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a  b  s  t  r  a  c  t

Cooperative  work  is useful  in  education,  as  it has  a positive  impact  on the social,  emotional  and  academic
environment  of  the  student.  This  study  aims  to assess  whether  working  in  cooperative  groups  (CG)  in
the  classroom  promotes  pro-social  and  adaptive  behaviour,  and  decreases  maladaptation  in primary
education  (PE)  children.  A  total  of  78  3rd and  4th  year of  PE  schoolchildren  were  included  in  the  study.
The  effectiveness  of  the intervention  – from  the perception  of teachers  and  family  –  was  assessed  by  using
a  pre-test/post-test  design  with  a  non-intervened  group  (NIG).  Results  were  analysed  using analysis  of
covariance  (ANCOVA).  Results  were  more  significant  from  a teachers’  perception  than  from  a family’s
perception  in  the variables:  pro-social,  adaptive,  and  maladaptive  behaviour.  The  intervention  was  shown
to be  effective  in improving  pro-social  and  adaptive  behaviour  in primary  school  children.  However,
differences  are  observed  between  the perception  of  teachers  and  family  when  assessing  the  behaviour
of  the  children.

©  2017 Universidad  de Paı́s Vasco.  Published  by Elsevier  España,  S.L.U.  All  rights  reserved.

Adaptación  y  trabajo  cooperativo  en  el  alumnado  de  educación  primaria  desde
la  percepción  del  profesorado  y  la  familia

alabras clave:
rabajo cooperativo
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onducta adaptativa
rofesorado
amilia

r  e  s  u  m  e  n

El  trabajo  cooperativo  es  útil  en educación  ya  que  obtiene  resultados  positivos  en  el  ámbito  social,  afectivo
y académico.  El  objetivo  del presente  trabajo  es evaluar  si trabajar  en  grupo  cooperativo  (GC)  en el
aula  fomenta  las conductas  prosociales  y adaptativas,  y disminuye  las  inadaptativas  del  alumnado  en
Educación  Primaria  (EP). Han  participado  en  el  estudio  78  estudiantes  de  tercero  y cuarto  de  EP. Para
determinar  la  eficacia  de  la  intervención  —desde  la  perspectiva  del profesorado  y la  familia—,  se  ha  llevado
a  cabo  un  diseño  pretest-postest  con grupo no  intervenido  (GNI)  analizándose  los datos  mediante  análisis
de  la covarianza  (ANCOVA).  La  intervención  arroja  más  resultados  significativos  desde  la  percepción  del

profesorado  que  desde  la familia  en  las  variables  de  conducta  prosocial,  adaptativa  e inadaptativa.  La
intervención  llevada  a cabo  muestra  su  eficacia  en  la mejora  de  la conducta  prosocial  y adaptativa  del
alumnado  aunque  se observan  discrepancias  entre  la  percepción  del profesorado  y de  la  familia  en  la
valoración  de  la  conducta  infantil.
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Introduction

School is where most children get to know their peers, make
their first friends and participate in group activities. School
relationships have positive and negative effects on adjustment, aca-

demic performance and the sense of belonging (Hamre & Pianta,
2001; Klem & Connell, 2004). The quality of friendship in childhood
influences school adjustment in adolescence (Wentzel, McNamara-
Barry, & Caldwell, 2004). The degree of integration in the peer
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roup has important implications for personal wellbeing and psy-
hosocial development (Carrasco, Alarcón, & Trianes, 2015). On the
ontrary, peer rejection predicts an increase in internalised and
xternalised problems (Kraatz-Keily, Bates, Dodge, & Pettit, 2000).
uffering rejection by peers predicts anxiety, depression, avoid-
nce of social relationships (Gazelle & Rudolph, 2004) and, over
ime, the risk of antisocial behaviour in adolescence, even if the
xteriorisation of problems has been controlled during childhood
Ladd & Burgess, 2001). Moreover, children who  have no friends in
hildhood are likely to suffer from limited prosocial behaviour and
motional problems (Wentzel et al., 2004). In sum, the association
etween suffering problems with peers in childhood and showing
sychosocial adjustment problems in adolescence has been proven.

Using Cooperative Work (hereinafter CW)  as a methodology in
lassrooms has proved useful in education. CW involves an inter-
ctive approach to organising classwork in which students are
esponsible for their own learning as well as their peers’ learning
Rodríguez & Herrera, 2010). After listening to the teacher’s instruc-
ions, each Cooperative Group (hereinafter CG) has to organise, plan
nd carry out the task by consensus (Rodríguez & Herrera, 2010).
herefore, CW is an instrument to encourage learning in students,
egardless of their personal characteristics and educational needs,
nd so as to promote dialogue, coexistence, solidarity and cooper-
tion skills (Pujolàs & Lago, 2011). CW has proven effective to: (a)
evelop social skills in students (Lavasani, Afzali, & Afzali, 2011);
b) facilitate the inclusion of students with learning difficulties
nd promote intersonal relationships with students with differ-
nt learning needs and different cultural and ethnic backgrounds
Gillies, 2014); and (c) decrease racist attitudes (Díaz-Aguado,
003). Also, CW has a positive effect on emotional development, as

t: (a) promotes self-esteem (Bertucci, Conte, Johnson, & Johnson,
010); (b) increases intrinsic motivation (Hanze & Berger, 2007); (c)

ncreases the group’s perception of cohesion and social responsibil-
ty towards the learning of others (Gillies, 2004); and (d) increases
eam power, that is, the trust in the team, hence the effectiveness
f the group in future CW situations (León, Mendo-Lázaro, Felipe-
astaño, Polo, & Fajardo-Bullón, 2017). To achieve good results in
he CG, teachers must define the goal of the task (Prien, Taylor, Renn,

 Janz, 2000). In fact, one of the reasons why CW is sometimes not
ffective is the lack of teacher training (Sharan, 2010).

Since CW is an increasingly common methodology (Suárez,
010), it is necessary to assess the effectiveness of programmes
romoting it. A review of psycho-educational interventions in
ecent years in Spain shows that most of them have been assessed
y students (Cerrillo-Martín, 2006; Coelho, Sousa, & Figueira,
014), teachers (González-Valenzuela, Martín-Ruíz, & Delgado-
íos, 2012), mediators (Cerrillo-Martín, 2006) and external
esearchers (Justicia-Arráez, Pichardo, & Justicia, 2015). Regarding
he assessment of the Programme presented in this study, it shows
elatively innovative aspects, as it has taken into account the per-
eption of parents (family). A multi-source approach was used, in
rder to involve the participation of teachers/tutors and family (stu-
ent’s parent). Both sources are considered reliable and valid for
ssessing children’s behaviour (Trianes, Blanca, García, Muñoz, &
ernández-Baena, 2007). Additionally, these two sources provide
ifferent information, depending on the context, the informant’s
rospects or bias and the possible errors of measurement (Kraemer
t al., 2003). The use of a multi-source approach is not intended
o identify which source has the exclusive truth about the child
n question, but rather to draft a more comprehensive view of
he child’s behaviour in the different contexts (Rubin, Bukowski,

 Jeffrey, 2006).

This study aims to assess the effectiveness of a programme to

evelop competent social relationships in primary education (Trianes,
012) in the third module learning to help and cooperate,  aimed
o promote prosocial behaviour and school adjustment as well
áctica, (2018), 23 (1) , 56–62 57

as to decrease maladaptation, based on data collected from tea-
chers and family. In particular, the aim is to analyse the differences
between students involved in the intervention (IG) and students
that are not (NIG), in relation to the following variables: prosocial
behaviour,  adaptive behaviour and maladaptive behaviour.  Expected
results would involve a significant increase in prosocial behaviour
(Hypothesis 1) and adaptive behaviour (Hypothesis 2), along with
a significant decrease in maladaptive behaviour (Hypothesis 3), in
the IG in relation to the NIG. Also, teachers are expected to shed
more significant results than family, due to their greater proximity
to students in the school context where the assessment is taking
place.

Method

Participants

Participants were 86 schoolchildren (50 boys and 36 girls) aged
between 7 and 10 years old (M = 8.62, SD = .76), attending a public
PE school in a town of the province of Malaga (Spain). Students were
divided into two  groups depending on whether they participated
in the intervention programme or not. The intervened group (IG)
was composed of 42 students (23 boys and 19 girls) from 3rd and
4th years (two classes), while the non-intervened group (NIG) was
composed of 44 students (27 boys and 17 girls) from the same years
(two classes). Participants were also 86 families of the students
and four teachers/tutors from the two classes (two men  and two
women).

Neither the choice of school nor the assignment of students to
groups was  made randomly. The school where the research was
conducted was the school assigned to one of the authors of this
study (who is also a teacher) by the Ministry of Education of the
Regional Government of Andalusia, which did not participate as an
informant in this research.

Instruments

BASC-2 (Behaviour Assessment System for Children and
Adolescents)

This test assesses four adaptive aspects and ten maladaptive
aspects of children’s behaviour (Reynolds & Kamphaus, 1992). Its
Spanish adaptation (González, Fernández, Pérez, & Santamaría,
2004) was used in this study. In addition, this research used the
P-2 questionnaire to be completed by families (134 items) and
the T-2 questionnaire by teachers (149 items). While both ques-
tionnaires assess the same aspects, T-2 provides an extra analysis
on study skills and learning problems. Both questionnaires have a
Likert response format and five answer options.

The study assesses four aspects of adaptive behaviour:  adapt-
ability, leadership,  social skills and study skills; and ten aspects
of maladaptive behaviour:  aggressiveness,  hyperactivity, behavioural
problems, anxiety, depression,  somatisation, atypicality,  withdrawal,
learning problems and attention problems.

In the Spanish version, the T-2 and P-2 scales show a reliability
of around .80 measured by the Cronbach’s alpha coefficient, thus
showing adequate internal consistency in the different normative
groups. Test–retest correlations showed satisfactory values after
three months (.82 and .88, respectively).

In the study sample, the T-2 scale scored Cronbach alpha values
(˛) of .90, McDonald Omega (�)  of .91 and a percentage of explained
variance of 68.66. As for the P-2 level, results are similar (  ̨ = .89,
� = .90 and 67.54% of explained variance). Results are satisfactory.
PBQ (Prosocial Behaviour Questionnaire)
The Prosocial Behaviour Questionnaire (PBQ) assesses positive

aspects in the social behaviour – i.e. helping, cooperating, sharing
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nd comforting – of children aged 5–11 years old (Weir & Duveen,
981), and is widely used in plenty of research studies in Spanish-
peaking contexts (Garaigordobil, 2005). Teachers complete the
BQ after observing children’s social behaviour for a period of time.
t contains 20 items in a Likert response format and 5 answer
ptions. It displays a unifactorial structure and offers a final total
core.

The psychometric studies conducted on the Spanish version
Garaigordobil, 2005) successfully confirm the reliability and valid-
ty of the instrument. In order to explore its test–retest reliability,

 retest is conducted with a three weeks time interval, obtaining a
orrelation coefficient of .93. A high level of internal consistency
Cronbach’s alpha coefficient = .94) was also observed. Validity
tudies showed that prosocial behaviour negatively correlates with
ehaviours of sorrow, anguish, hesitation (r = −.41), demanding
ehaviour (r = −.40) and deviant behaviour (r = −.46). In the study
ample, results show an  ̨ coefficient of .93, a � coefficient of .94
nd 68.12% of explained variance. Results are satisfactory.

rogramme

The programme to develop competent social relationships in pri-
ary education (Trianes, 2012) has three modules: (1) Improving the

lass climate; (2) Solving problems with schoolmates without fighting;
nd (3) Learning to help and cooperate.  This study has used the third
odule learning to help and cooperate,  which aims to promote CW
hile providing Primary Education (hereinafter PE) students with

he required skills to work cooperatively. Likewise, the module is
ivided into three parts. The first part is called getting started in
ooperative groups and includes four activities: (1) Introducing CGs;
2) Designing CGs; (3) Implementing CGs; and (4) Assessing CGs.
he second part is called learning skills to work in CGs and includes
ve activities: (1) Difficulties to cooperate; (2) Learning to help

n CGs; (3) Getting organised in CGs; (4) Learning discussion and
ebate skills in CGs; and (5) Working cohesion and strength in CGs.
inally, the third part is called we can help and cooperate anywhere
nd includes five activities: (1) Learning to help; (2) Learning to
sk for help; (3) Help and ask for help in everyday life; (4) Confor-
ity and lack of solidarity (obstacles to give and seek help); and

5) We  can always help and cooperate anywhere. This programme
oes not have closed activities. Instead, the teacher decides which
ontents and specific objectives to work in class and each activity
ends to achieve a specific skill.

rocedure

The first step was to obtain the ethical permission to conduct
he research from the school. Researchers responsible for this study

et  with the head teachers of the participating schools in order to
xplain the research objectives, present the programme (Trianes,
012), introduce the assessment instruments and request the cor-
esponding permissions. Then, schoolteachers were informed and
heir collaboration requested. A teacher agreed to use the pro-
ramme  in 3rd and 4th year of PE (one class group for each level)
nd four teachers/tutors from 3rd and 4th year of PE (two class
roups for each level) agreed to complete the questionnaires before
nd after the intervention. Participating teachers were given pre-
est questionnaires to be completed and returned in a fortnight. A

eeting with participants’ families was held in October to explain
he research and request collaboration. Pre-test questionnaires
ere taken home by children and returned to the school three days

fter.

From October to May, the Natural Sciences teacher of the IG

sed cooperative work as a methodology to teach her class group,
ollowing the activities suggested by learning to help and cooperate
Trianes, 2012). The programme does not include closed sessions.
dáctica, (2018), 23 (1) , 56–62

Instead, the programme methodology is used to teach Natural
Sciences lessons throughout the entire year. Each session lasts
for 45–60 minutes every day. The post-test assessment was con-
ducted in June, after completion of the intervention. It involved
the same sources and procedures as in the pre-test. Sources, tea-
chers and family members were blinded as to which group students
belonged: IG or NIG.

Data analysis

A pre-test/post-test design with the NIG has been carried out
in this study with the purpose of assessing the effectiveness of
the third module learning to help and cooperate of the programme
(Trianes, 2012). The set of variables under study are grouped
into three categories according to the type of conduct: prosocial
behaviour, adaptive behaviour (adaptability, social skills, leader-
ship and study skills) or maladaptive behaviour (anxiety, atypicality,
depression, hyperactivity, conduct problems, withdrawal, somati-
sation, learning problems, aggression and attention problems). All
variables refer to the perception teachers and families have on these
variables.

A number of analyses of covariance (ANCOVA) were performed,
where the factor was the group variable with two levels: control
(NIG) and experimental (IG). The dependent variables (DV) were
the scores of the variables in the post-test, and the covariates were
scores of the same variables in the pre-test. In addition to the para-
metric assumptions (quantitative DV, normal data distribution and
variance homoscedasticity), this test requires compliance with two
other assumptions: (1) To verify the existence of a non-zero lin-
ear relationship between the DV and the covariate in all groups
together. If there is no such relationship, conducting an ANCOVA
does not make sense, so a unifactorial ANOVA should be conducted
alternatively; (2) To check the homogeneity of regression slopes;
that is, to ensure that the linear relationship of the DV and the
covariate is the same in all groups. If this assumption is not met,
a factorial ANOVA should be conducted, by forming blocks of sub-
jects based on the covariate (covariate lock) and introducing the
covariate as a new factor in the analysis.

Results

The results obtained in this study are shown in the following
order: (1) results regarding the perception of teachers in the set
of variables, and (2) results regarding the perception of family in
the set of variables. In both cases, the results shown first are those
extracted from the variables analysed by ANCOVAs, followed by
results from the variables analysed by unifactorial ANOVAs or fac-
torial ANOVAs.

Perception of teachers

Table 1 shows the following descriptive statistics: mean,
standard deviation and adjusted mean, in all variables analysed.

Next, the results from the variables analysed by ANCOVAs are
shown. All variables are statistically significant except for leader-
ship. The variables prosocial behaviour and adaptability have scored
higher adjusted means in the IG than in the NIG, according to
teachers’ view. In turn, the variables atypicality,  depression,  hyper-
activity, behavioural problems, aggressiveness and attention problems
have scored lower adjusted means in the IG than in the NIG, accord-
ing to teachers’ view. Results from the ANCOVA analysis are shown
in Table 2. Table 3 shows the pairwise comparisons in the group

factor by using the Bonferroni adjustment on all variables analysed.

Next, the results obtained from the variables analysed by facto-
rial ANOVAs will be displayed. T-tests were conducted on pre-test
scores in all variables analysed with factorial ANOVA, to check for
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Table  1
Mean descriptive statistics (M), standard deviation (SD) and adjusted mean
(adjustedM)

M SD adjustedM

Prosocial behaviour
NIG 50.24 7.20 47.53
IG 55.90 6.15 58.75

Adaptability
NIG 21.27 3.61 20.17
IG 22.81 4.31 23.97

Atypicality
NIG 18.66 4.78 18.24
IG 16.36 3.20 16.80

Depression
NIG 13.04 3.02 12.95
IG 11.10 3.11 11.20

Hyperactivity
NIG 20.98 7.02 22.22
IG 20.21 9.40 18.91

Behavioural problems
NIG 11.60 2.20 11.99
IG 11.07 3.10 10.66

Aggressiveness
NIG 19.84 5.39 20.81
IG 19.59 7.85 18.57

Attention problems
NIG 18.73 6.50 19.05
IG 16.81 7.45 16.48

Leadership
NIG 23.59 3.72 22.63
IG 23.61 7.49 24.64

Table 2
ANCOVA test results, showing values of F statistic, statistical significance and effect
size  (�2

partial
)

F p �2
partial

Prosocial behaviour 42.66 <.001 .33
Adaptability 20.85 <.001 .20
Atypicality 7.89 <.01 .09
Depression 11.37 <.01 .12
Hyperactivity 8.88 <.01 .10
Behavioural problems 15.95 <.001 .16
Aggressiveness 6.71 <.05 .08
Attention problems 8.81 <.01 .10
Leadership 1.76 .19 .01

Table 3
Pairwise comparisons with the Bonferroni adjustment

Mean difference Standard error p

Prosocial behaviour 11.22 1.72 <.001
Adaptability 3.80 .83 <.001
Atypicality 1.44 .52 <.01
Depression 1.75 .52 <.01
Hyperactivity 3.31 1.11 <.001
Behavioural problems 1.33 .33 <.01
Aggressiveness 2.24 .87 <.01
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Table 4
ANCOVA test results, showing values of F statistic, statistical significance and effect
size  (�2

partial
)

F p �2
partial

Social skills 25.69 <.001 .24
Anxiety 12.95 <.01 .13
Withdrawal 24.32 <.001 .23
Somatisation 8.68 <.01 .10
Learning problems 7.37 <.01 .09

Table 5
Pairwise comparisons with the Bonferroni adjustment

Mean difference Standard error p

Social skills 7.98 1.58 <.001
Anxiety 2.64 .73 <.01
Withdrawal 4.49 .91 <.001
Attention problems 2.57 .86 <.01
Leadership 2.01 1.51 .19

ifferences between IG and NIG scores. Results show no statisti-
ally significant differences in any of the variables, which suggests
hat groups are homogeneous. As for post-test scores, all vari-
bles show statistically significant differences in the main effect

f the group factor, except for the variable study skills, which is
ot statistically significant. The variable social skills shows a higher
djusted mean in the IG than the NIG after the intervention, accord-
ng to the perception of teachers. Likewise, the variables anxiety,
Somatisation 1.31 .45 <.01
Learning problems 3.18 1.17 <.01

withdrawal, somatisation and learning problems show a lower
adjusted mean in the IG than the NIG, according to the perception
of teachers. Results of the factorial ANOVA analysis are shown in
Table 4. Table 5 shows the pairwise comparisons in the group factor
by using the Bonferroni adjustment on all variables analysed.

Perception of students’ families

Table 6 shows the following descriptive statistics: mean,
standard deviation and adjusted mean, in all variables analysed.

All variables analysed met  the assumptions required for
conducting ANCOVAs. Only anxiety was  statistically significant
[F(1.78) = 7.30, p < .01, �2

partial = .10], which indicates that students
in the IG show lower adjusted means in anxiety than students in the
NIG after the intervention. Adaptability, aggressiveness,  atypicality,
depression,  social skills, hyperactivity, leadership,  attention problems,
behavioural problems, withdrawal and somatisation were not statis-
tically significant, indicating that the adjusted means in both groups
did not differ after the intervention. Table 4 shows the following
descriptive statistics: mean, standard deviation and adjusted mean,
in all variables analysed.

Discussion

Results from the present study on the effect of the third module
learning to help and cooperate of the programme to develop compe-
tent relationships in primary education (Trianes, 2012) have shown
differences between teachers’ and parents’ view in virtually all vari-
ables except for anxiety and leadership.  Results are consistent with
other research studies that used a multi-source approach and could
only reach a partial agreement among the variables (Karver, 2006).
Inconsistencies may  be due to the fact that teachers build children’s
social-emotional adjustment based on social contents related to
the school context, whereas parents do so based on social contents
related to the family context (Fernández-Vilar, 2012). Thus, chil-
dren can behave differently depending on whether they are at
school or in the family context (Frank, van Egeren, Fortier, & Chase,
2000), as a consequence of the different expectations of teachers
and parents regarding their behaviour.

Regarding prosocial behaviour from teachers’ view, students who
have worked cooperatively in class during the activities in the pro-
gramme, have significantly increased their prosocial behaviour,  thus

Hypothesis 1 has been met. Such result directly refers to the objec-
tive of the Programme, i.e. to increase cooperative and helping
behaviour. Getting children involved in helping activities encour-
ages their prosocial behaviour (Staub, 2003). The above results
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Table 6
Mean descriptive statistics (M), standard deviation (SD) and adjusted mean
(adjustedM)

M SD adjustedM

Anxiety
NIG 15.03 3.13 15.07
IG 13.40 3.79 13.34

Adaptability
NIG 26.80 3.15 27.03
IG 26.60 3.52 26.34

Aggressiveness
NIG 18.80 3.50 19.22
IG 19.46 5.40 19.10

Atypicality
NIG 16.50 2.99 16.89
IG 17.05 4.63 16.62

Depression
NIG 17.52 3.45 17.30
IG 16.93 5.46 17.16

Social skills
NIG 44.60 5.92 44.40
IG  43.56 7.42 43.76

Hyperactivity
NIG 16.00 3.70 16.64
IG 16.37 4.32 15.74

Leadership
NIG 27.35 5.09 27.31
IG 27.60 5.74 27.63

Attention problems
NIG 13.65 3.83 14.10
IG 14.30 3.92 13.85

Behavioural problems
NIG 12.88 2.52 13.46
IG  14.54 4.44 13.96

Withdrawal
NIG 15.10 2.90 15.08
IG 14.63 3.15 14.66

Somatisation
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NIG 19.28 4.21 19.46
IG 19.40 5.85 19.21

re consistent with further programme interventions that pro-
ote peer-support and cooperation (Moraru, Stoica, Tomuletiu, &

ilpisan, 2011), as children who are taught to cooperate show more
upport and attention to their peers (Golub & Buchs, 2014).

Regarding adaptive behaviour from teachers’ view, students
nvolved in the intervention increased their social skills and adapt-
bility,  but not their study skills and leadership.  The programme
romotes the use of skilful language to give and seek help and
ncourages debating skills such as respecting turn-taking, estab-
ishing eye-contact with the speaker, giving credit and respecting
thers’ opinions. Developing such contents encourages the acqui-
ition of social skills. These results are in line with those reported
y teachers in similar school interventions (Justicia-Arráez et al.,
015).

The increased adaptability in students may  be interpreted as
 general benefit of the programme. Working in CGs increases
daptation and group cohesion, and reduces individualistic, author-
tarian and argumentative attitudes and behaviours (Yhan & Liu,
004). Furthermore, cooperative work increases the quality and
uantity of peer-relationships (Carrasco, 2015), thus facilitating
tudents’ integration.
As for study skills, they have not significantly increased from
eachers’ view. This may  be due to teachers’ lack of experience
ssessing skills and strategies involved in CW and/or in project
ork, and because they may  still have a traditional view of
dáctica, (2018), 23 (1) , 56–62

teaching and learning, one that is less active and participatory and
more likely to involve rote learning.

Neither of the two sources has yielded significant differences
in leadership.  Leadership is worked out in the contents of the pro-
gramme, as each CG has a leader who is democratically elected by
the group members. This result may  be due to the fact that children
and adults may  have a different concept of a “leader”: while chil-
dren think of a leader as someone different every day, depending
on the activity and the context of the day, adults think of leadership
as a rather permanent quality.

Regarding family, no significant differences were found in adap-
tive behaviour:  adaptability, leadership and social skills. This result
may  be explained because parents value adaptive behaviour based
on their family context (Frank et al., 2000), and children at these
early ages are usually well-adapted at home. In short, after the
intervention with learning to help and cooperate (Trianes, 2012),
adaptive behaviour has increased from teachers’ view but not from
parents’ view, so Hypothesis 2 was  only partially met.

Finally, with regards to maladaptive behaviour,  both teachers and
family show significant differences in relation to anxiety. This result
may  be due to the fact that children have worked in cooperative
groups and children who  help others are usually accepted by their
peers (Monjas, Sureda, & García-Bacete, 2008), which reduces anx-
iety. It is worth stressing the latter result. When working in CGs,
students learn to overcome frustration and solve problems with
each other (Kershner, Warwick, Mercer, & Staarman, 2014), which
has a positive impact on decreasing anxiety and is shown in both
school and family contexts.

Regarding teachers’ point of view, students involved in the
programme have decreased their attention problems, learning
problems and behavioural problems. Furthermore, the motiva-
tion to study, achieved through CW,  has generally improved
students’ behaviour in class. Other research studies report a
positive relationship between social behaviour and academic
motivation (Inglés, Martínez-González, Valle, García-Fernández, &
Ruiz-Esteban, 2011). Del Rey and Ortega (2005) found an inverse
relationship, i.e.  between (1) lack of motivation to study and lack
of expectations of academic success; and (2) disruptive behaviour.

Teachers also reported a significant decrease in aggressiveness.
As observed in this intervention, by increasing cooperative and
helping behaviour, the social climate is usually improved and
aggressiveness is decreased (Chen & Wei, 2011; Ward, 2013).

Finally, atypicality,  depression and withdrawal show a significant
decrease from the perception of teachers. Students were able to
overcome these psycho-pathological variables by working with the
programme, which encourages help and cooperation in class. By
doing so, students have reached a great psychological adjustment,
as prosocial behaviour is an indicator of psychological adjustment
(Guevara, Cabrera, & Barrera, 2007).

From the perception of family, no significant results were found
in maladaptive behaviour.  This may  be due to the fact that fami-
lies are less effective when they provide information about their
children’s behaviour in the school context. Furthermore, research
assigns less rigour to this source than to teachers (Guijo, 2002).

In short, after the intervention with Learning to Help and Cooper-
ate (Trianes, 2012), maladaptive behaviour has decreased from the
teachers’ view but not from the parents’ view, so Hypothesis 3 was
only partially met.

The programme to develop competent social relationships in PE
(Trianes, 2012) has proven to be effective in its three modules. It
has published results, from the perception of teachers regarding
the first module improving the class climate and the second module

solving problems with schoolmates without fighting (Sánchez, Rivas,
& Trianes, 2006; Sánchez, Trianes, & Rivas, 2009); as well as from
the perception of students regarding the third module learning to
help and cooperate (Carrasco et al., 2015). With the assessment of
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earning to help and cooperate from the perception of teachers and
amily, the assessment of this instrument has been completed. It
as proven to be effective in developing interpersonal and intrap-
rsonal competence in students.

However, the present study has some limitations. Firstly, the
ample is limited and all students belong to the same school. Future
tudies should be conducted with larger samples and students from
ifferent schools. Secondly, the intervention of the programme was
arried out by the same teacher in both intervened classes. Future
nterventions with the programme should be carried out by differ-
nt teachers, in order to avoid the bias caused by the one teacher.
inally, and because a standardised sample was  used, this research
as not requested permission from the Ethics Committee of the
niversity of Malaga. However, future research will have to request

uch permission.
With regards to practical implications of the research, it is worth

ighlighting the fact of providing teachers with a validated pro-
ramme  to teach students to help and cooperate, due to both the
exibility of the activities suggested and the methodology, which
elps implementing the school curriculum. Therefore, teachers
re offered a new instrument to promote school adjustment and
ehaviours of help and cooperation among their students during
lass, so there is no need to add a specific class to work these skills,
hich would either reduce the class time or increase school hours.

he implementation of the programme should be continued, only
his time pursuing educational values rather than validation values,
or example: equality between boys and girls.
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