo et al., 2010;
Gargallo et al., 2020). In addition, the existing research does not seem to focus on how teachers incorporate
the elements of OCC dimensions into their classes, as defined in the digital training resource EVALOE-SSD-
UNI (see Ondé et al., 2024).

One of the causes for this lack of attention to OCC in university classes may be the scant preparation
given to teachers to foster these skills. Several studies highlight that university teachers admit that language
competence is given insufficient weight in teaching plans and they feel unprepared to teach these skills
(Sarceda and Rodicio-Garcia, 2018; Villarroel and Bruna, 2014).

The students themselves also perceive and report this limited presence of activities aimed at promot-
ing OCC (Maldonado et al., 2022). Several studies show that university students have few opportunities to
express themselves orally, and that these activities carry little weight in the final evaluations (Fallarino et al.,
2020; lon and Cano, 2012). Likewise, students often do not recognise the importance of oral language in
their learning (Martin and Chireac, 2022). This fact explains that in a study carried out by Ondé et al. (2024) it
was found that 60.6% of instructors report low student participation in their classes, highlighting the need for
more interactive teaching approaches.

The decision to promote OCC at the university level may be determined by several factors. Among the
most relevant are awareness of OCC'’s importance for anyone in a professional environment. That aware-
ness can be fostered through more participatory and reflective classes where teachers and students give
adequate weight to this competence. In addition, aspects such as a consideration of gender, teaching ex-
perience, teachers’ academic background and the area of knowledge also play a key role in the degree and
manner of fostering OCC.

As just noted, one of the fundamental variables in implementing certain teaching practices is the degree
to which teachers are aware of their own practices and their beliefs about how to incorporate certain strate-
gies, as well as resources or activities to refine their teaching practices. In this sense, studies on beliefs find
that beliefs affect teacher attitudes, which explains the implementation of some practices or others. Studies
in this vein have identified how beliefs regarding computer technologies (Cabellos et al., 2023), educational
inclusion (Gonzalez-Gil et al., 2019) or the characteristics of teaching and learning processes (Ertmer et al.,
2015; Pozo et al., 2006) affect the activities carried out in the classroom. This fact does not exclude beliefs
about participation in promoting OCC. For example, several studies focused on promoting OCC in foreign
language classes identified that there was a positive correlation between the importance given to OCC and
the number of activities designed to promote it (Yuksel et al., 2021).

However, it should also be borne in mind that, generally, teacher beliefs, independent of the subject about
which the instructors are asked, tend to be more complex than what is actually done in class (Arancibia et al.,
2020; Kaymakamoglu, 2018). In the specific case of OCC, Ondé et al. (2024), found that 72.8% of teachers
are considering a redesign of classes to favour a more participatory exchange, indicating a growing aware-
ness of the need for a shift. However, as we pointed out earlier, practices in this vein are executed at a low rate
(Domingo et al., 2010; Gargallo et al., 2020).

Another aspect that is especially noteworthy is the effect of instructor gender on promoting OCC-focused
participatory activities. Despite the small amount of research conducted on this topic, it is noteworthy that in
a recent study carried out by Ondé et al. (2024), it was found that female teachers show a greater interest in
using participatory teaching methods than male teachers.

The influence of the student’s gender is also relevant when analysing OCC. The meta-analysis carried out
by Petersen (2018) suggests that the differences between men and women, even at different ages, are neg-
ligible, and have become smaller over the years. Likewise, in OCC tests in the English Language subject, no
significant gender impact was identified either (Huang, 2010; O’Loughlin, 2002). On the other hand, when the
attitudes of students towards OCC are analysed, no differences are observed as a function of this variable
(Harb et al., 2013). However, recent studies in university settings highlight that when class dynamics are an-
alysed, inequalities in student participation do appear based on gender, with men usually exhibiting greater
leadership in interventions (Martinez Martin et al., 2020; Ramos-Pardo et al., 2021).

In previous studies (Gracia et al., 2020, 20244a, 2024b, 2025; Ondé et al., 2024) we have analysed univer-
sity classes and interviewed teachers at the early childhood and primary education levels in order to develop
assessment and intervention tools to improve the quality of initial training for future teachers. In this project,
we are interested in learning what aspects and characteristics of university professors and teaching staff in
various subjects are related to OCC development, for which we put forward the following research questions:

1.  What is the perception of university professors regarding the teaching methodologies used, their
interest in making them more participatory, and the strategies used to promote OCC among their
students?

2. Howdouniversity instructors perceive the characteristics of their classes with respect to instructional
design, conversation management and strategies for this, and students’ communicative functions?
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3. Howdothese perceptions differ according to the educational level of the subject (bachelor’s or mas-
ter’s level), the teacher’s educational background (with or without a university master’s degree), their
gender, the type of subject and student gender?

2. Methods
A cross-sectional survey study was conducted using non-probability sampling.

2.1. Participants

Eight hundred and sixty-seven professors from Spanish universities participated, of which 60.1% were women
and 38.5% were men. This sample was obtained from a total population of 137,090 professors affiliated with
the Spanish university system in the 2022-23 academic year (Spanish University System, 2023). Although the
sampling was non-probabilistic, the sample obtained has a similar distribution in variables of interest with
respect to the total population, which allows for a suitable approximation (see Table 2).

Table 2. Comparison between population and sample data

Features of the study Population @ Sample
No. of universities 91 57

Public 50 (54.9%) 35 (61.4%)
Private 41 (45.1%) 22 (38.6%)
Teacher gender

Women 56.5% 60.1%
Men 43.5% 38.5%
Other --- 1.4%
Teacher age

< 35years 9.0% 12.4%
35-40 years 9.7% 9.2%
40-50 years 29.6% 31.1%
50-60 years 33.6% 32.8%

> 60 years 11.9% 14.6%
Ownership model

Public 81.5% 871%
Private 18.5% 12.9%

Source: Spanish University System (2023, 202443, 2024b).

2.2, Instrument

A questionnaire with response options presented in a Likert scale was used. Questionnaire items were
grouped into three blocks: 1) demographic and academic data of teachers, 2) perceptions about teachers’
strategies and methodologies in relation to OCC, and 3) differences that teachers perceive in relation to OCC
as concerns the gender of students.

2.3. Procedure

The email addresses of university professors from the 91 Spanish universities were collected using institu-
tional websites and a Python-based scraping procedure. From this list, an invitation for voluntary participa-
tion in the research was sent to these emails. The associated message stated that this study was part of a
research project within the Spanish national R+D plan. The information collection was carried out during the
months of April and May 2024. Informed consent of the participants was requested as a preliminary step for
access to the survey.

2.4. Data Analysis

Descriptive and inferential analyses were performed using the SPSS statistical software to examine teach-
ers’ perceptions and differences according to variables such as teaching only at the bachelor’s degree level,
having a master’s degree, area of knowledge, teacher gender, and student gender. To compare between the
different groups and evaluate the differences in statistical significance, a x? test was used.

A confirmatory factor analysis (CFA) model was applied using the R program (polychoric correlation ma-
trix, Diagonally Weighted Least Squares (DWLS) estimator) to validate the conceptual model based on the
five dimensions proposed in this work. To assess the fit of the model, the following indices and recommen-
dations were taken into account (Brown, 2015): comparative fit index (CFl > .95), Tucker-Lewis index (TLI >
.95), root mean square error of approximation (RMSEA < .08), and standardised root mean square residual
(SRMR < .08). Once the factorial structure was validated, the reliability value (i.e., internal consistency) for
each dimension was estimated using Cronbach’s alpha. Once the structure composed of five dimensions
was validated at the sample level, the scores obtained in each dimension were used as inputs for a mixed
factorial ANOVA model.
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3. Results

3.1. Methodology and student participation

The results in relation to the first research question - on identifying how teachers perceive their teaching
methodologies and their efforts to promote oral communicative participation and competence of students
and identifying the differences between these perceptions based on the variables analysed (see question
3) - indicate that the majority of participating teachers (73%) consider changing their lecture classes to be
more participatory, with some statistically significant differences observed in some of the variables. Figure
1shows that female instructors report a greater predisposition than male instructors (75.7% vs. 68.8%; x*, =
4.9, p = .028). In addition, if we compare teachers who have a master’s degree to those who do not, we see
that the former have a greater predisposition to change (75.8% compared to 68.3%; x* = 5.8, p = .016). It is
also observed that teachers who teach master’s subjects have a greater predisposition than those who only
teach undergraduate subjects (75.3% compared to 69.2%; x2, = 4.4, p = .036), which, among other aspects,
may be related to a lower average size of class groups. Finally, teachers who perceive low student participa-
tion in their classes, compared to those who observe high participation, are more prone to change (76.9%
compared to 66.6%; x% =10.9, p = .011).

Figure 1. Willingness to transform lecture classes into more participatory classes

Regarding the student participation variable, in Figure 2 we can see that teachers consider that, in gener-
al, student participation is low; percentages are below even 30% in Engineering/Architecture and Sciences,
although in the Humanities the percentage is slightly higher than 50% (x>, = 20.7, p < .001).

Figure 2. Percentage of participation based on area of knowledge and proportion of female students
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In addition, information was collected on the approximate proportion of male and female students who
were grouped into three blocks: 50% or less female students (21.7% of the sample), between 51 and 70%
(38.8%), more than 70% (39.5%). Figure 2 shows that there is a slightly higher percentage of participation
(45%) among teachers whose classes have more than 70% female students (x%, = 7.6, p = .022).

3.2. Teaching Actions and Strategies to Foster OCC

A CFA model of correlated factors was conducted on the data, with the five dimensions being specified as
the content factors or facets. An initial analysis revealed an acceptable goodness of fit (x%,,, = 44415, p <
.001, CFIl = .965, TLI = .961, RMSEA = 110, SRMR = .086) except in RMSEA and chi-square that is not inter-
pretable in large samples. The modification indices (MI) allowed us to detect overlap between two items in
dimension 5 (D5) (“My students improve their participation after |, or one of their classmates, have done
some reworking [item 23] or make a clarification [item 24]”). The CFA model was respecified by freeing the
corresponding parameter, and an appropriate goodness of fit was obtained (x2,,, = 36374, p < .001, CFI =
972, TLI = .969, RMSEA = .098, SRMR = .078). All factor loadings estimated by this model were statistically
significant (p < .05) and a level of correlation between factors ranging from .466 (correlation between D1 and
D3) to .813 (correlation between D3 and D5) was obtained. The reliability estimate for each of the dimensions
(Cronbach’s alpha) was as follows: .881 (D1), .879 (D2), .656 (D3), .881(D4), and .851 (D5, with item 24 removed
due to overlap with item 23).

To answer the second research question (exploring how teachers assess the design of their classes, con-
versation management and the communicative role of students) a 5x5x2x3 mixed factorial ANOVA model
was first created with the dimension as an intra-subject factor (5), and the area of knowledge (5), the gender
of the teacher (2) and the percentage of female students (3) as inter-subject factors.

The dimension that obtained the highest response averages was D2 (teachers’ management of the con-
versation, mean = 4.2). D4 follows as dimension with the second highest average (teacher strategies, mean
= 3.8). Next are D3 (students’ conversation management, mean = 3.3) and D5 (student communicative func-
tions, mean = 3.3). Last is D1 (instructional design, mean = 2.8).

The differences between the averages obtained by each dimension were shown to be statistically signifi-
cant (F4778 =188.0; p < .001), with a high effect size (n? = .489).

Regarding question 3 (on the differences between these perceptions based on the variables ana-
lysed) statistically significant differences were found for the variables area of knowledge (F, ., = 5.0;
p < .001) and teacher gender (F,,,, = 17.0; p < .001), although the effect size is small in both cases (n*

= .025 and n? = .021, respectively). In general, the highest response rates were found among teachers
in the Humanities and social sciences and Legal areas (compared to the lowest rates reflected in the
Engineering/Architecture and Science areas), and also among female teachers. There were no signifi-
cant results related to interaction effects between the inter-subject factors analysed, although we did
find significant interactions between some intra-subject effects. Specifically, there is a significant inter-
action between dimension and areas of knowledge (F,, .., = 3.9; p < .001; n? = .019), and dimension and
gender (F, .. = 3.4; p = .010; n? = .017). However, these statlstlcally significant interactions seem to be
the result of marginal differential effects. Figure 3 shows the differences in the assessment of the di-
mensions in connection with areas of knowledge. No significant results were obtained in respect of the

proportion of male and female students (F, ., = 0.8; p =.470).

Figure 3. Differences between gender of teachers and area of knowledge depending on the dimension evaluated.

Regarding the actions and strategies that teachers claim to use in their classrooms to promote OCC,
Figure 4 shows that the least frequent are those corresponding to D1 (instructional design), while the most
frequent are those corresponding to D2 (communication management by teachers) and D4 (teacher strate-
gies to promote OCC).
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Figure 4. Actions and strategies of students and teachers in relation to OCC development
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The results linked to D1, instructional design, highlight that teachers do not make it a priority to promote
their students’ OCC, with low frequencies of evaluation of student productions, requests that students evalu-
ate each other’s productions, and sharing with students the objectives linked to OCC. “Activities to facilitate
OCC" is the only action which can be counted as a high-frequency action (59.4%).

The actions linked to D3, communication management by students, and D5, Student communicative
functions are present more often than the D1 activities, but only in one case does a D3 or D5 action achieve
high frequency: the D3 item “My students autonomously manage their participation in conversations and
discussions” (56.2%). This should be analysed in further depth, since it is a highly complex action on the
part of students, which in our experience does not usually occur in the absence of specific preparation and
instruction.

In contrast to the dimensions regarding the students, instructors have a highly positive perception of their
management of the conversation (D2) and the strategies they use to promote OCC (D4). This very positive
view is somewhat contradictory with respect to their perception of the low participation of students in class.
Specifically, the D3 results (student-led management of conversations) contradict the D2 results, according
to which teachers manage turns for student participation.

4. Discussion and conclusions

This research has provided useful findings on the three research questions: the perception that university
professors have regarding the need for more participatory classes or the participation of their students; the
strategies they employ to promote students’ OCC along different dimensions; and the relationship of these
perceptions and strategies to academic level (bachelor’s or master’s degree), teacher gender, the area of
knowledge and the gender of the students.

The results in connection with the first question indicate that, despite the recognised importance of OCC
in the academic development and professional future of students, it receives scant attention in university
classrooms and presents several areas for improvement.

OCC is an essential component in the preparation of university students, as it allows them to effectively
express and interpret concepts, thoughts and opinions. OCC is not only a predictor of academic achieve-
ment (Mercer et al., 2017) but is also crucial for employability in increasingly competitive sectors (Wright and
Horst, 2013). However, previous research reveals that 60.6% of teachers report low student participation in
their classes, suggesting that there are insufficient opportunities to develop these skills (Ondé et al., 2024).

The lack of clarity in the objectives related to OCC, as indicated by Martin and Chireac (2022), may be a
contributing factor to the perceived lack of participation in university classes. In this way, the model for OCC de-
velopment on which the EVALOE-SSD-UNI digital resource for professional development is based (Gracia et al.,
2022, 2023) highlights the need for instructional design that encourages awareness of students’ own strategies
for promoting OCC, as well as reflection on the intended objectives and the activities and actions necessary
to achieve them. In this sense, the findings of this study on the low participation of students as perceived by
teachers reflect the lack of specific actions in classes necessary to promote OCC. Actions in connection with
conversation management by teachers and students and actions related to instructional design should be con-
sidered as a path to improving OCC in the classroom. These results show the need for teachers to adopt a more
proactive approach in the management of sessions. The aim should be to design classes in a way that makes
explicit the objectives, actions and strategies used while simultaneously encouraging interaction and verbal
exchange between students, along with reflection and evaluation of their own abilities and how to improve
them. This is not limited to oral discussions and presentations, but rather involves a general change in teaching
methodologies. The idea is that the students themselves manage the classes and actively participate, following
individual preparation outside of the classroom (prior readings, exercises, problem solving, artistic productions,
laboratory activities, etc.) or in small groups during the face-to-face sessions (joint problem solving, text discus-
sions, self-evaluation and peer evaluation of outputs, etc.) (Gracia et al., 2025; Ondé et al., 2024).

The results show that 72.8% of teachers are reconsidering their methodologies with the aim of making them
more participatory. This desire for improvement aligns with recommendations on the need to diversify training
activities and prioritise dialogue-focused settings (Doherty et al., 2011; Cebrian-Robles et al., 2018). However,
it is essential that these intentions take shape in specific methodologies and dynamics within the classroom.
There should be a gradual introduction of methodologies in which students and not the teacher are at the cen-
tre, with discussions based on the contents, contributions and questions of students, or reformulations by the
instructors drawn from previous individual or small-group student work. All of this can help to develop OCC as
well as other key skills such as critical and argumentative thinking. Research has shown that these skills are
essential for academic and professional success (Garcia-Mila et al., 2016; Mercer et al., 2017).

Regarding the first and third research questions, a notable aspect of the results is the difference observed
according to the gender of the teacher. Female teachers report increased awareness and a higher frequency
of actions to promote student OCC, which is consistent with previous research suggesting that women tend
to adopt more collaborative approaches (Akhmetova, 2017; Cordero-Aliaga and Romero-Lépez, 2025). This
difference may be related to more inclusive teaching styles that foster a more actively communicative envi-
ronment. In addition, it was observed that teachers with more experience (11-20 years) reported higher levels
of student participation.

The main obstacles identified by teachers to justify the greater frequency of lecture-based and non-par-
ticipatory classes by students include groups with large numbers of students, restrictive time limits for co-
vering curricular content, and a widespread lack of specific training in participatory methodologies. These
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barriers must be addressed to facilitate a real shift towards more participatory practices. The pressure to
adhere to an extensive curriculum can lead teachers to prioritise traditional methods over innovative approa-
ches that foster OCC. This research highlights that the fact of “explaining” all the content in class does not
imply that students master it in a meaningful way or are able to use the material correctly and competently
when required. It is necessary to undertake an in-depth review of what teaching staff understand by learning
and their role as university instructors. The question is whether being a university professor means “presen-
ting all the material”, “explaining the entire syllabus”, or whether it means trying to make students more aware
of their learning process, learning in a more self-regulated way, taking advantage of class time to ask and
discuss what they have read and studied during the course (texts, problems, etc.), and making significant
gains in content acquisition from their participation in class (Moreno Diaz et al., 2025; Rochera et al., 2023).

Through CFA, this research has obtained sample evidence on the conceptual structure around five di-
mensions. The results linked to the second research question (on teachers’ use of strategies to foster stu-
dent-led class management and communicative functions as key elements of their OCC) highlight the need
to encourage the transformation of university classes into settings where teachers encourage students to
make contributions, ask questions, argue, generate inferences, and solve problems. Classes should also be
spaces that invite student reflection on their abilities to ask questions, both regarding more theoretical con-
tent and regarding OCC skills that they will need as future professionals in, for instance, medical practice (gi-
ving good and bad news to patients, clearly explaining what a disease or treatment means, etc.), psychology
(in clinical, educational or other settings), or as advisors, educators, social workers, international aid workers,
or practitioners in one of many other fields (Engin, 2017; Gracia et al., 2024a, 2025; Ondé et al., 2024).

The urgent need to design and implement teacher professional development programmes for university
teaching staff is underscored by this research. It is essential to provide specific training to create classes that
make it possible to introduce and use effective strategies to promote OCC. This includes not only psycho-
pedagogical strategies, but also training on how to manage group dynamics and foster a positive, trusting
and participatory climate. Taking a pragmatic approach to integrating OCC is fundamental for comprehensi-
ve student development (Balloo et al., 2025). Universities should consider training programmes that address
these specific needs to improve both teaching competencies and students’ communication skills (Atkins and
Heron, 2024).

There are several limitations to this research that should be borne in mind when interpreting the results.
The cross-sectional design and non-probabilistic sampling limit the possibilities for generalising the findings.
Similarly, reliance on self-reported data may have introduced biases in teaching staff responses. The hetero-
geneity of Spanish universities, along with the absence of a complementary qualitative analysis, complicates
data interpretation. Finally, the exclusive focus on teacher perceptions, without a direct assessment of the
impact on OCC, limits the overall understanding of the most effective teaching practices.

In conclusion, this research highlights a series of challenges around fostering OCC in Spanish university
classrooms. Regarding the first research question, although there is a growing awareness among teachers
about the importance of adopting more participatory methodologies and abandoning largely unconstructive
transmissive practices, it is still necessary to translate this awareness into effective, generally applicable ac-
tions. Regarding the second research question, the need to move towards an educational model that values
and actively promotes OCC as an integral part of the skills development process is underscored. Therefore,
it is necessary to design training processes for university teachers that equip them with teaching strategies
that foster OCC development among their students. Only in this way will it be possible to ensure that they are
adequately prepared to face the challenges of the current academic and professional world. These training
and reflection processes must be designed while taking into account the differences detected in this study in
relation to the third research question. That is, the designs must consider differences in teachers’ perception
depending on whether they are leading undergraduate or master’s degree groups, the gender of the teacher,
the type of subject and student gender.
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