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Editorial

As part of his epistemology and in his criticism of Heraclitus’ theory of constant flux and the Sophists’ world-
view, the philosopher Plato argues, in a way that is as solid as it is graphic, that change has two dimensions. On 
the one hand, renewal and movement towards the creation of a new and hitherto unheard-of category; and, on the 
other, partial permanency, which maintains links with the essence, with the innermost parts of what comprises 
the being, thus configuring it as an identifying and distinctive factor. According to Plato, this is how the idea of 
movement makes sense, in contrast with that of replacement, which has various consequences for practical life.

Some lines by the Colombian writer and photographer Andrés Hurtado also illustrate this well. In his book Car-
tas del camino (Letters from the path, 2013), he describes the potential elevated horizons that open up to us during 
our watchful journey along new pathways over the passage of time:

Somewhere it waits for you.

Set off now, my little nomad!

Abandon the usual pastures.

Give up your plots of land and, thus,

naked as all new-borns,

one day you will know

the watering places of the eagles.

The conjunction between this Platonic idea and these hopeful lines is appropriate for defining the moment the 
Revista Española de Pedagogía (REP) finds itself in, more than eighty years since its creation: namely, in a 
gradual transition, with a constant view to improving and staying up to date while, at the same time, aspiring to 
maintain high standards of quality and an equilibrium between its identity as an academic journal with a long 
tradition in the area of pedagogy.

With this dual aim, in recent months, we have launched a number of initiatives, which will be joined by others 
under the framework of the principles of internationalisation, openness, and improving the quality of management. 
So, we have expanded and updated our editorial team, adding researchers from different universities and geo-
graphical locations, making it possible to continue to consolidate the international scope of the research we publish. 
At the same time, this restructuring has required a review of our internal processes with the aim of improving and 
guaranteeing the editorial quality of our journal and its relationship with potential authors, reviewers, and the 
different members of its committees.

We have also launched a significant digitalisation process that is implemented at various levels. Thus, from 
January 2024, the journal is published digitally in open access, with whole issues and articles being available 
online, from the first work (published in the REP in 1943 by the Catalan psychologist and pedagogue Fernando M. 

Editorial
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Palmés, and titled “Technique of memory in the learning process”) up to the present day. This means the end of 
subscriptions and the sale of printed copies, placing us in line with the majority of academic journals in the coun-
tries surrounding us.

Lastly, our web page will undergo a significant update with the aim of modernising the REP’s. A more in-depth 
innovation will be additionally put in place. This will fundamentally affect our authors and reviewers, as it com-
prises the use of a platform for managing submissions in their entirety, from reception to review and notification. 

In the rough scientific waters that academic journals navigate nowadays, we trust that these measures will to 
help maintain our readers’ interest in the REP. Also to increase the journal’s appeal for new researchers from 
around the world, owing to its accessibility, visibility, breadth of distribution, transparency and the ease of use of 
the management resources. All this without losing sight of our academic responsibility when faced with the high 
demands of quality educational research in the works we publish. 

Elias Said-Hung and Juan Luis Fuentes

Directors
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Abstract:
Recent attention to character formation as the key to 

moral education has also regarded personal and fictional 
role models as appropriate means to this end. Moreover, 
while one may have grave reservations about the influ-
ence of personal role-models (perhaps upon the young by 
those they happen to admire), serious fiction has often 
been considered an inspirational source of moral exam-
ple. Still, while this paper ultimately mounts a defence 
of the moral educational potential of literature, it is also 
concerned to press two significant reservations about any 
and all attention to fictional character as a means to such 
education. First, since the ultimate meaning of any fic-
tional character and conduct is largely, if not exclusively, 
confined to their narrative contexts, we should not sup-
pose them to have any direct role-modelling application 
to the affairs of human life beyond such contexts. Second, 
and more significantly, since morality is also ultimately 
more than and/or not entirely reducible to the contingen-
cies of human character, attention to either fictional or 
real-life character must anyway fall somewhat short of 
full moral education.

Keywords: literature, fiction, character, virtue, moral edu-
cation.

Resumen:
El interés reciente por la formación del carácter como aspecto 

clave en la educación moral ha llevado a considerar también los 
modelos de referencia personales y ficcionales como medios apro-
piados para este fin. Además, aunque uno pueda albergar serias 
reservas con respecto a la influencia de los modelos de referencia 
personales (quizá la que ejercen sobre los jóvenes las personas 
que estos admiran), la ficción seria se ha visto a menudo como 
una fuente inspiradora de ejemplo moral. Aun así, a pesar de que 
este artículo defiende el potencial de la literatura como promotor 
de la educación moral, también expresa dos reservas importantes 
sobre la atención dedicada a los personajes de ficción como medio 
para dicha educación. En primer lugar, puesto que el sentido final 
de cualquier personaje y conducta ficcionales está, en su mayoría 
(si no en exclusiva), limitado a sus contextos narrativos, no debe-
ríamos asumir que tienen alguna aplicación directa como mode-
lo de referencia en los asuntos de la vida humana fuera de esos 
contextos. En segundo lugar, y aún más importante, puesto que 
la moralidad es, en última instancia, algo más que (o no reducible 
totalmente a) las contingencias del carácter humano, la atención 
a un personaje de ficción o de la vida real no es suficiente, en 
cualquier caso, para una educación moral completa.

Palabras clave: literatura, ficción, personaje, carácter, vir-
tud, educación moral.

Satan’s virtues:  
On the moral educational prospects of fictional character

Las virtudes de Satanás: perspectivas de educación moral del personaje de ficción

David Carr, PhD. Emeritus Professor. University of  Edinburgh (david.carr@ed.ac.uk).
David CARR

Date of reception of the original: 2023-10-13.
Date of approval: 2023-11-21.
Please, cite this article as follows: Carr, D. (2024).Satan’s virtues: On the moral educational prospects of fictional character [Las virtudes de Satanás: 
perspectivas de educación moral del personaje de ficción]. Revista Española de Pedagogía, 82 (287), 5-16. https://doi.org/10.22550/2174-0909.3923

“Poetry is something more philosophic and of graver  
import than history, since its statements are of the na-
ture more of universals, whereas those of history are 
singulars. By a universal statement I mean one as to 

what such or kind of a man will probably or necessarily 
say or do, which is the aim of poetry.”

(Aristotle, 1941a, p. 1464)

mailto:david.carr@ed.ac.uk
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“We touch here on a central dilemma of literature. If 
literature is didactic, it tends to injure its own integrity; 
if it ceases wholly to be didactic, it tends to injure its 
own seriousness.”

(Frye, 1974, p. 169) 

1.  Theorising moral education
Briefly, the dial of modern academic thought about 

moral learning and education seems to have swung 
between two apparently opposite poles of attention to 
rational thought and principle on the one hand and 
focus on character and practical conduct on the other. 
The former emphasis on thought and principle, un-
der the (probably main) influence of sociologist Emile 
Durkheim (1973) and psychologists Jean Piaget (1932) 
and Lawrence Kohlberg (1974), was to dominate moral 
educational theorising for much of the twentieth cen-
tury. For all these theorists, it was basically an applica-
tion to educational practice of the deontological ethics  
of the philosopher Immanuel Kant. On this view, mor-
al development is largely a matter of cultivation of 
rational respect for universal principles of other-re-
garding rights and justice. On the other hand, the 
emphasis on moral education more as the psycholog-
ical cultivation of character and correct practical con-
duct, while undoubtedly drawing some inspiration 
from the learning theory of early twentieth century  
(Russian and American) behaviourism, seems to have 
been largely a late twentieth-century reaction to what 
was perceived as the excessive rationalism and intel-
lectualism and insufficiently practical focus of cogni-
tive developmental theory (see, for example, Ryan & 
Bohlin, 2003; Lickona, 2004).

A moment’s thought, however, should suffice to 
show that any extreme swing of the pendulum be-
tween moral reason and practical conduct is hardly 
helpful and that responsible moral agency (as in the 
case of other human action) cannot be other than ap-
propriate conduct in the light of some form of reason. 
In this light, it has seemed for many contemporary 
theorists of moral education that final reconciliation 
of any and all oppositions between moral educational 
reason and conduct is to be found in a recently revived 
ethics of virtue drawing mainly on Aristotle’s Nicoma-
chean ethics (1941b). On this view, to be sure, the key 
components of moral life, commonly referred to in An-
glophone usage as virtues (via the Greek arete and the 
Latin virtus) are basically qualities of good character. 
Such qualities are considered good (morally and oth-

erwise) as conducive to the human well-being or flour-
ishing of Aristotle’s ethically naturalist conception of 
eudaimonia. Virtues such as self-control, courage,  
justice and fair dealing shape or condition human 
conduct in generally positive or beneficial directions, 
whereas human vices, such as indiscipline, cowardice  
and deceit, are the source of human ill or harm. 
However, such virtues are not merely mechanical or 
conditioned routines or habits. Rather, they are dis-
criminating responses to the needs or requirements of 
some particular human circumstances under the ra-
tional guidance of that intellectual virtue of practical 
wisdom to which Aristotle refers as phronesis. It is via 
the rational exercise of phronesis that we can come to 
appreciate that courage, for example, is not always a 
matter of mere fearlessness: in short, that as much 
moral error may lie in store from the insufficient fear 
or caution of recklessness as from the excessive fear 
of cowardice.  

To be sure, this is something that we may know 
on the basis of familiar (empirical) human interactive 
experience: those who are characteristically self-con-
trolled, courageous and respectful of the interests, 
rights and feelings of others are generally regarded 
as better and admired more than those who have no 
self-control, pluck or fellow-feeling. Still, while such 
considerations about good character appear well and 
good up to a point, they are far from morally conclu-
sive or unproblematic. To start with, phronesis, or 
practical wisdom, may have its uses for the right psy-
chological balance of rational perception and affect in 
(say) the proper exercise of courage; thus, for exam-
ple, absence of fear may be as (morally or otherwise) 
bad as excessive fear. However, it is less than clear 
how it might serve well in advising us how to act in 
those not humanly infrequent circumstances of moral  
uncertainty wherein it is precisely unclear what we 
should do. Thus, for example, in the famous soliloquy 
of Shakespeare’s Hamlet, the prince asks (presumably, 
about which is of more virtuous character): “Whether 
’tis nobler in the mind to suffer the slings and arrows 
of outrageous fortune or to take up arms against a sea 
of troubles and by opposing end them?”. Here, whatev-
er phronesis may have to contribute to Hamlet’s grasp 
of courageous action, it would hardly seem to help 
much towards advising what he should do. And, to be 
sure, Aristotle himself is fairly explicit that practical 
wisdom, as a form of deliberation rather than knowl-
edge (Aristotle, 1941b), must fall short of any such ad-
vice in Hamlet’s or like circumstances. Indeed, all that 
phronesis seems to offer to would-be virtuous agents is 



Editorial
R

evista E
sp

añola d
e P

ed
agogía

year 8
2
, n

. 2
8
7
, Jan

u
ary-A

p
ril 2

0
2
4
, 5

-1
6

7 EV

the advice that there are no general rational principles 
whereby such moral questions might be decided and 
that what it might be right to do depends much upon 
the agent’s particular context or circumstances. But 
this is not much help to Hamlet either: he could be as 
clear as day about his circumstances, but yet quite un-
clear about precisely whether he should or should not 
rightly slay his uncle and stepfather Claudius. 

But it seems a no less serious problem about basing 
morality on some notion of good or virtuous charac-
ter that, apart from the fact that agents of bad or vi-
cious character may sometimes perform good actions, 
agents of virtuous or morally exemplary character can 
act badly or even wickedly. It is neither logically con-
tradictory nor at odds with common experience that 
genuinely temperate, courageous (or even mostly oth-
er-regarding) agents may often behave in quite moral-
ly wrong or unjustifiable ways. To be sure, it may be 
insisted by some virtue ethicists that there can be no 
genuine courage, temperance or other virtues unless 
these character traits are directed towards morally 
justified ends (see, for example, Geach, 1977); and it 
is possible (though by no means certain) that Aristotle  
himself may have subscribed to some such unity of vir-
tues thesis. Still, first, if this position is not just actu-
ally question-begging, it would certainly set an impos-
sibly high bar for most if not all common ascription of 
temperance, courage or even kindness or forgiveness: 
it makes perfectly good sense to regard a bank robber 
as truly courageous person or as a genuinely kind fa-
ther even though he is not good or virtuous in other 
respects. Secondly, however, it is far from clear how 
(on a strict virtue ethical perspective) any such mor-
al justification might be grounded. For while Aristotle 
certainly explored the idea of justice as both as charac-
ter trait and more general moral principle (supposing 
this to be one likely yardstick of the moral), it there-
fore seems hard to construe virtuous character as oth-
er than largely strict observance of the principle. But 
such dependency of character on principle would now 
seem to jeopardise the status of virtue ethics as a strict 
ethics of character. And it should here be recalled that 
Elizabeth Anscombe, the founder of modern virtue 
ethics, commended return to an Aristotelian ethics 
of character precisely in view of her rejection of any 
useful search for a more principled measure of moral 
value (Anscombe, 1958).

Moreover, if we are to agree with Aristotle that the 
human virtues (bearing in mind that ancient Greek 
virtue and virtues could be other than human) of his 

Nicomachean ethics are not innate, but acquired, this 
last point brings into quite sharp relief the problem 
of how such qualities of character might be developed 
through experience or education. To be sure, Aristotle 
affirms that regular practice of the virtues is a key 
mechanism of virtuous character formation, but this 
obviously cannot be in and of itself sufficient. Besides, 
primary focus on habit formation risks some relapse 
into cruder behavioural conceptions of character ed-
ucation and losing sight of the contextualised guid-
ance of Aristotelian phronesis, or practical wisdom. 
Nonetheless, the same Aristotelian repudiation in the 
name of phronesis of any appeal to general principles 
of moral conduct, reinforced by Anscombe’s later dis-
missal of the principled ethics of duty (deontology) 
and utility (utilitarianism or consequentialism) of her 
day, would also seem to leave the nature of virtue ac-
quisition no less uncertain. In short, if virtuous char-
acter needs to avoid the devil of habituation to fairly 
routine patterns of behaviour on the one hand and 
the no less undiscriminating deep blue sea of appeal 
to general moral principles on the other, how are as-
piring virtuous agents to learn or acquire the more 
context-sensitive patterns of practical deliberation 
and judgement that serve to define genuine virtuous 
agency? Indeed, bearing in mind here that the virtues 
of good character are far from synonymous with moral  
conduct, by what measure might such judgements 
count as moral rather than (say) merely prudential or 
instrumentally opportune?

2.  The prospects of moral learning from 
character 

In the event, those drawn to the contemporary  
virtue ethical focus on qualities of so-called good char-
acter as the heart and soul of human moral life are 
inclined to regard something like close (empirical) en-
counter with or observation of the motives and conduct 
of others as the key means to moral learning. In short, 
on this view, effective moral learning crucially requires 
exposure to the moral example of others via the process 
that is usually referred to as role-modelling. Indeed, it 
might here be noticed that the function of role-model-
ling in moral learning has been strongly reinforced in 
latter day virtue ethics by a theory of so-called “exem-
plarism” (Zabzebski, 2010, 2013; for insightful criti-
cism, see Szutta, 2019) that takes admiration of others 
to be the key mechanism of moral learning. To be sure, 
this perspective may appear compelling insofar as it 
seems undeniable that much moral learning does ev-
idently follow from the influence of others, especially 
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those to whom the young are exposed in the persons of 
such early custodians as parents and teachers. This, 
in turn, speaks strongly in favour of some social and 
professional case for ensuring, as far as possible, that 
such early carers are persons of decent and responsible 
character and conduct (see, for example, Carr, 2007). 
Still, this line of argument may seem to be little more 
than question-begging and to put the empirical cart 
of admirable or imitable character before the horse of 
moral or normative appreciation. For how is the po-
tential moral learner to recognise that those to whom 
they are exposed as appropriate role models come up 
to reputable moral scratch? Indeed, the very social 
and professional case for trying to ensure that early 
carers are morally respectable agents itself rests upon 
the commonly accepted fact that the influence of oth-
er people can be as often for moral ill as good: it is 
all too clear, from the slightest acquaintance with past 
human history and contemporary global politics, that 
very large numbers of people have been and continue 
to be all too easily influenced  by persons of the worst 
possible human character and  conduct in the course of 
close or more remote encounter, and thereby prompted 
towards the perpetration of unspeakable human injus-
tices and atrocities. (For recent criticism of role-mod-
elling approaches to moral education, see Carr, 2023a.)

That said, virtue ethicists and other would-be char-
acter educators have been drawn to another rather  
less immediately personal but clearly time-honoured 
route to good or virtuous character formation via the 
exposure of young or old to the rich heritage of lit-
erary narrative. A literary narrative which, from the 
earliest days of oral and written storytelling, has in-
variably been directly concerned with often detailed 
exploration of the consequences for (moral or other) 
good or ill of human psychology and agency. Thus, 
while moral and educational advocates of more nor-
matively principled deontological, or consequentialist, 
ethics (of precisely the sort condemned by Anscombe) 
have been largely indifferent to past literature as a 
potential means to moral education, philosophers in-
terested in character as a key engine of moral agency 
have been increasingly attentive to this possibility or 
prospect. One notable example is the distinguished 
twentieth century philosopher and popular novelist 
Iris Murdoch. While more influenced by Plato than 
Aristotle and perhaps not a virtue ethicist of recent 
stamp, she has clearly defended non-literal narrative 
or fiction as a key means to human understanding of 
the moral implications of character in both her philo-
sophical and fictional writings (Murdoch 1970, 1973, 

1997). For another, the highly influential (especially 
with regard to various forms of educational and other 
applied ethics) contemporary virtue ethicist Alastair 
MacIntyre has insisted that fictional literature and 
narratives (as distinct from the descriptive literature 
or discourse of this or that empirical scientific en-
quiry) reflect or constitute the basic logical form of 
human self-understanding in terms of moral agency 
(MacIntyre, 1981).  On such views, we may stand to 
learn much if not everything about good or bad human 
motives and conduct and what makes them so from 
close attention to the past and present imaginative 
works of Euripides, Shakespeare or Tolstoy (which 
may also serve to explain why such fictions have so 
often found their way into the educational curricula 
of many if not most schools). 

This general perspective on the moral educational 
significance and prospects of what has been celebrated 
as great or serious literature merits serious attention. 
Various defences of this view, such as so-called ethi- 
cism (Gaut, 1996) and moderate moralism (Carroll, 
1996, 1998), have lately appeared in the literature of 
aesthetic theory. That said, this view is neither un-
contested, entirely well formulated nor problem-free 
(especially in any overstated form).  In this light, we 
may for the moment briefly notice and dismiss the 
general drift of one familiar objection to the moral ed-
ucational potential of literature from the direction of 
so-called aestheticism. Aestheticism (defended of late 
with specific regard to fiction by Peter Lamarque; see, 
for example, Lamarque & Olsen, 1990, or Lamarque, 
1996) is the source of two main complaints about any 
suggested moral educational use of literature. First, 
insofar as fictions are artworks, no reading of them 
for the purpose of moral edification may amount to 
genuine literary appreciation. Second, insofar as such 
works are imaginative creations, they cannot be ex-
pected and must fail to shed much if any light on real 
human moral issues. Indeed, far from shedding fur-
ther light on human moral concerns, the ascription 
of moral significance to any fictional literature would 
appear to presuppose some already existing moral per-
spective on the part of readers. For present purposes, 
however, the key flaw of aestheticism would seem to 
be some serious conflation of the fairly distinct con-
cepts of the artistic and the aesthetic; indeed, of effec-
tive reduction of the former to the latter.

Briefly, for present purposes, while the distinction 
between the aesthetic and the artistic has been various-
ly made in recent times (see, for example, Best, 1982; 
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Hepburn, 1984; Carroll, 1986; Carr, 1999; Stecker,  
2005; McFee, 2005), it is clear that there are objects 
or events of aesthetic concern (such as sunsets or 
birdsong) that are of no artistic point or significance. 
And (at least notionally) there are artistic concerns 
or achievements (such as some conceptual works) of 
little or no aesthetic import. To be sure, there is some 
danger of overstating this distinction insofar as art-
works entirely devoid of aesthetic qualities (such as 
perhaps Cage’s 4’33” ) seem to be also the exception 
rather than the rule. Still, it seems safe enough to say 
that while most literary artists are concerned to give 
aesthetic form to their works, they are also mostly 
concerned to express something of substantial artistic 
point substance. Unlike sunsets or birdsongs, literary 
works such as poems, novels or plays invariably have 
some dramatic, psychological, moral or other point 
or purpose. Thus, while such poets as Wordsworth, 
Yeats and Eliot; such dramatists as Euripides and 
Shakespeare, and such novelists as Austen, Dickens 
and Dostoevsky are evidently creators of works of 
aesthetically significant shape and form, they are no 
less clearly concerned to express or convey substantial 
points or lessons to readers about the world, human 
association and psychological, moral or other human 
nature. Indeed, any failure to appreciate this would 
clearly miss the artistic point of such works almost 
entirely. This said, unlike (say) histories or newspa-
pers, it is not the main point or intent of artworks 
to report or comment directly on the happenings of 
everyday human life and association. To this extent, 
there would still seem to be something in the aestheti- 
cist objection to which we will need to return follow-
ing some attention to the moral prospects and limita-
tions of any and all attention to the fictional depiction 
of human character. 

3.  Fictional attention to human virtuous and 
other character

There cannot, of course, be much doubt that books 
(of all kinds and genres) comprise much of the educa-
tional input of modern literate societies and cultures. 
To be sure, while some of this literature has sought to 
transmit scientific and technical knowledge of human 
material or economic progress, much has evidently 
been concerned with the wider moral and spiritual 
formation of societies and cultures. Thus, the Chris-
tian Bible and Shakespeare have been jointly cited as 
the basic texts of western civilization. That said, the 
plays of Shakespeare and other great literary figures 
of the western canon, beginning perhaps with Homer 

and the classic Greek tragedians, are evidently works 
of fiction; as, indeed, the Christian Bible is also like-
ly to be considered by many, if not most people, in 
the secular climate of contemporary western society. 
Thus, on one extreme view, it may be said that such 
works could or should have no significant influence 
on anything of much modern concern. As already not-
ed, however, the virtue ethicist Alasdair MacIntyre  
has compellingly argued (broadly in the spirit of  
Aristotle) that the creative and imaginative narratives 
of received culture are rich and indispensable sources  
of moral and spiritual wisdom to which human agents 
cannot avoid turning for guidance. From the very 
dawn of humanity, on this view, such narratives have 
been the main source or vehicle for exploration of the 
complexities of character, motive and conduct (even 
where these have been attributed to non-human 
agents or animals) as implicated in the human search 
for ultimate purpose and meaning in life.

In this light, MacIntyre (1981) regards narrative 
as the basic logical form of human moral understand-
ing of self and others: as he puts it, humans essen-
tially understand themselves as characters in stories. 
Again, however, this view has also been echoed by 
other moral theorists and is perhaps most signifi-
cantly anticipated (though, from a rather different 
Platonic perspective) by the distinguished twentieth 
century philosopher and novelist Iris Murdoch. More 
precisely, Murdoch argued that novelists should re-
gard it as the very purpose of fictional work to ex-
plore the moral complexities of human character and 
association, and professed this to be her aim in her 
own fictional work. While this view would appear 
somewhat overstated (since novels and other fiction-
al literature have often set out with the rather less 
ambitious purposes of entertaining or exploring other 
aspects of human life), it is nevertheless consistent 
with a time-honoured perspective on the role of fic-
tion and drama in the economy of human moral edi-
fication. Hence, exploration of moral character, asso-
ciation and conduct have certainly had a large, if not 
pre-eminent, role in the works of such authors of the 
western canon as Sophocles, Euripides, Shakespeare, 
Cervantes, Jane Austen, Charles Dickens, William 
Thackeray, Thomas Hardy, James, George Eliot, D. 
H. Lawrence and countless others.

Still, alongside his defence of imaginative litera-
ture as a prime vehicle of moral and spiritual narra-
tives, MacIntyre also embraced (at least in his early 
and more influential major works) a non-naturalist  
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ethics according to which virtues are socially con-
structed products of essentially rival cultural and 
moral traditions that have also often diverged to the 
point of direct opposition or conflict. Hence, while still 
following Aristotle in construing virtues as integral 
to, or constitutive of, human flourishing, divergent 
or rival social and cultural traditions have often en-
shrined or celebrated different virtues or moral pri-
orities. While this case is made by MacIntyre mainly 
by reference to past cultural, theological and philo-
sophical trends (for example, in terms of the contrast  
between the heroic virtues of past pre-modern societies 
and the more compassionate virtues of Christendom, 
or between the Christianity and pagan Aristotelian- 
ism that Aquinas sought to reconcile), such moral  
divergence might well be expected to show up quite as 
conspicuously in past and present literature (and he 
does illustrate this by reference to Icelandic sagas and 
other literature). As I have elsewhere argued (Carr, 
2017), Macintyre’s overall presentation of this case 
seems questionable on the grounds that, while human 
literary works could be hardly other than products 
of their historical socio-cultural contexts, it is nev-
ertheless apparent that the work of most past great 
authors (such as those already cited) is often notable 
for its moral critique of the values of such authors’ 
own societies. All the same, it appears that attention 
to imaginative literature does indeed reveal quite dra-
matic conflicts and ambivalences between conceptions 
of virtue and moral flourishing, ancient and modern, 
that also seem quite beyond MacIntyrean or other 
(not least Aristotelian) resolution.

There can also, of course, be little doubt about the 
enormous economic, social, cultural and other changes 
that have overtaken human life and association (per-
haps most notably in developed western countries) 
from antiquity to the modern day (for brief notice of 
these, one might need only consult Marx’s Communist 
manifesto.) With respect to present literary concerns, 
however, we might observe two crucial periods of west-
ern European history. The first of these is the period of 
complex transition from medieval feudalism to modern 
industrialism that is generally termed the Renaissance. 
While, on the one hand, often nostalgic for the ideals 
and learning of classical antiquity, it is also a period 
of shifting post-medieval social and economic trends 
and of a new humanism of scientific discovery and ar-
tistic creation. This general period is witness to the 
emergence of writers of such enduring stature, impact 
and importance as Thomas More, Edmund Spenser,  
Shakespeare, Cervantes, Francis Bacon and Christopher  

Marlowe, whose works variously reflect such social and 
economic transition from the medieval to the modern 
(as evident, for example, in emerging class tension be-
tween an older feudal aristocracy and a rising economi-
cally powerful mercantile bourgeoisie). 

Clearly, however, the other highly significant rev-
olutionary episode of European history, occurring 
around the height of the Renaissance, was the Refor-
mation. Thus, from its early sixteenth century origin, 
rejection of the traditional hegemony of the Roman 
church by various movements of religious reform also 
resulted (along with much bloodshed) in social, cultur-
al, moral, spiritual, intellectual (and, inevitably, liter-
ary) ferment and revolution from one end of Christen-
dom to the other. 

In this light, one author whose work perhaps more 
than any other reflects the cultural and intellectual 
turmoil, tensions and ambivalences of such times (par-
ticularly in his own politically and religiously divided 
country) is the English poet John Milton. The moral 
and spiritual tensions and ambivalences in Milton’s 
work are plain enough. On the one hand, as an advo-
cate of religious reform, Milton aspires to purify Chris-
tian faith of what he and other reformers construe as 
the tyrannical and oppressive abuses of Roman eccle-
siastical hierarchy. However, he does so without any 
fundamental rejection of the essentially authoritarian 
Christian narrative of sin through disobedience and 
redemption via (according to much Protestant theol-
ogy) fairly arbitrary divine grace and forgiveness. On 
the other hand, however, as a proto-liberal champion 
of freedom of conscience, thought and speech, Milton 
is also an advocate of religious and political dissent 
from unwarranted or arbitrary (especially secular) au-
thority or coercion. 

Once these two inclinations or commitments on  
Milton’s part are made explicit, their evident tensions 
or conflicts are not hard to see. They are also conspic-
uously apparent in the literary work for which Milton 
is best remembered: his remarkable blank verse epic 
Paradise lost. To begin with, it is fairly evident that the 
rebel angel Satan is the most prominent and memora-
ble character of Milton’s poem (if not, indeed, its actu-
al hero). To be sure, Satan is on the wrong side of the 
Christian religious tracks and his downfall (in line with 
orthodox Christian theology) is attributed to his disobe-
dience of a benevolent and merciful God. In this regard, 
Milton’s narrative has Satan confessing at one point to 
his ingratitude for God’s favours: “What could be less 
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than to afford him praise. The easiest recompense, and 
pay him thanks. How due! Yet all his good proved ill in 
me. And wrought but malice” (Milton, 2005).

On the other hand, Satan (in more the patrician 
spirit of Aristotle) seems to see no compelling reason 
for gratitude if divine or other benefits are bestowed 
de haut en bas by imposed, if not arbitrary, authority: 
“Lifted up so high, I denied subjection, and thought one 
step higher would set me highest; and in a moment quit 
the debt immense of endless gratitude, so burdensome 
still paying, still to owe” (Milton, 2005).

At all events, leaving aside for the moment his the-
ologically ambivalent stance, the most striking feature 
of Satan is that he is a courageous rebel who is un-
willing to accept a destiny of submission to the will of 
others and a life that is not self-determined, authentic 
or self-determined. On the one hand, to be sure, such 
self-assertion or refusal of any authority may some-
times appear to be no more than misplaced or perverse 
pride, or hubris: indeed, the Devil’s tempting of Christ 
to throw himself from the pinnacle of the temple in 
the gospel narratives is evidently the theological war-
rant for regarding Satan’s pride in Paradise lost as the 
last, worst and most unpardonable of sins. But Satan’s 
defiance of authority may clearly also be regarded as 
morally exemplary; as, precisely, a source of admirable 
virtues of courage, initiative and resilience in the face 
of unequal and (literally) hopeless odds and adversity. 
Moreover, to those with some acquaintance with liter-
ary traditions and trends prior and subsequent to Par-
adise lost, it is impossible to ignore the conspicuous 
(moral or other) literary predecessors and successors 
to Milton’s Satan.

4.  The devil’s ancestors, disciples and heirs
It would seem that Satan’s most conspicuous liter-

ary antecedent is the titan Prometheus of Greek myth, 
memorably dramatized by the tragedian Aeschylus in 
Prometheus bound. In defiance of Zeus, he stole fire 
to liberate humans from impotent submission to a 
divinely ordained state of nature. As Satan was pun-
ished by God to an eternity in hell, so Prometheus 
was condemned by Zeus to crucifixion and eternal tor-
ment by daily devouring of his liver by an eagle. To 
be sure, the obvious objection to any such parallel is 
that whereas the mythical rebel Prometheus was an 
apparent benefactor of mankind, Milton’s rebel Satan 
plots the downfall of mankind by tempting Eve and 
subsequently Adam to disobedient consumption of the 

apple from the tree of knowledge. However, something 
may here depend on theological interpretation of the 
Genesis myth. For it seems that, in ancient gnostic pa-
gan and Christian versions of the narrative, the myth-
ical creator of Eden and its human occupants was not 
the supreme ruling spirit of the universe, but a local 
demiurge intent on keeping his creation in ignorant 
thrall to his arbitrary will. Thus, in The Apocryphon of 
St John (one of the non-canonical gospels discovered 
at Nag Hammadi in 1945), an explicit dialogue on the 
Genesis narrative occurs between the apostle John and 
Jesus the saviour in which the latter takes full respon-
sibility for encouraging Adam and Eve to eat of the 
tree of knowledge by asserting “But I was the one who 
induced them to eat” (Meyer, 1998, p. 175.) On this 
ancient reading of Genesis, the original temptation 
opened up a spiritually progressive route to knowl-
edge or wisdom (enabling freedom from the tyranny 
of a false deity). Thus, Jesus of the New Testament 
gospels appears as a teacher of the knowledge (logos, 
or Word) of the true world-transcendent God which 
aspires to replace and transcend the oppressive and 
repressive law of the Old Testament Jehovah. (Gnos-
tic construal of the Genesis story us also evident in the 
cinematic narrative of the 1998 movie Pleasantville; 
 see Carr, 2023b.) 

Moreover, this gnostic take on the Genesis narra-
tive is also fairly evident in the poetic works of the 
early modern English author and artist who was an ar-
dent admirer of Milton: namely, the visionary painter  
and poet William Blake. Thus, in Blake’s somewhat 
perplexing Prophetic books, some such overall gnostic 
drift seems evident in the general construction and 
dramatis personae of these complex narratives. On 
the one hand, Blake’s Urizen (identifiable with the 
oppressive conventional morality of church and state 
and/or the cold rationality of Newtonian scientific 
reason) resembles the repressive demiurge of gnostic 
theology. On the other hand, such characters as Los 
(Urthona), Luvah and/or Orc are expressive (more or 
less respectively) of imagination, love and passion as 
largely opposed to such cold reason. Of course, the re-
bellious powers and sentiments opposed to Urizen are 
inspired more by the altruistic virtues of the canonical 
gospel Jesus than by Satanic pride. But Blake famous-
ly observed in his Marriage of heaven and hell that 
“Milton…was of the Devil’s party without knowing 
it”. His own work (along with that of such contempo-
raries as Wordsworth, Coleridge and Shelley) plays a 
significant part in fueling a new romantic literary sen-
sibility of individual independence, self-determination 
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and emancipation from the repressive political, reli-
gious, economic and other influences and institutions 
of both traditional (feudal) and modern (industrial and 
capitalist) society and culture. To be sure, while the 
literary genius of early romantics may well have been 
expressive and supportive of the distinctively new 
modern politics of freedom and democracy pioneered 
by the likes of John Locke and Jean Jacques Rousseau, 
it should not be forgotten that Blake and Wordsworth 
were no less strongly opposed to the utilitarianism, 
philistinism and human degradation that the new po-
litical and economic liberalism of industrial capitalist 
exploitation trailed in its wake.

In this light, one cannot doubt that the new mod-
ern moral sensibility of earlier and later literary ro-
manticism (broadly speaking, the main drift of fiction, 
drama and poetry from the late eighteenth century to 
the end of the nineteenth century, if not beyond) seems 
more sympathetic to the rebellious, self-assertive  
and iconoclastic virtues of Milton’s Satan than to the 
Christian virtues of humility and service to others pro-
moted by official eastern and western churches for the 
purpose of encouraging lower feudal orders to know 
and accept their subordinate place. Thus, despite all 
other significant and interesting differences, such 
major English nineteenth century novelists as Jane 
Austen, the Bröntes, Charles Dickens, George Eliot, 
Thomas Hardy (as well as their foreign counterparts) 
are much concerned to promote an essentially roman-
tic project of liberation of their heroes and heroines 
from various constraints of social convention, class 
prejudice or patriarchy that prevent them from real-
izing their mature moral growth, individual potential 
or ambition. To be sure, it cannot be denied that the 
fictional worlds invented by these authors (in which 
their various self-affirming characters pursue their 
imagined destinies) are (even in the case of an evident 
non-believer such as Hardy) also informed by moral 
ideals and virtues of some Christian provenance. That 
said, it is fairly evident, as early as Matthew Arnold’s 
mid-nineteenth poem “Dover Beach”, that a major 
cultural and literary break with the traditional Chris-
tian moral basis of western culture is looming on the 
horizon. 

Moreover, it seems plausible to trace the decisive 
break with traditional western European subscrip-
tion to the moral authority, or truth of the Christian 
gospels (at least, in literary terms) to the work of the 
nineteenth century German philosopher Friedrich 
Nietzsche. While it is customary to regard Nietzsche 

as a founding father (perhaps along with Soren  
Kierkegaard) of twentieth century existentialism, he is 
no less aptly regarded as a philosophical spokesman of 
nineteenth century romanticism (itself a main source 
of much later existentialism). While it is also of consid-
erable present interest that Nietzsche has lately been 
lauded as a type of virtue ethicist (Swanton, 2003), the 
virtues that he extolls could hardly be further away 
from the moral and theological virtues celebrated by 
(for obvious example) such major Christian theologians 
as St Thomas Aquinas. In short, Nietzsche’s virtues 
are not at all the Christian virtues of love, humility 
and selflessness. On the contrary, they are significantly 
closer to Miltonian satanic (or perhaps, in the terms 
of later romanticism, Byronic) virtues of self-asser-
tion, personal independence, revolutionary action, re-
sistance to imposed authority and individuality of ex-
pression, showing thus much disdain for humility or 
servility of character. Indeed, Nietzsche’s contempt for 
and dismissal of what he evidently considered to be the 
pusillanimous and feeble character of the specifically 
western Christian social morality of humility and self-
lessness could hardly be more evident:

Our weak, unmanly social concepts of good and evil 
and their tremendous ascendancy over body and soul 
have finally weakened all bodies and souls and snapped 
the self-reliant, independent, unprejudiced men, the pil-
lars of a strong civilization. (Nietzsche, 2012, p. 163)

Indeed, it is not merely that Nietzschean virtues 
seem significantly satanic, but that they are invoked 
and celebrated to the end of opposition to Satan’s very 
own enemy, namely, the Christian God, whose final 
demise was also famously pronounced by Nietzsche. 
For many, of course, such radical departure from or 
opposition to received Christian faith and morality 
will be sufficient to dismiss the Nietzschean perspec-
tive as false, immoral and even demonic. In this light, 
the influence of Nietzsche’s satanically virtuous Über-
mensch on the toxic twentieth century Nazi ideology 
will also no doubt spring to mind. That said, aside 
from his formative influence on the mid-twentieth 
century philosophy and fictional literature of existen-
tialism, it is hard to think of a major literary figure 
of early to middle years of that century who was not 
influenced by some reading of Nietzsche, including, 
amongst many others, James Joyce, Henrik Ibsen, D. 
H. Lawrence, George Bernard Shaw, Eugene O’Neill, 
Oscar Wilde, W. B. Yeats, Thomas Mann, Hermann 
Hesse, Andre Gide and Albert Camus. Many new lit-
erary traditions (such as stream of consciousness fic-
tion, the neo-symbolist literature of existentialism and 
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new social realist fiction) were also undoubtedly influ-
enced by the problematization of traditional Christian  
morality of the new twentieth century climate of secu-
larism, to which Darwin and Marx, as well as Nietzsche, 
clearly contributed. However, a large proportion of 
such post-Nietzschean literature is aptly construed as 
neo-romantic by virtue of its significant concern with 
themes of the human search for authentic identity, 
self determination and liberation from the shackles of 
convention pioneered by nineteenth century forbears. 
Thus, for example, the (especially female) protagonists 
of D. H. Lawrence are much exercised with the issue 
of escaping traditional patriarchal gender or sexu-
al constraints in a way that is not at all dissimilar in 
spirit from the aspirations of Charlotte Brönte’s Jane 
Eyre. Still, it may be that the Nietzschean quest for 
the uncompromising honesty and integrity of personal 
independence and authenticity is best captured by the 
declaration (as well as the actions) of Dr. Stockman in 
Ibsen’s Enemy of the people, that “the strongest man is 
he who stands most alone”. 

At all events, this abundance of past and more re-
cent fictional literature serves only to compound the 
immense difficulties in the way of efforts to discern 
any clear moral compass for human moral development 
via primary or exclusive attention to human character 
in the rich heritage of literary tradition. It cannot be 
doubted that much (if not all) ancient and modern  
imaginative literature has often primarily sought to 
plumb the psychological and moral depths and com-
plexities of character in a potentially infinite range of 
individual and social contexts and circumstances. How-
ever, the greatest, most memorable and enduring of 
such literature has often been just as if not more con-
cerned to explore the frequent ambivalence and conflict 
of such character and can rarely be taken (as aesthetic 
formalists are wont to complain) to provide certain or  
unequivocable advice of much direct relevance or appli-
cation to everyday human life. Indeed, we are all too of-
ten shown how agents of many admirable qualities (such 
as Homer’s Achilles) can be capable of morally bad or 
squalid conduct and those of weak, corrupt or deplorable  
qualities (such as Sydney Carton in Dickens’ A Tale of 
Two Cities) may yet be redeemed by actions of morally 
positive or altruistic conduct. Thus, however sympa-
thetic we may be towards the desire of Shakespeare’s 
Hamlet (perhaps the most conflicted and ambivalent 
of all literary characters) for revenge on Claudius, it 
might well seem ill-advised to endorse his final mur-
derous expression of this sentiment in similar circum-
stances (even if it might make any sense to speak here 

of similar circumstances). Likewise, however much 
we might admire Milton’s Satan for his impressive  
courage and heroism (which the poet also shows to be 
mixed with other morally less desirable qualities), we 
might, at the very least, want to question the morality 
of the ends to which such qualities are directed.  In 
any case, whether we finally judge such characters to 
be morally good or bad, right or wrong, will ultimately 
depend on moral values that we bring to such fictions 
rather than derive from them.

5.  Conclusion: art is not life
While we have lately taken modern aesthetic for-

malism to task on the grounds of its misguided con-
fusion between, or reduction of, artistic to aesthetic 
significance, we are nevertheless now better placed 
to comprehend the real point behind formalist or 
aestheticist resistance to artistic moralism or other 
instrumental construal of the ultimate ends or pur-
poses of art.  To be sure, insofar as extreme aesthetic 
formalism (of, as it were, art for art’s sake) has often 
appeared to hold that genuine artistic appreciation 
must be exclusively focused on the intrinsic formal 
or aesthetic properties of artworks, it would seem to 
confine all significant art to (perhaps non-cognitive) 
entertainment or distraction. Thus, it precludes the 
prospect of much real human instruction or learning 
from literary or other art. But this clearly cannot be 
right. In the first place, as our second prefatory quote 
from Northrop Frye indicates, this risks emphasis 
on the integrity of fictions to the exclusion of their 
seriousness. In the second place, however, it also fa-
tally ignores the crucial distinction between the lan-
guage of history and other descriptive human literary 
contexts or purposes and its more philosophical de-
ployment in poetry that Aristotle draws in our first  
prefatory quote from his Poetics (a work that may also 
be fairly considered the foundational text of western 
aesthetic theory).

To be sure, Aristotle’s distinction is perfectly in line 
with a very basic tenet of much post-Kantian formalist 
and other modern aesthetic theory which aims to ob-
serve a quite fundamental distinction between the lan-
guage or semantics of ordinary descriptive discourse 
(which is also employed in history or the sciences to 
report the contingent facts of past or present human 
experience) and the literary or other artistic language 
or semantics of human imaginative creation of, for ex-
ample, tragedy or other art. Briefly, in the terms of 
modern analytical (post-Fregean) philosophy and log-
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ic, the fictional language or narrative of imaginative 
artworks is intensional (not to be confused with in-
tentional) rather than extensional. That is to say that, 
while the propositions that we encounter in a novel, 
such as Jane Austen’s Emma or Charles Dickens’  
Oliver Twist, have evident sense, or meaning, within 
such fictional contexts, they do not (unlike the prop-
ositions of ordinary, historical or scientific discourse) 
have any reference to events in the actual world be-
yond such contexts. Thus, the narratives in which 
such propositions or (pseudo) statements occur are 
entirely the constructs or inventions of human imagi-
nation and should not be confused with the real world 
of empirical experience. Moreover, while this point 
might seem so trivial as to be hardly worth making, it 
is of quite wide-ranging educational import. To begin 
with, while most people of mature years will have lit-
tle difficulty distinguishing the non-literal or fictional 
narratives of fairy story or Greek mythology from the 
purportedly factual reports of history or science, much 
modern mischief continues to be caused by failure to 
distinguish what are clearly the myths of past religious 
traditions (perhaps especially of the Old and New Tes-
taments of the Christian Bible) from actual historical 
record. At all events, there can here be little doubt that 
this basic distinction of the non-referential language 
of art and fiction from forms of referential discourse 
lies at the heart of latter-day aesthetic formalist objec-
tion to any and all attempts to derive moral or other 
lessons from imaginative narratives.   

That said, it seems no less mistaken to hold (as, 
at least, more extreme of such aestheticists appear to 
have held) that, because fictional narratives have no 
direct external reference, there can be little or nothing 
of any wider worldly value or relevance to be gained 
from them. Indeed, this is quite evidently not the po-
sition of Aristotle in our introductory quote, where he 
quite explicitly affirms that “poetry is something more 
philosophic and of graver import than history”. Indeed, 
it might here be noted that, while some distinguished 
modern advocates of the educational significance of 
fictional literature (such as Iris Murdoch 1970, 1227 ) 
seem to have held that narrative fiction has more hu-
man relevance the closer it approximates to real life, 
it would to the contrary appear that the highest of lit-
erary regard has more often been accorded to works 
of evidently pure fantasy (such as Sophocles’ King  
Oedipus, Milton’s Paradise lost and Shakespeare’s The 
tempest; not to mention the parables of Jesus) at the 
very farthest remove from any actual (empirical) hu-
man experience. This, to be sure, clearly underscores 

the general danger of failing to distinguish the real 
human significance of imaginative fiction from that 
of literal description. For while generations of readers 
have greatly profited by way of profound human in-
sight from Swift’s Gulliver’s Travels or Cervantes’ Don 
Quixote (without the least illusion as to the non-liter-
al or figurative character of such stories), it is evident 
that many more have quite failed to appreciate the real 
human import or significance of the no less fictional 
narratives of Genesis or Kings by literal readings of 
these biblical books.

But then, how can stories or narratives that clear-
ly do not report on or refer directly to actual human 
events or affairs be said to have meaning outside or be-
yond their distraction or entertainment value? On the 
face of it, Aristotle’s more particular response to this 
question (at least, as applied to ancient Greek drama), 
in terms of the cathartic power of tragedy to purge or 
purify human emotions of pity or fear, may appear less 
than helpful. While it may be true up to a point that 
audiences are often moved in this fashion by tragedies 
or other literary narratives, this does not seem to be 
the case of all such works (though it would also appear 
that other works are instructive in ways that tragedy is 
not). Thus, the more generally compelling Aristotelian 
point evidently lies in his understanding of the lan-
guage of poetry or other literary art (as distinct from 
that of history) as concerned with the universalization 
or typification more than description of human actions 
or affairs. Following Aristotle’s lead, the great twenti-
eth century literary critic Northrop Frye usefully dis-
tinguishes the language and idioms of imaginative lit-
erature from the descriptive discourses of science and 
other more literal enterprises as “myths of concern” 
(Frye, 1974). It should also be clear here that Frye is 
here strictly faithful to Aristotle’s own use of the term 
myth to denote the stories or narratives of his purely 
imaginative and fictional poetry. In these terms, while 
such purely fictional constructs can have no direct ref-
erence to human actions or affairs (and it would be a 
dire mistake to assume they have such application), 
they may yet be potent sources of human instruction 
or education by way of the characteristic poetic devices  
of metaphor, analogy, parable, allegory, satire, irony 
and other imaginative, semantic and conceptual tropes 
and idioms that are no less clearly vehicles of insight 
into the human condition. So, while it would be mere 
folly to construe Swift’s Gulliver’s travels, Cervantes’ 
Don Quixote or Kafka’s The trial as reporting on actu-
al historical events, we may yet stand to learn much 
about human folly as such from the large and small 
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characters of Swift’s Gulliver, about true human wis-
dom and humanity from Quixote’s apparent madness, 
and about the potential dystopian nightmare of human 
bureaucracy from the fictional fate of K in Kafka’s  
frightening parable.

With regard to particular present concerns about 
moral learning from literature, then, we clearly need 
to distinguish two different respects or levels in which 
fictional literature may be implicated or embroiled in 
moral (or, more specifically, character education). On 
the one hand, we do need to take on board aestheticist, 
or formalist, caution against drawing any clear directly 
applicable conclusions for everyday practical conduct 
from imaginative poetry or literature. Apart from the 
consideration that the characters of fictional narratives 
are just precisely characters in stories (so that the con-
duct attributed to them can have real point or purpose 
only in the context of such stories), we have seen that 
no very reliable moral conclusions can be drawn from 
either real or fictional perceptions of human charac-
ter and that any such judgements that we may apply 
to them must derive from other sources of reflection. 
Indeed, as the introductory quote from Frye implies, in-
sofar as the primary aim of fiction or other art is not to 
describe the actual world but to construct imaginative 
possibilities, it is actually liable to artistic failure if it 
explicitly professes any non-artistic and propagandist 
function (as in the case perhaps of much so-called social 
realist painting). Still, all this said, any extreme formal-
ist or aestheticist denial of the moral significance or val-
ue of fictional literature is no less clearly belied by the 
Aristotelian distinction of the philosophical purposes of 
poetry from the descriptive function of history. Thus, 
while the heroic Satan of Milton’s Paradise lost (or oth-
er literary figures) may afford us little direct practical 
guidance for conduct in the non-fictional world, this 
fictional character, as well as others, can nevertheless 
provide rich food for philosophical thought on the wider 
and more general conceptual or normative contours of 
potentially human character and conduct. This might 
well be put by saying that although we would not be 
well-advised to seek practical instruction on character 
and conduct from Milton’s Satan, one may yet regard 
Paradise lost as a potent source of education concern-
ing the wider and more principled normative and moral  
contours of human life. In this regard, indeed, such 
more philosophical, objective or disinterested acquain- 
tance with great literary works may also serve to avoid 
the potentially lethal hazards of currently vaunted per-
sonal role-modelling approaches to moral and charac-
ter education, which clearly risk exposing the young or  

gullible to quite the wrong sorts of undesirable influ-
ence from others (Carr, 2023a). But while Milton’s mas-
terpiece may persuade us that Satan has virtues of some 
such loose designation, we may therefore also hope to 
gain from the wider context and scope of this powerful 
narrative (and by comparison of this character and his 
story with those of other great fictions) a broader or 
more educated vision of the limits and defects of human 
character and conduct as such. 
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Introduction: New focuses in research in music education

Research on music education is an area of study that started its journey in the early twentieth century in the 
USA, around the National Association for Music Education. The first meetings of music education teachers and 
researchers were organised through annual conferences, at which the initial focus was on essentially musical 
content, such as new ways of teaching and learning rhythmic aspects (Molnar, 1955). These early stages were also 
marked by the need for in-depth consideration of training of music teachers in primary and secondary education, 
conservatories and music schools. This opened a path to study areas of learning that could favour musical appre-
ciation and sensitivity. The aim was to actively participate in the development of psychomotor process (acquiring 
skills), cognitive process (acquiring knowledge), and, in particular, affective process (receiving, internalising, and 
sharing what is learnt), which is undoubtedly one of the dimensions that to which music contributes most (Cox & 
Steven, 2016).

Building on these initial studies, the path of research in music education has seen significant growth 
thanks to the interchange of collaborative experiences between different areas and disciplines, which have 
worked jointly on music research through studies of proven methodological quality, in line with other areas 
based on the clearest academic tradition. This inter-, multi- and trans-disciplinary approach has made a very 
important contribution, as shown in the emerging lines of research that link music education with educational 
sciences, pedagogy, technology, psychology, sociology, emotional education, and neuroscience, among others 
(Barret, 2023).

What is more, this path of research in music education has been favoured not only by the diffusion of arti-
cles in specialist journals, but also by the contribution in thematic monographic issues of education journals 
that aim to showcase the research carried out in the different areas of the field of education. I would therefore 
like to thank the Revista Española de Pedagogía for enabling this monographic issue to take shape with 
the publication of five articles that make important contributions to bringing the scientific corpus up to date 
in different lines of research in music education; we hope they will help readers enrich their outlook on music 
education.

The article “Bibliometric study of the scientific production on music education in Spain (1978–2022)”, by the 
researchers Gregorio Vicente-Nicolás and Judith Sánchez-Marroquí reinforces one of the ideas with which this 
monographic issue originated, as focusses on analysing Spanish academic production in music education in re-
cent decades, establishing a ranking of most-cited articles and most productive authors, and determining which 
thematic lines are most frequent. It is a very interesting and necessary study, which, as an innovation among 
review studies, analyses the bibliometric laws proposed by Ardanuy (2012), which serve to address directly the 
proposed objectives. Among its findings, an increase in Spanish academic output since 2014 is apparent. Among 
its conclusions, it is worth noting that the most common trends in music education are grouped around method-
ology, teacher training, technology, creativity, innovation, performance, emotions, music therapy, interculturali-
ty, or inclusive education. Besides, Spain is one of the most productive countries in music education, technology, 
and creativity.

Roberto CREMADES ANDREU
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For its part, the article “Instrumental practice to shape character: educational possibilities from a perspective 
of musical craftsmanship”, by David González-Llopis, shows the parallels existing between instrumental practice 
in the conservatory and the concept of character education based on two classic works by Aristotle, Politics and 
the Nicomachean Ethics. This concept, along with the perspective of craftsmanship, underline the importance of 
instrumental proficiency as the cornerstone of the teaching–learning process. This reflection highlights the criti-
cism of current formative practice in professional instrumental training contexts, concluding that it is necessary 
to adapt the educational framework and consider not only technical questions, but also the needs of people in their 
development. 

In the article “Music education’s contribution to the development of emotional intelligence in adolescents and 
its effect on the gender variable”, the authors, Ana-María Botella-Nicolás and Inmaculada Retamero-García, offer 
an interesting work centred on displaying the contributions of music education to the development of emotional 
intelligence in a developmental stage as complex as adolescence. This study includes psychological, sociological, and 
musical aspects to respond to the demands of the educational setting associated with the deficiencies in emotional 
intelligence observed in young people. It is in this stage that music can play an important role as it is a medium for 
expressing emotions that contributes to their development by improving the individual’s sensitivity and emotional 
control. The main findings of this study are that there are differences in emotional intelligence by age and gender 
of participants, and that, in the case of musicians, these levels are significantly higher. Therefore, the authors con-
clude that music strengthens the development of emotional competences and produces benefits applicable to the 
educational context.

The next article, “The music that new generations listen to: preferences and stereotypes”, by Roberto 
Cremades-Andreu, Carlos Lage-Gómez and Arantza-Campollo Urkiza, features the invaluable participation 
of one of the most important researchers of the social psychology of music in the international panorama, 
Professor David J. Hargreaves. This work emphasises the social function that young people attribute to music 
and how they relate to one another through it given its profound implications in the creation of individual 
identity. The results show that the styles of popular urban music are the ones preferred by young people, with 
older respondents listening to a wider range of styles than the younger ones, and female respondents favouring 
mainstream musical trends and Latin music. Generation, personality, and behaviour are the stereotypes they 
most associate with their preferences. These findings underline that, despite being a recurring subject of re-
search over recent decades, the meaning that young people give music is still an important aspect to consider 
in their education, with continued work to strengthen their listening ability and critical capacity in music 
classes being necessary.

Lastly, the article “Colombia Creativa Artists’ Professionalisation Programme (PPACC - Programa de  
Profesionalización de Artistas Colombia Creativa): Evaluation of the organisation and musical training accom-
plished”, by Oswaldo Lorenzo-Quiles, Ana Lendínez-Turón, and Yuly Rodríguez-Ramírez focuses on displaying 
the functioning and achievements in music training of the Colombia Creative Professionalisation Programme 
for Artists (PPACC), an initiative funded by Colombia’s Ministry of Culture with the aim of providing music 
training to professional musicians who did not have the opportunity to certify officially their level of achieve-
ment of musical competences in an academic institution. The most important results of this research reveal 
the difficulties in attending the educational centres where the programme is delivered owing to financial or 
employment differences among participants, as well as insufficient training for the staff entrusted with teach-
ing the programme to cater for professionals with different levels of musical competence. Therefore, while this 
initiative is coherent and satisfactory, it should be open to reflection and dialogue to improve and adapt to the 
different levels of the music teaching-learning process of these professionals. 

Each of the articles included in this monographic issue helps bring knowledge in music education research up 
to date. They also raise new questions and research perspectives to continue delving into the thematic lines that 
have been presented: the valuation of non-formal music training programmes, the importance of character educa-
tion in professional instrumental training, musical identity and the meaning of music for current generations, the 
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contributions of music education to the development of emotional intelligence, and providing a snapshot of Spain’s 
scientific production on music education. 

To finish, it is important to thank the authors of such well-written works, as well as the often unrecognised 
work of the anonymous reviewers who, with their comments, have contributed to improving the articles that com-
prise this monographic issue.

Roberto Cremades-Andreu  
Universidad Complutense de Madrid 

Guest editor
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Abstract: 
For young people, music is not just meaningful as an 

object of aesthetic consumption; it also has a social func-
tion to which they attribute different values that influence 
their identity and social relations. Thus, the aim of this ar-
ticle is to evaluate how their musical preferences are struc-
tured and what differences exist by gender and age range, 
as well as studying what stereotypes they associate with 
the styles they listen to most in comparison with these  
variables. To do so, an updated and adapted version of the 
questionnaire by Cremades et al. (2010) was used. This 
was answered by 1020 adolescents from a district of the 
city of Madrid: 540 female (52.9%) and 480 male (47.1%) 
aged between 12 and 20. The results reveal which styles 
of popular urban music young people prefer, with older 
ones listening to a wider range of styles than the younger 
ones, and female respondents favouring mainstream music 
and Latin music. The stereotypes they most associate with 
their preferences are “generation”, “personality”, and “be-
haviour”, something that is related to the development 
of the adolescent’s own identity. Therefore, starting from 
knowledge of the meaning young people attribute to music, 
it is necessary for music lessons to improve their listening 
and critical capacities, as a way of creating competent lis-
teners, with sufficient musical and social knowledge of the 
music they prefer.

Keywords: musical preferences, sociocultural stereotypes, 
adolescence, new generations.

Resumen:
Para los jóvenes, la música no solo es un objeto de con-

sumo estético; también cumple una función social, a la que 
atribuyen diversos valores que influencian su identidad y sus 
relaciones sociales. Así, el objetivo de este artículo es evaluar 
cómo se estructuran sus preferencias musicales y qué dife-
rencias existen en función del género y del rango de edad, 
además de estudiar qué estereotipos asocian a los estilos que 
más escuchan según dichas variables. Para ello, se utilizó 
un cuestionario actualizado y adaptado de Cremades et al. 
(2010), al que respondieron 1020 jóvenes adolescentes de 
un distrito de la ciudad de Madrid: 540 mujeres (52.9 %) y 
480 hombres (47.1 %) de entre 12 y 20 años. Los resultados  
ponen de manifiesto qué estilos de música popular urbana 
prefieren los jóvenes. Asimismo, que los de mayor edad es-
cuchan un rango más amplio de estilos y que las mujeres se 
decantan por las tendencias musicales y la música latina. 
Respecto a los estereotipos, «generación», «personalidad» y 
«comportamiento» son los que más asocian a sus preferen-
cias, lo cual se relaciona con el desarrollo de la propia identi-
dad del adolescente. Como conclusión, creemos que, a partir 
del conocimiento sobre el significado que le dan los jóvenes 
a la música, es preciso potenciar su escucha y capacidad crí-
tica desde el aula de música, como una forma de construir 
oyentes competentes, con conocimientos musicales y sociales 
suficientes de la música que prefieren.  

Palabras clave: preferencias musicales, estereotipos socio-
culturales, adolescencia, nuevas generaciones.
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1.  Introduction
Music can be considered as one of the main refer-

ence points for young people in cognitive terms (com-
prehension of musical elements and their structure), 
emotional terms (the feelings it conveys), and social 
terms (social acceptance of individual musical taste), 
as every day they are exposed to sound stimuli that in-
fluence their intellectual, social, and personal develop-
ment (Hallam, 2010). Different authors (Hargreaves 
et al., 2012; Evans & McPherson, 2017; Symonds et 
al., 2017) have studied the effects that the approach to 
certain musical styles has on the individual, how they 
relate through them, and what value they place on the 
musical experience.

Hargreaves et al. (2006) proposed a reciprocal 
feedback model that explained how the individual 
processes and relates to music. This model considers 
not only the musical elements and the choice that the 
listener makes of what to listen to but also the setting 
in which it occurs (what the authors call the listening 
situation), as, in it, the listener can express and share 
his or her musical preferences with other people. In 
the same vein, Megías and Rodríguez (2003) had al-
ready pointed out that listening to any type of music 
is a personal and voluntary act in which, beyond the 
perception of musical elements (such as rhythm, mel-
ody, or lyrics), the listener associates listening with 
different aspects that are personal (memories, feel-
ings, or emotions), but which, at the same time, unite 
them and they like to share. These ideas point to-
wards the close relationship created between the per-
son, the music, and the social context. That is, young 
people identify with music for what it contributes  
to their lives, giving a meaning more related to its 
social function (Bonneville-Roussy & Rust, 2018; 
Hargreaves et al., 2015; MacDonald et al., 2017;  
Morrison, 2017). 

This social function becomes more relevant in  
adolescence, a period of change when individuals find 
themselves searching for self-affirmation of their per-
sonality and identity (McLean & Thorne, 2003). On this 
changing path, peers constitute the reference group 
that influences an individual’s development, given that 
a vision of one’s own identity can be projected through 
the group (Knifsend & Juvonen, 2014). With the peer 
group, they share musical preferences, as well as par-
ticular values, cultural patterns, habits, lifestyles, fash-
ions, or stereotypes, among others (DeWall et al., 2011; 
Lonsdale & North, 2017; Marín-Liébana et al., 2021; 
Reeves et al., 2015).

DeNora (2017) states that identity formation could 
be regarded as a dynamic construct in constant change. 
Such construct creates new spaces for social grouping 
through different external agents, among which the 
internet is the medium most followed by young people 
(Pedrero-Esteban et al., 2019). In fact, the media influ-
ence of platforms, social networks, and apps such as 
Spotify has increased their dominance in shaping the 
musical preferences of present generations, something 
that has involved a reduction in their range of listen-
ing (Werner, 2020). On the opposing side, the styles of 
music they hear in music lessons are the ones they rate 
lowest. These lessons often still encourage listening to 
musical styles that differ greatly not only from current 
sounds, but also from the social meanings music has 
for new generations. Therefore, music teachers should 
focus their content on fostering critical thinking about 
the music that young people prefer in order to favour 
the development of their musical identity by expand-
ing the range of musical styles they listen to (Thomas, 
2016). 

2.  About musical preferences
Research into musical preferences is a line that has 

been brought up to date with new studies in different 
national and international contexts. In a study carried 
out with a sample of British adolescents (n = 278),  
Hargreaves et al. (1995) used a list of twelve musical 
styles that were analysed according to age and gender 
variables. The styles included were rap, house, reggae, 
blues, heavy metal, jazz, classical, country, pop, folk, 
opera, and rock. In their conclusions, they note that 
age significantly shapes the approach to styles of music 
known as popular at the expense of serious music. In 
addition, women preferred a wide variety of styles and 
were closer to serious music than men, who were more 
focussed on popular music. 

Rentfrow and Gosling (2003), in the United States, 
designed a short test of musical preferences (STOMP) 
comprising a list of fourteen musical styles, which was 
answered on a seven-point Likert scale (1 = Not at all, 7 
= A great deal). The exploratory factor analysis grouped 
these styles into four dimensions: (1) reflective-complex 
(blues, jazz, classical, and folk), (2) intense-rebellious 
(rock, alternative, and heavy metal), (3) upbeat-conven-
tional (country, soundtracks, religious, and pop), and (4) 
energetic-rhythmic (rap/hip-hop, soul/funk, electronic/
dance). To design the questionnaire, they drew up an 
initial list of eighty styles and sub-styles with the help 
of a panel of five experts. They then performed a pilot 
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study with thirty participants. Of these, only 7% knew 
all of the sub-styles included in the study, while 97% 
knew all of the styles, and so it was decided that the test 
would solely comprise the most listened-to styles. 

Following this model, Colley (2008), with a sample 
of young British people, centred her analysis on iden-
tifying these dimensions, but went a step further and 
grouped them by gender. Accordingly, she obtained four 
dimensions for women: sophisticated (comprising clas-
sical, blues, jazz, opera), heavy (rock, heavy metal), re-
bellious (rap, reggae), and mainstream (chart pop, folk, 
country); and four for males: sophisticated (classical, 
blues, jazz, opera), traditional (folk, country), heavy 
(heavy metal, rock), and rebellious (reggae, rap). 

Later on, Rentfrow et al. (2011) identified five di-
mensions: (1) mellow (pop and R&B), (2) unpretentious 
(country and rock and roll), (3) sophisticated (classical 
and jazz), (4) intense (heavy metal and punk), and (5) 
contemporary (rap and electronic). Lorenzo-Quiles et 
al. (2021) used this classification, which they adapted 
by including Brazilian styles in a sample of 940 young 
Brazilians aged between 14 and 20. 

In Spain, one of the first studies on musical tastes 
centred on adolescents and young people was the one by 
Megías and Rodríguez (2003). The sample included 1900 
participants from around the country aged between 15 
and 24. The questionnaire had various sections, one of 
which contained a list of the following musical styles: 
pop, dance, Latin, singer-songwriters, electronic music, 
balladeers, rumba, flamenco, rock and roll, hip-hop/rap, 
alternative rock, grunge, indie-rock, indie-pop, alterna-
tive pop, traditional or regional music, reggae, ska, eth-
nic, heavy metal, classical, progressive rock, punk, new 
age, jazz, and folk. The last eight styles were the ones of 
which young people were least aware. According to the 
authors, the principal listening styles brought togeth-
er styles close to pop, which are the ones that took the 
top places in sales lists and chart hits. On the next step 
were those that were listened to in nightclubs, while the 
styles that young people listened to least were the ones 
adult generations preferred. The questionnaire also 
included a section on stereotypes associated with mu-
sic, from which the authors concluded that the group 
of young people used them as a way of forming groups 
and, at the same, distinguishing between peers. 

This review underlines the difficulty of examining 
musical styles as a single unit of analysis in order to 
classify them, and also considers the current difficul-

ty of categorising songs into a specific genre. Following 
this argument, Pedrero-Esteban et al. (2019) focused on 
the problem of categorising popular urban music ow-
ing to its current distinctive features. It is a composite 
audio experience using advanced technologies capable 
of shaping all of the musical parameters of a recording 
(tone/voice, pitch/intonation, rhythm/speed) and that 
is spread through listening platforms, social networks, 
etc. This has involved a process of homogenisation that 
hinders a clear distinction between the different styles 
and sub-styles of this type of music. 

3.  Stereotypes in music
According to Kurtz-Costes et al. (2014), stereotypes 

are defined as knowledge shared among particular so-
cial groups that might or might not reflect certain char-
acteristics of this group with regards to nationality, 
race, social class, sex, age, and occupation, among other 
aspects. It is a way of labelling people according to de-
termined values that categorise them ambiguously and, 
on many occasions, do not represent them.

In their relationship with music, stereotypes can be-
come visible in external aspects that do not focus on 
musical characteristics, such as rhythm, melody, har-
mony, or tone (Susino & Schubert, 2019). Furthermore, 
it is important to note that, for young people, the agent 
with the biggest influence on how they listen to music 
is in the online setting. Through platforms, social net-
works, and user profiles, they are constantly exposed to 
stereotyped visions of their body image, how they dress, 
their gender, their personality, and their age, among 
others (Oberst et al., 2016). Far from contributing to an 
equal perspective, the basic aim of companies that op-
erate on the internet is the commercialisation of cultur-
al products to increase consumption and sales of their 
services. To do so, they study the recommendations of  
users, an algorithmic culture in which we are all trapped 
(Striphas, 2015). With regards to music, the main point 
of reference for listening via streaming among the 
youngest users is Spotify, an app that organise music 
in closed categories according to style, sex, race, social 
class, and nationality. Musical lists are not structured 
at random nor are they shaped exclusively by listeners’ 
choices. Instead, they are manipulated by algorithms to 
make profits, without considering that they reinforce 
specific listening patterns that are embedded in or asso-
ciated with particular stereotypes (Werner, 2020). 

Regarding stereotypes relating to image and be-
haviour, Rentfrow and Gosling (2007) studied the  
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perceptions of fans of different musical styles. The peo-
ple closest to classical music were perceived as friend-
ly, industrious, introverted, intelligent, but physically 
unattractive. In contrast, fans of rap were perceived as 
extroverted and athletic, as well as being more likely 
to use drugs, a characteristic still associated with them 
today. 

Reeves et al. (2015) studied stereotypes of social class 
associated with music. They concluded that people’s so-
cio-economic level determines their listening preference 
for more or less intellectual musical styles, creating a 
social hierarchy that highlights these stereotypes. 

Moreover, it is also necessary to mention studies that 
have focussed on assessing the influence of music on per-
sonality development (Herrera et al., 2018). Račevska  
and Tadinac (2019) found positive correlations in the 
preference for reflective, complex, and intense musical 
styles, confirming that their influence is also apparent 
in our emotions and is associated with particular per-
sonality traits. 

Nonetheless, the stereotypes that have been stud-
ied most in their association with musical preferences  
are those relating to gender (Dobrota et al., 2019; Rent-
frow et al., 2011; Roulston & Misawa, 2011). For exam-
ple, an affinity for musical styles such as rock has been 
associated with a form of cultural expression typical 
of masculine identity, while pop has been considered 
closer to feminine ideals (Lorenzo-Quiles et al., 2021). 
In this sense, Soares-Quadros et al. (2019) explained 
that women identify with styles that have emotional 
content, such as dance, or pop, while men prefer more 
vigorous, complex, and exciting styles, such as heavy 
metal; similar results to those obtained by Dobrota and 
Ercegovac (2015). 

On the other hand, it is important to note that, be-
yond the musical taste reported by men or women, the 
sexualisation found in music videos from mainstream 
music continues to offer a vision that clearly objectifies 
women. Even in videos by female artists, their naked-
ness often contrasts with the dominant position of the 
man and these images can be very harmful for minors 
(Gutiérrez & Ubani, 2023). On the same line, Werner 
(2023) notes a majority presence of black, brown, and 
Latino masculinities performing styles such as rap, trap, 
and reggaeton in the charts of European countries. She 
also analyses the female image in different music videos 
by male and female artists. They contain a positive im-
age of women, extolling their friendship, personal and 

financial independence, professional skill, strengths, 
and understanding. However, at the same time, with 
commercial aims, they show them in revealing clothes, 
in stylish outfits, wearing expensive accessories, beauti-
ful, desirable, and twerking, something that continues 
to transmit a sexualised image of women.

Following the review of literature relating to this 
work, its main aim is to establish a grouping based on 
the preference for musical styles that a cohort of young 
people from Madrid listen to the most. As secondary ob-
jectives, it seeks to study the differences between these 
dimensions by age and gender variables, and to evaluate 
the relationship between these musical styles and the 
sociocultural stereotypes that young people associate 
with them. 

4.  Method
This article uses an ex post facto study following the 

designs found in the research works included in the lit-
erature review. 

4.1.  Participants
The participants in this research were secondary- 

school students from a district located to the south-
east of the city of Madrid ,where there are six publicly 
run schools and seven state-funded private and private 
ones. The sample comprised 1020 participants, 540 fe-
male (52.9%) and 480 male (47.1%), with ages ranging 
from 12 to 20 and a mean age of 15.18 years (SD = 
2.12). Owing to the spread of their ages, we decided 
to group them by cumulative percentage into four age 
ranges, that is: 12 to 13 years (n = 237, 23.3%), 14 to 15 
(n = 332, 32.5%), 16 to 17 (n = 301, 29.5%) and 18 to 20 
(n = 149, 14.6%). The groups of students in the sample 
were selected at random, choosing one class from each 
year in the secondary schools with the aim of them be-
ing representative of the group in question.

4.2.  Instrument
Taking into account the different questionnaires 

available to obtain information about musical prefer-
ences (Hargreaves et al., 1995; Rentfrow, et al., 2011), 
we used the “Music styles listening preference ques-
tionnaire” (Cremades et al., 2010), which we adapted 
to the characteristics of this study. To do so, the list 
of musical styles was updated and, at the same time, 
a section on sociocultural stereotypes was added. This 
list took shape around the styles to which the partici-
pants feel closest, with the aim of not dispersing the re-
sults in music listened to only by a small minority or by  
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nobody. The items on this instrument were answered 
using a five-point Likert scale (1 = Never, 5 = Always). 
The final questionnaire has a Cronbach’s alpha relia-
bility coefficient of .787. For content validity, we used 
the expert judgement technique, a process involving the 
participation of ten specialists and researchers in music 
education with extensive experience in this field, who 
reported on the pertinence and relevance of the pre-
pared questionnaire. 

4.3.   Process
Before carrying out the data collection for this study, 

we requested the agreement of the management teams 
of the participating centres and sought informed con-
sent from the students and their families, who we no-
tified of aspects such as the fact that they could aban-
don the study at any moment and that their anonymity 
would be preserved. The questionnaire was adminis-
tered by the researchers in person so that its comple-
tion could be supervised. The students completed the 

questionnaire in a session that lasted approximately 
twenty minutes.

5.  Results
The analyses centred on the musical styles with the 

highest mean scores in order not to disperse the results. 
Following the procedure of the studies cited in the theo-
retical review, we used an exploratory factor analysis so 
that, on the basis of the dimensions obtained, we could 
analyse the differences by the age range and gender of 
the participants using parametric tests. Finally, we ap-
plied a Pearson’s correlation analysis to establish which 
stereotypes the participants in this study associate with 
the styles they listen to most.

5.1.  Dimensions of musical preferences and their 
differences by age range and gender

Table 1 shows the descriptive statistics for the styles 
listened to most by the participants in this study.

Table 1. Descriptive statistics for the styles listened to most by participants.

Musical styles n Minimum Maximum X σ

Pop 1020 1 5 3.66 1.282

Rap/Hip-hop 1020 1 5 3.35 1.220

Reggaeton 1020 1 5 3.28 1.500

Trap 1020 1 5 3.11 1.561

Electronic music 1020 1 5 2.82 1.359

Rock and roll 1020 1 5 2.56 1.314

Techno 1020 1 5 2.35 1.279

Phonk 1020 1 5 2.29 1.244

Bachata 1020 1 5 2.26 1.325

Dance 1020 1 5 2.25 1.302

Flamenco 1020 1 5 2.13 1.352

Dembow 1020 1 5 2.12 1.214

Note: 1 = Never, 5 = Always.

As Table 1 shows, the styles with the highest scores 
were pop, rap, reggaeton, and trap, with the lowest fig-
ures being for dance, flamenco, and dembow. Taking 
these styles, we used the Bartlett test and the KMO 
(Kaiser-Meyer-Olkin) measure, which gave a value of 
.71 (Bartlett’s test of sphericity χ2 = 2965.32, p <.000). 

This result was higher than the reference value of .6, 
thus indicating that this type of analysis is valid. So, we 
carried out a factor analysis using the principal compo-
nents extraction method with Oblimin rotation, giving 
five factors that explained 69.57% of the total variance 
(see Table 2).
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Table 2. Structure of musical preferences.

Dimensions Musical styles
Components

1 2 3 4 5

Urban music

Rap/Hip-hop .876

Phonk .652

Trap .464

Latin music

Dembow .826

Bachata .647

Reggaeton .639

Mainstream music
Pop .777

Dance .703

Musical fusion
Flamenco .829

Rock and roll .808

Technological music
Techno .913

Electronic music .876

As Table 2 shows, each dimension comprises relat-
ed musical styles and is named after the specific char-
acteristics they share: (1) urban music: this includes 
rap/hip-hop and the sub-styles phonk and trap; (2) 
Latin music: this includes sub-styles of Latin origin 
such as dembow, bachata, and reggaeton; (3) main-
stream music: including pop and dance, reference 
points in the charts; (4) musical fusion: combining 

flamenco and rock and roll, which share processes of 
evolution with the fusion of diverse styles; and (5) 
technological music: which includes techno and elec-
tronic music.

We then performed an analysis of variance of the 
musical dimensions obtained according to the age range 
variable (see Table 3). 

Table 3. ANOVA of musical dimensions by age range.

Dimensions Age range n X σ F p ηp
2  Post hoc

Urban music

12 a 13 (1) 238 2.70 1.01

6.906 .001* 0.020 4, 3, 2 > 1
14 a 15 (2) 332 2.93 .95

16 a 17 (3) 301 3.00 .93

18 a 20 (4) 149 3.11 1.01

Latin music

12 a 13 238 2.43 .96

2.171 .90
14 a 15 332 2.54 1.4

16 a 17 301 2.66 1.00

18 a 20 149 2.58 1.09

Mainstream music

12 a 13 238 2.76 1.07

3.701 .011* 0.011 3 > 1
14 a 15 332 2.98 1.08

16 a 17 301 3.04 1.03

18 a 20 149 3.02 .94
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The results show statistically significant differences  
in “urban music”, with a small effect (ηp

2 ≈  0.01); 
here the oldest students report listening to this type 
of music more than the students aged from 12 to 13 
do. The same effect size was found for “mainstream 
music”, with young people aged from 16 to 17 having 
higher averages than those aged 12 to 13. In the case 
of “musical fusion”, the effect was higher (ηp

2 ≈ 0.06), 

with subjects aged 18 to 20 and 16 to 17 having up-
per means than those from lower ranges. The same 
thing happened with “technological music”: the older 
respondents score higher than the younger ones, and 
those aged 18 to 20 score highest of all. 

Next, we analysed gender differences in musical di-
mensions using Student’s t test (see Table 4). 

Musical fusion

12 a 13 238 1.87 .85

25.005 .001* 0.069 4, 3 > 1, 2
14 a 15 332 1.97 .93

16 a 17 301 2.29 1.09

18 a 20 149 2.68 1.17

Technological 
music

12 a 13 238 2.12 1.12

23.756 .000* 0.066 4, 3, 2 > 1
4 > 3, 2, 1

14 a 15 332 2.55 1.18

16 a 17 301 2.76 1.13

18 a 20 149 3.05 1.23

*p ≤.05. 

Table 4. Student’s t test for musical dimensions by gender.

Dimensions Gender n X σ Levene's t test d

Urban music 

Female 540 2.90 .97
F = .028 
p = .868

t = .844
p = .399

Male 480 2.95 .98

Latin music

Female 540 2.77 1.06
F = 16.733 
p = .001

t = 7.407
p = .001* .46

Male 480 2.31 .92

Mainstream music

Female 540 3.24 1.01
F = .110 
p = .741

t = 9.562
p = .001* .60

Male 480 2.63 .96

Musical fusion

Female 540 2.07 1.04
F = .405 
p = .525

t = 2.199
p = .028* .14

Male 480 2.22 1.05

Technological music

Female 540 2.40 1.14
F = .250 
p = .617

t = 5.207
p = .001* .33

Male 480 2.79 1.19

*p ≤.05.

The results of the previous analysis were statisti-
cally significant for the last four dimensions. Women 
scored higher than men with regards to “Latin music” 
(with a small effect from 0.21 to 0.49) and “mainstream 

music” (with a moderate effect from 0.50 to 0.70). In 
contrast, men gave “musical fusion” and “technologi-
cal music” higher scores than women did, with a small 
effect.
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5.2.  Stereotypes associated with preference for  
musical styles

This section starts with an analysis of the descrip-
tive statistics of the stereotypes associated with stu-
dents’ musical preferences.

In this table, higher scores indicate that students as-
sociate their musical preferences with the stereotypes 

that relate to their personality, generation, and behav-
iour. In contrast, stereotypes relating to gender had the 
lowest mean score.

To continue, we performed an analysis of variance 
of the stereotypes that participants associate with the 
dimensions by age range (see Table 6).

Table 5. Descriptive statistics for stereotypes associated with musical preferences.

Stereotypes n Minimum Maximum X σ

Way of dressing 1020 1 5 2.36 1.229

Behaviour 1020 1 5 2.65 1.249

Personality 1020 1 5 3.19 1.332

Generation 1019 1 5 3.09 1.434

Gender 1020 1 5 1.65 1.110

Physical appearance 1020 1 5 1.71 1.124

Values 1020 1 5 2.46 1.413

Relation with others 1020 1 5 2.43 1.337

Note: 1 = Never, 5 = Always.

Table 6. ANOVA of stereotypes by age range.

Stereotypes Age range n X σ F p ηp
2  Post hoc

Way of dressing 

12 to 13 (1) 237 2.08 1.22

10.506 .001* .030 4, 3 > 1
14 to 15 (2) 332 2.34 1.17

16 to 17 (3) 301 2.39 1.26

18 to 20 (4) 149 2.79 1.21

Behaviour

12 to 13 238 2.37 1.23

7.811 .001* .023 4, 3, 2 > 1
14 to 15 332 2.68 1.22

16 to 17 301 2.69 1.26

18 to 20 149 2.98 1.24

Personality

12 to 13 238 2.84 1.45

8.791 .001* .025 4, 3, 2 > 1
14 to 15 332 3.17 1.31

16 to 17 301 3.35 1.24

18 to 20 149 3.43 1.27

Generation

12 to 13 238 2.76 1.55

5.757 .001* .017 4, 3, 2 > 1
14 to 15 332 3.14 1.46

16 to 17 301 3.23 1.31

18 to 20 149 3.21 1.37

Gender

12 to 13 238 1.65 1.12

.179 .610
14 to 15 332 1.68 1.14

16 to 17 301 1.65 1.06

18 to 20 149 1.60 1.14
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Physical  
appearance

12 to 13 238 1.64 1.13

2.058 .104
14 to 15 332 1.75 1.36

16 to 17 301 1.63 1.02

18 to 20 149 1.88 1.28

Values

12 to 13 238 2.08 1.30

12.892 .001* .037 4, 3, 2 > 1
4 > 3, 2

14 to 15 332 2.43 1.37

16 to 17 301 2.56 1.39

18 to 20 149 2.96 1.57

Relation  
with others

12 to 13 238 2.12 1.32

7.959 .001* .023 4, 3, 2 > 1
4 > 2

14 to 15 332 2.42 1.31

16 to 17 301 2.50 1.28

18 to 20 149 2.77 1.34

*p ≤.05.

Table 7. Student’s t test for gender stereotypes.

Stereotypes Gender n X σ Levene's t test d

Way of dressing 
Female 540 2.35 1.21 F = .657 

p = .418
t = .216
p = .829Male 480 2.37 1.25

Behaviour
Female 540 2.65 1.25 F = .118 

p = .732
t = .030
p = .976Male 480 2.65 1.24

Personality
Female 540 3.31 1.33 F = 2.034 

p = .154
t = -3.214
p = .001* .20

Male 480 3.04 1.32

Generation
Female 540 3.25 1.41 F = .009 

p = .925
t = -3.714
p = .001* .23

Male 480 2.91 1.45

Gender
Female 540 1.59 1.06 F = 7.950 

p = .005
t = 1.901
p = .058Male 480 1.72 1.61

Physical appearance
Female 540 1.67 1.07 F = 4.675 

p = .031
t = 1.159 
p = .247Male 480 1.75 1.19

Values
Female 540 2.42 1.38 F = 3.421

p = .065
t = 1.016 
p = .310Male 480 2.51 1.45

Relation  
with others

Female 540 2.40 1.31 F = 2.207 
p = .138

t = .717 
p = .473Male 480 2.46 1.37

*p ≤.05.

The results were significant for all of the stereo-
types, except for the ones relating to “gender” and 
“physical appearance”. Specifically, in the ones regard-
ing “behaviour”, “personality” and “generation”, all of 
the age ranges older than 12 to 13 years have higher 
means, with a small effect size. With the same effect, 
students aged from 18 to 20 and from 16 to 17 scored 
higher than those aged 12 to 13 in “way of dressing”. 
With regards to “values”, respondents aged from 12 to 

13 have the lowest means, while those aged from 18 to 
20 score highest of all with a small effect. In the case of 
“relation with others”, respondents aged from 12 to 13 
scored lowest, with there also being larger differences 
for the 18 to 20 range compared to those aged from 14 
to 15.

As in the previous section, we carried out an analysis 
using Student’s t test to analyse gender stereotypes.
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The previous analysis found significant differences  
for personality and generation, with a small effect size; 
specifically, female respondents scored higher than 
male ones.

Finally, we performed a Pearson’s correlation coeffi-
cient analysis between the musical styles from Table 1 
and the sociocultural stereotypes included in this study, 
the results of which are shown in Table 8. 

Table 8. Pearson’s correlation analysis of preferred styles and stereotypes.

Musical styles
Stereotypes

WD B P GZ G PA V R

Pop r -.037 .088* .155* .197* .086* -.008 .102* .098*

Rap/Hip-hop r .244* .172* .130* .112* .023 .130* .119* .136*

Reggaeton r -.049 -.115* -.127* .339* .092* .082* -.197* -.021

Trap r .116* -.019 -.058 .306* -.029 .092* -.158* .005

Electronic music r .121* .211* .174* .101* .049 .137* .137* .122*

Rock and roll r .135* .179* .199* -.133* -.029 .030 .294* .107*

Techno r .107* .162* .160* .132* .072* .164* .155* .109*

Phonk r .210* .175** .171* .072* .067* .118* .145* .131*

Bachata r .047 .034 .044 .245* .098* .099* -.026 .068*

Dance r .140* .136* .175* .147* .015 .067* .114* .092*

Flamenco r .249* .184* .171* -.090* -.015 .091* .272* .153*

Dembow r .035 -.017 -.034 .120* .045 .076* -.010 -.009

*p <.05
Note: WD = way of dressing, B = behaviour, P = personality, GZ = generation, G = gender, PA = physical appearance, 
V = values, R = relation with others.

The results in Table 8 were statistically significant 
for most of the variables analysed, although, using the 
values of Cohen, the effect size was not large (r ≥.50). 
We should note the moderate size (.30 ≤ r < .50) for 
reggaeton and trap with the “generation stereotype”, 
which, also with a small size, was obtained for bacha-
ta and pop. With a small effect, it is also necessary to 
mention rap, phonk, and flamenco with “way of dress-
ing”; rap, electronic music, phonk, and flamenco with 
“behaviour”; rock and roll with “personality”; and, 
finally, rock and roll, flamenco, and reggaeton with 
“values”, although, in this last case, the relationship 
is negative.

6.  Discussion and conclusions
The results of this study show that the styles that 

participants listen to the most are confined to a very 
small circle within popular urban music. This is one 
feature that differs from previous studies, where a 
wider range of listening is displayed (Cremades et 
al., 2010), and it highlights, even more if possible, the 
importance of the social factor and the shaping of the 
identity of young people at present (Bonneville-Roussy 
& Rust, 2018). In this way, the data obtained classify 
musical styles around the following dimensions: 

(1) Urban music: rap originated and evolved in 
the outlying neighbourhoods of the big cities, with 
sub-styles such as trap and phonk. This last sub-style  
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distances itself from more commercial sounds in search 
of more DIY productions. Trap is much simpler than 
rap, and centres more on experimenting with sound ef-
fects, always giving voice to the everyday reality of life 
in neighbourhoods (Werner, 2023).

(2) Latin music: this includes dembow, reggae-
ton, and bachata, styles that are all danceable music. 
The first two of them also share a sexualised vision of 
the woman, who dances sensually guided by the man 
(Oberst et al., 2016).

(3) Technological music: Techno and electronic mu-
sic are based on experimental use of advanced techno-
logical tools to provide a futuristic image.

(4) Mainstream music: even though their musical 
characteristics are different, pop and dance are what 
adolescents listen to most from the charts, in line with 
the arguments of Gutiérrez and Ubani (2023).

(5) Musical fusion: this includes two different styles, 
namely rock and roll and flamenco, which perhaps 
share the musical mixing of fusion with other styles. 
Furthermore, their followers identify themselves with 
an image, a way of dressing, and a strong personality 
(Morrison, 2017). 

Equally, in this grouping, the difficulties deriving 
from the fact that artists increasingly compose songs 
that fuse elements of different styles has been consid-
ered, coinciding with the ideas of Pedrero-Esteban et 
al. (2019). Thus, in this case, this classification has 
grouped styles that include exclusively musical aspects 
as well as social ones. 

The data obtained according to differences by age 
range shows that older students have a broader range 
of listening than younger ones, with the “musical fu-
sion” dimension standing out in their listening. This 
could perhaps be explained by access to this type of mu-
sic, that can be shared in contexts and spaces for young 
adults. This access would also explain why they listen to 
“technological music” more, which, along with “urban 
music” and “mainstream music”, makes up the major-
ity of the sonic landscape of adolescents (Cremades et 
al., 2010).

By gender, and in line with previous studies (Lorenzo  
et al., 2021; Soares-Quadros, et al., 2019), women pre-
fer the dimensions of “Latin music” and “mainstream 
music” owing to their more danceable character, and 

because of the meaning of following the trends of the 
moment. Meanwhile, men listen more to the styles of 
“musical fusion” and “technological music”, which have 
a strong identity component, with particular aesthetics 
associated in the way of dressing or in the personality 
of their listeners.

In relation to the association of their musical pref-
erences with stereotypes, the most cited were those of 
“personality”, “generation”, and “behaviour”. Some-
thing that can be explained in that these, in particu-
lar personality, are the ones that most concern ado-
lescents in accordance with the ideas of McLean and 
Thorne (2003). In contrast, despite the studies that 
show the continued existence of gender stereotypes 
(Wener, 2023), participants in this study appear not 
to see that they are present in their musical prefer-
ences. With regards to age range, and as in the case 
of gender, the older students seem to be more aware 
of the presence of stereotypes in music. With the ex-
ception of the “gender” and “physical appearance” 
stereotypes, they identify those of “behaviour”, “per-
sonality”, “generation”, and “way of dressing” as 
stereotypes explicitly present in the dissemination of 
music that they prefer, above all through music videos,  
as Gutiérrez and Ubani note (2023). With regards to 
gender, female respondents associate the music they 
listen to with their “personality” and “generation”, 
perhaps because it awakens the emotions with which 
they identify more (Račevska & Tadinac, 2019). All 
of this has been reflected in the close relationship be-
tween musical styles and stereotypes, which leads us 
to confirm the previous arguments. For example, the 
correlations between reggaeton and trap with the ste-
reotype of “generation” make clearly apparent that 
both styles are present and have greater following in 
the present generation (Werner, 2023). This correla-
tion also appears between styles such as rap, phonk, 
and flamenco with the “way of dressing”, a stereotype 
related to the particular aesthetic of rappers (Rent-
frow & Gosling, 2007). 

All of this evidence shows that the participants 
in this study are aware of some of the stereotypes  
present in their musical preferences, which proves the 
transcendent role of urban popular music. This per-
spective casts light on the pertinence of establishing 
this type of music as a generative core on which to base 
a transversal approach to a wide variety of topics re-
lating to music education in secondary school. In this 
sense, it is also advisable to analyse gender stereotypes 
of this type of music on platforms or in music vide-
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os. The aim is to provide students with the necessary 
tools to recognise them and break with the prejudices  
present in this field as a way of building a more inclu-
sive musical identity.
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Abstract:
This work aims to identify the principal journals with 

the most scientific production on music education by 
Spanish authors, to establish a ranking of the most cited 
articles and Spanish authors with the most scientific con-
tributions, and to determine the most researched trends 
in music education over time in Spain. The sample com-
prises all articles by Spanish authors listed in the WoS 
and Scopus databases (peer-reviewed) from 1978 to 2022. 
The final sample comprises 1001 articles, 1372 authors, 
and 293 journals. The analysis of the information is 
based on productivity and dispersion indicators (Price’s,  
Bradford’s, and Lotka’s bibliometric laws), impact indi-
cators (JIF, H index) and collaboration, scientific map-
ping, and multivariate multiple correspondence factor 
analysis. The results show an annual rate of increase 
of music research by Spanish authors of 11.96%, with 
growth increasing from 2000 and becoming exponen-
tial since 2010. Asymmetrical productivity was found in 
journals and authors, with many articles being concen-
trated in a small group of journals and authors. It was 
also observed that the most relevant research trends 
in music education up to 2022 related to methodology, 
teacher training, technology, creativity, innovation, per-
formance, emotions, music therapy, interculturality and 
inclusive education.

Keywords: music education, journals, bibliometric analysis, 
scientific maps, scientific production, literature review, mu-
sic research.

Resumen:
Los objetivos de este trabajo han sido identificar las principales 

revistas con mayor producción científica de autoría española so-
bre educación musical, establecer un ranking de los artículos más 
citados y de los autores españoles con mayor número de contribu-
ciones científicas, y determinar las tendencias más investigadas en 
educación musical a lo largo del tiempo en España. Para la con-
figuración de la muestra, se seleccionaron todos los artículos de 
autoría española publicados en las bases de datos WoS y Scopus 
(revisados por pares) desde 1978 hasta 2022. La muestra final al-
canzó los 1001 artículos, 1372 autores y 293 revistas. El análisis de 
la información se ha fundamentado en indicadores de productivi-
dad y de dispersión (leyes bibliométricas de Price, de Bradford y de 
Lotka), indicadores de impacto (JIF, índice H) y de colaboración, 
mapeo científico y técnica multivariante del análisis factorial de 
correspondencias múltiples. Los resultados revelan una tasa de 
crecimiento anual de la investigación musical realizada por auto-
res españoles del 11.96 %, con un mayor crecimiento a partir de 
2000, que se convierte en exponencial desde 2010. Se constató una 
productividad asimétrica tanto en las revistas como en la autoría, 
de forma que gran parte de los artículos se concentraban en un 
grupo reducido de revistas y autores. Asimismo, se observó que 
las tendencias investigadas más relevantes en educación musical 
hasta 2022 estaban relacionadas con metodología, formación del 
profesorado, tecnología, creatividad, innovación, performance, 
emociones, musicoterapia, interculturalidad y educación inclusiva.

Palabras clave: educación musical, revistas, análisis bi-
bliométrico, mapas científicos, producción científica, revisión 
bibliográfica, investigación musical.

Bibliometric study of the scientific production 
on music education in Spain (1978–2022)

Estudio bibliométrico de la producción científica de educación musical en España 
(1978-2022)

Gregorio VICENTE-NICOLÁS, PhD. Associate Professor. Universidad de Murcia (gvicente@um.es). 

Judith SÁNCHEZ-MARROQUÍ, PhD. Early-Years Teacher. Escuela Infantil No. 1. Molina de Segura (jsm12@um.es). Gregorio VICENTE-NICOLÁS and Judith SÁNCHEZ-MARROQUÍ

Date of reception of the original: 2023-09-14.
Date of approval: 2023-10-28.
Please, cite this article as follows: Vicente-Nicolás, G., & Sánchez-Marroquí, J. (2024). Bibliometric study of the scientific production of music 
education in Spain (1978-2022) [Estudio bibliométrico de la producción científica de educación musical en España (1978-2022)]. Revista Española de 
Pedagogía, 82 (287), 37-54. https://doi.org/10.22550/2174-0909.3926

mailto:gvicente@um.es
mailto:jsm12@um.es


Gregorio VICENTE-NICOLÁS and Judith SÁNCHEZ-MARROQUÍ
R

ev
is

ta
 E

sp
añ

ol
a 

d
e 

P
ed

ag
og

ía
ye

ar
 8

2
, 

n
. 

2
8
7
, 

Ja
n
u
ar

y-
A
p
ri

l 
2
0
2
4
, 

3
7
-5

4

38 EV

1.  Introduction 
Scientific production in music education has 

increased considerably over recent years and, as 
a consequence, so has the existence of journals 
specialising in music (Anglada-Tort & Sanfilippo, 
2019; Calderón & Gustems, 2018; Marín-Suelves 
et al., 2022; Morales et al., 2017). Notable among 
the most recent Spanish production relating to 
music education is research into musical method- 
ologies (García-Gil & Cremades-Andreu, 2019; 
Rodríguez-Quiles, 2023); curriculum, analysis of 
didactic materials and resources (Aróstegui, 2016; 
Chao-Fernández et al., 2020; Cores & Rodríguez, 
2023); digital competence (Colás-Bravo & Hernández- 
Portero, 2023; Serrano, 2017); teacher training 
(Bautista et al., 2019; Cuervo et al., 2023); com-
parative education (Lorenzo et al., 2023; Mateu- 
Luján, 2020); cultural aspects and students’ musical 
preferences (Cuadrado-García et al., 2023; Marín- 
Liébana & Botella-Nicolás, 2020); emotional ed-
ucation (Bonastre Vallés & Nuevo Benítez, 2020; 
Montiel-Guirado & Clares-Clares, 2023), and the 
influence of music on social and psychological de-
velopment (Cabedo-Mas et al., 2023; Lorenzo, 
2020), among others. 

Given this increase in music research, biblio- 
metrics make it possible to decipher and repre-
sent the accumulated knowledge, making sense of 
a large volume of data. Donthu et al. (2021) note 
that the aim of bibliometric analysis is to apply 
quantitative methods to data about scientific pro-
duction, enabling the bibliometric and intellectu-
al structure of a field to be identified and studied 
through analysis of the social and structural rela-
tions between the different components of the re-
search (authors, countries, institutions, topics, 
journals, etc.). Owing to the large number of sci-
entific documents, specific techniques are required 
to analyse scientific production and its impact or  
analyse collaborative or thematic networks 
(Vélez-Estévez et al., 2023). In this sense, it is nec-
essary to recall that the principal bibliometric tech-
niques are citation, co-citation, co-authorship, and 
co-words (Zupic & Čater, 2015). 

Bibliometric analysis can be applied to a wide 
variety of academic fields (Ellegaard & Wallin, 
2015). However, bibliometric methods are not used 
as frequently in education as in other fields; only 
1.34%, compared to 27.23% in information and li-
brary sciences or 21.86% in computer science, as 

found in the recent study by Verma et al. (2023). 
This work also identifies the most productive coun-
tries in bibliometric research, with the leading po-
sitions being held by China, the USA, and Spain, 
followed by Brazil, the UK, Germany, and Canada.

In bibliometric studies, we can differentiate 
between studies that analyse the performance of 
articles and journals to discover emerging trends 
and patterns of collaboration and other studies 
that focus on a specific area of the existing bibli-
ography with the aim of exploring its intellectual 
structure (Donthu et al., 2021). There are studies 
of both types in music education. Notable works 
from the first group of bibliometric research in-
clude Hancock and Price (2020), who analysed the 
production of the Journal of Research in Music 
Education (JRME); Anglada-Tort and Sanfilippo 
(2019), who reviewed the publications Psychology 
of Music, Music Perception, and Musicae Scientiae; 
and Rohwer (2018), who studied the content of the 
International Journal of Community Music.

The other group of studies includes authors 
who research specific topics, such as Özenç-Ira 
and Gültekin (2022), who performed a bibliometric 
study of musical creativity. They note its growth 
over the last two decades, especially in the USA 
and the UK (which are the countries with the high-
est output in studies on this topic relating to psy-
chology, cognitive science, and neuroscience), and 
in Spain (one of the countries with most research 
on musical creativity in educational and curricular 
aspects). Li et al. (2021) carried out a bibliomet-
ric analysis of 1004 publications on music thera-
py recorded in WoS, identifying a notable increase 
from the year 2000. Levine et al. (2023) analyse 
music research in the field of medicine over fifty 
years and note a proliferation of research relating 
to neuroscience, alternative therapies, and music 
therapy. We can also mention some current reviews 
of literature on music, such as the one by He et 
al. (2023) on musical creativity in children or the 
one by Blackwell et al. (2023) on feedback in music 
education. 

In the case of Spain, there are various studies 
comprising bibliometric analyses of music educa-
tion, albeit to a lesser extent than in other coun-
tries such as the USA or China. Among them, we 
should note the work by Morales et al. (2017), who, 
in their bibliometric analysis of Spanish articles 
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listed in WoS from 2000 to 2015, find an increase 
in journals specialising in music education and a 
dispersion of related journals, while, at the same 
time, noting the limited impact of music publica-
tions compared with other areas. We should also 
note the study by Calderón and Gustem (2018), 
whose analysis of the scientific production of 447 
articles published in journals indexed in Journal 
Citation Reports (JCR) from 2006 to 2017 reflects 
an increase in this production over the years. How-
ever, they also note the limited repercussion that 
research in music education has compared with 
other areas, as it receives very few citations. 

We also found bibliometric studies or systematic 
reviews on more specific topics. Marín-Suelves et 
al. (2022) perform a bibliometric analysis in WoS 
and Scopus on technology in music education and 
confirm the increase in publications over the last 
five years, with the USA and Spain standing out 
as the most productive countries. Vargas-Serrano  
et al. (2023) analyse the situation of music in pri-
mary and secondary schools and conservatories 
after the pandemic, noting collaboration through 
online platforms and students’ musical creativi-
ty. Olvera-Fernández et al. (2023) offer a review 
of innovative methodologies in music education. 
Monreal-Guerrero and Herrero (2023) analyse re-
search centred on YouTube as a tool for learning 
music. And Fernández-Barros et al. (2023) review 
studies on the benefits of peer tutoring in musical 
contexts.

Having reviewed the literature relating to 
the object of study, this work aims to provide an  
overview of research in music education over  
time, based on the principal bibliometric laws 
proposed by Ardanuy (2012), namely: Price’s law, 
which analyses the increase in scientific produc-
tion in a specific field of research; Bradford’s 
law, which studies the asymmetric distribution of 
journals by their publications in a discipline; and  
Lotka’s law, which describes the unequal produc-
tivity of authors in a given area. The main aims of 
this work, taking into account the aforementioned 
laws and bibliometric techniques, are to identify 
the principal journals with the most scientific pro-
duction by Spanish authors on music education, to 
establish a ranking of the most cited articles and 
Spanish authors with the most scientific contribu-
tions, and to determine the most researched trends 
in music education over time in Spain.

2.  Method
2.1.  Methodological design

The bibliometric method was used to provide a 
quantitative analysis of the publications written 
(Ellegaard & Wallin, 2015). We started by select-
ing data. Although the number of databases has in-
creased in recent years (Vélez-Estévez, 2023), we 
restricted this study to WoS and Scopus, given the 
broad cover they provide and the quality of the ci-
tations of the articles (Martín-Martín et al., 2018). 
The information was then analysed using biblio-
metric indicators. The production was presented by 
means of science maps with the objective of creat-
ing a representation of an area by dividing docu-
ments, authorship, journals or words into different 
groups (Zupic & Čater, 2015).

2.2.  Data collection
The search for information was divided into two 

phases. The first included all peer-reviewed arti-
cles by Spanish authors published in music educa-
tion journals indexed in WoS and Scopus. To do so, 
we selected journal articles only as document type; 
Spain as the country; and from the earliest record 
to 2022 for the publication date. We also identified 
articles by Spanish authors relating to music edu-
cation published in any other journal by carrying 
out an advanced search in the two databases. For 
this search, we limited the title and keywords using 
the following terms: music and education, sound 
and education, music and school, teaching and mu-
sic, teachers and music, learning and music, and 
music and children. The results we obtained com-
prised 860 articles in WoS and 617 in Scopus. We 
should note that, in the case of Scopus, we excluded 
any journals already included in WoS. 

In the second phase, we exported the data from 
WoS and Scopus in BibTex format and combined 
them into a single file using the Rstudio program. 
Duplicate articles (n = 247) were automatically 
eliminated. Nonetheless, we also performed a man-
ual review, eliminating other duplicate articles not 
identified by the software (n = 95) and others that 
did not fulfil the established criterion of being pub-
lished before 2023 (n = 9). Afterwards, we reviewed 
the titles and abstracts of the articles with the aim 
of excluding any that were not directly related to 
music education (n = 125). The final sample com-
prised 1001 articles by Spanish authors. Figure 1 
shows the general process for collecting informa-
tion from the articles recorded in the databases.
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2.3.  Data analysis
The data analysis was based on the bibliometric 

laws proposed by Ardanuy (2012), which make it 
possible to establish general explanations and seek 
statistically regular behaviours over time in scien-
tific production and information. This work studies 
the following ones:

•	 The law of exponential increase (Price’s law). 
Price established that scientific production grew 
very rapidly and doubled every ten or fifteen 
years.

•	 The law of dispersion of scientific bibliography 
(Bradford’s law). This law states that most of 
the bibliography on a topic will be concentrated 
in a very small group of journals. If the journals 
are put in decreasing order of productivity, they 
can be split into three groups, with a third of the 
articles in each. The first group, the Bradford 
core, comprises very few journals; the second, 
quite a few journals; and the third, the bulk of 
journals (ratio 1: n: n2).

•	 Law of productivity of authors (Lotka’s law). 
Lotka found a quantitative relationship be-
tween authorship and the number of articles 
published. This law states that the productivity 
of authors shows an uneven distribution, and so 
there is a small group of highly productive re-
searchers and a large number of authors with 
low productivity. 

In addition to the indicators of productivity and 
dispersion mentioned above, we calculated other 
bibliometric indicators, such as impact indicators 
(JIF, H index) and collaboration indicators. Equal-
ly, with regards to citations, we considered whether 
they are global citations or local citations, in other 
words, whether they come from the whole body of 
articles that are found in the databases consulted 
or, on the contrary, from the articles that comprise 
the sample of this study.

In addition, during the analysis process, we used 
science mapping. This is a bibliometric method that 
makes it possible to create a visual representation 
of the structure of an area of research and uses 
analysis techniques such as citation, co-citation, 
co-authorship, and co-words, among others (Zupic 
& Čater, 2015). The structures represented in this 
work relate to the journals (map of co-citations), 
authorship (map of collaboration with authors), 
and keywords (thematic map). The latest was pre-
pared using the multivariant technique of multi-
ple correspondence analysis (MCA) in order to 
represent a conceptual structure of the field and 
a grouping of documents that express shared con-
cepts. In this case, the results are interpreted based 
on the relative positions of the points and their 
distribution across the dimensions; the more sim-
ilar the words are, the closer they are on the map  
(Cuccurullo et al., 2016). Table 1 displays the vari-
ables analysed and the type of analysis performed 
with each of them. 

Figure 1. Process of identification, review, and inclusion of records from WoS and Scopus.

Source: adapted from the diagram by Page et al. (2021).
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To analyse the data, we used the RStudio, Bibliometrix 
(Aria & Cuccurullo, 2017), and VOSviewer programs (Van 
Eck & Waltman, 2017). In addition, we utilised the SPSS 
program for inferential analysis (correlation, regression 
analysis, and ANOVA) establishing α = .05 as the critical 
value in the interpretation of the results. 

3.  Results
3.1.  Articles and journals

The first article recorded in the databases was from 
1978, although it was not until 2000 that scientific pro-

duction started to increase, with 2021 being the year 
with the most articles published (n = 157) (Figure 2). 
The mean articles per year was 22.24, with a variabili-
ty of 42.54 (SD) and an annual growth rate of 11.96%. 
There is a significant relationship between the number 
of articles and the year of publication according to the 
correlation, rs = .890, p <.001; the simple linear regres-
sion analysis with the coefficient of determination R2 = 
.524; and ANOVA, F(1, 43) = 47.255, p <.001. 

The extraordinary increase in this production over 
the last decade should be noted, as the figures for the 

Table 1. Structure of the data analysis.

Units 
of analysis

Type of analysis Bibliometric techniques 
or indicators

Articles
(n = 1001)

Growth since 1978 Price’s law

Mean articles cited per year Citations 

Ranking of the 10 most-cited articles Global citations and local citations

Journals
(n = 293)

Ranking of the 10 journals with the most articles Productivity

Distribution of the production of the journals Bradford’s law

Ranking of the journals with the greatest impact H-index and JIF

Science map of journals cited at least 30 times by 
authors

Co-citations

Authors
(n = 1372)

Authors with most articles Productivity

Distribution of the production of the authors Lotka’s Law

Ranking of the universities Productivity

Map of collaboration by authors Co-authors

Keywords:
(n = 2589)

Ranking of the most frequent words Frequency

Trends researched Frequency

Thematic map of keywords Multiple correspondences

Figure 2. Annual academic production. 
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correlation are higher from 2010, rs = .962, p <.001. 
Besides, the regression analysis confirmed Price’s 
exponential increase, with a goodness of fit of 87%,  
R2 = .878, and with a significant relationship accord-
ing to ANOVA, F(1, 11) = 79.467, p <.001.

The articles from the sample have a mean of four 
citations (M = 4.005) and a variability of nine cita-
tions (SD = 9.047), although the number of citations 
of the articles has varied over time. Articles from 

1993, 2008, and 2013 had the most citations, while 
ones from later years had lower mean citations, with 
this figure decreasing as they became more recent 
(Figure 3). 

The articles that recorded the most global cita-
tions in WoS and Scopus from any field exceeded 100 
and corresponded with the field of psychology more 
than education. Table 2 presents the ranking of the 
articles with the most global citations.

Figure 3. Mean citations received per article.

Table 2. Ranking of music articles with the most global citations. 

Título del artículo Autoría Año Revista Citaciones

1. Individual differences in music reward experiences Mas-Herrero et 
al.

2013 Music Percep-
tion

151

2. Effects of music learning and piano practice on 
cognitive function, mood and quality of life in older 
adults

Seinfeld et al. 2013 Frontiers in 
Psychology

122

3. Structural neuroplasticity in expert pianists depends 
on the age of musical training onset

Vaquero et al. 2016 Neuroimage 82

4. Modulation of functional connectivity in auditory–mo-
tor networks in musicians compared with nonmusi-
cians

Palomar-García 
et al.

2017 Cerebral Cortex 61

5. Effects of phonological and musical training on 
the reading readiness of native- and foreign-Span-
ish-speaking children

Herrera et al. 2011 Psychology of 
Music

46

6. Developing music teacher identities: An international 
multi-site study

Ballantyne et al. 2012 Inter. Journal of 
Music Educa-

tion

44

7. Self-determination theory applied to flow in conserva-
toire music practice: The roles of perceived autonomy 
and competence, and autonomous and controlled 
motivation

Valenzuela et al. 2018 Psychology of 
Music

44
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8. Synaesthesia: The existing state of affairs Hochel & Milán 2008 Cognitive Neu-
ropsychology

43

9. Musical practice as an enhancer of cognitive function 
in healthy aging - A systematic review and meta- 
analysis

Román-Caballero 
et al.

2018 Plos One 43

10. Exploring the global decline of music education Aróstegui 2016 Arts Education 
Policy Review

41

However, articles in the field of music education 
received only fourteen citations from within the sam-
ple of this study (local citations), although, in this 

case, the distribution of works linked to the context 
of psychology and that of education was more bal-
anced (Table 3).

The 1001 articles in the study sample were pub-
lished in a total of 293 journals. Figure 4 shows 
the ranking of the journals with the most articles 

on music education by Spanish authors. It should 
be noted that four of the top five journals were 
Spanish.

Table 3. Articles with most local citations.

Article title Authorship Year Journal Citations

1. Music performance teachers’ conceptions about 
learning and instruction: A descriptive study of 
Spanish piano teachers

Bautista et al. 2010 Psychology 
of Music

14

2. Metas y estrategias para una práctica construc-
tiva en la enseñanza instrumental [Targets and 
strategies for a constructive practice in teach-
ing musical instruments]

Torrado & Pozo 2008 Cultura 
y Educación

10

3. The influence of music learning cultures on the 
construction of teaching-learning conceptions

Casas-Mas et al. 2014 British Journal 
of Music 

Education

10

4. The older, the wiser? Profiles of string instru-
ment teachers with different experience accord-
ing to their conceptions of teaching, learning, 
and evaluation

López-Íñiguez 
et al.

2014 Psychology 
of Music

10

5. Using the musical score to perform: A study 
with Spanish flute students

Marín et al. 2012 British Journal 
of Music 

Education

7

6. Music teachers professional competences: From 
a theoretical framework to a concrete proposal

Carrillo 2015 Revista 
Internacional 
de Educación 

Musical

7

7. Piano students’ conceptions of musical scores 
as external representations: A cross-sectional 
study

Bautista et al. 2009 Journal 
of Research 

in Music 
Education

6

8. Musical tastes of secondary school students 
with different cultural backgrounds: A study in 
the Spanish north African city of Melilla

Cremades- 
Andreu et al.

2010 Musicae 
Scientiae

6

9. Formal music education not only enhances 
musical skills, but also conceptions of teaching 
and learning: A study with woodwind students

Marín 2013 European 
Journal 

of Psychology 
of Education

6

10. La educación musical en la formación básica en 
España. El problema de la dispersión curricular 
[Music education in basic education in Spain: 
The problem of curricular dispersion]

Belletich et al. 2016 Perspectiva Edu-
cacional

6
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As for the distribution of articles in the different 
academic journals according to Bradford’s law, we 
have established three zones (core, zone 2, and zone 
3). These had approximately the same number of 
articles, but the principal core of articles published 
by Spanish authors comprised seven journals (Fig-
ure 5). This law is confirmed by the strong negative 

correlation between the two variables, rs = -.939, p 
<.001; the coefficient of determination of the regres-
sion analysis, R2 = .881; and the significant results 
of the ANOVA, F(1, 291) = 2164.645, p <.001. That 
is to say, 88% of the variance in the publication of 
articles of the journals is explained by their position 
in the ranking.

As shown in Table 4, of the 293 journals in the 
sample, the ones that have the most impact with-
in the analysed location of Spain differ considerably 
from those that contain more articles by Spanish 
authors shown above in Figure 4. This difference is 
principally because of the number of citations the 

published articles receive, which determines the 
H index of the journal. Therefore, when a journal 
has published fewer articles, but these articles have 
been widely cited by Spanish authors, they can have 
a higher H index than other journals with more pub-
lications but fewer citations.

Figure 4. Ranking of journals with the most articles. 

Figure 5. Core journals: Bradford’s law.
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There were 19 880 references in the articles in the 
sample. The journals cited most often in these referen- 
ces were Psychology of Music, Thesis, Music Education 
Research, Journal of Research in Music Education, 
British Journal of Music Education, and International 
Journal of Music Education, all of which had more than 

three hundred citations (Table 5). Taking into account 
those journals cited thirty times or more (n = 72), two 
large related groups were established, one comprising 
music education journals and journals from the field of 
education and another comprising journals connected 
to the field of psychology (Figure 6).

Table 4. Journals with the greatest local impact factor.

Journal H-index JIF Articles Cita-
tions

Year 
of 1st 

article*

Index 
(WoS)

1. Psychology of Music 10 1.7 30 312 2010 SSCI

2. International Journal of Music Education 9 1.8 37 262 2003 SSCI

3. Music Education Research 8 2.3 26 169 2008 SSCI

4. Cultura y Educación 7 0.7 14 136 2008 SSCI

5. Frontiers in Psychology 7 3.8 17 221 2013 SSCI

6. Revista Electrónica Complutense de Investi-
gación en Educación Musical-RECIEM

7 1.0 78 224 2004 ESCI

7. British Journal of Music Education 6 2.0 16 113 2011 SSCI

8. Music Perception 5 2.3 5 211 2006 SSCI

9. Revista Complutense de Educación 5 1.6 7 36 2010 ESCI

10. Revista de Psicodidáctica 5 3.6 7 50 2007 SSCI

*Year of the first article published by Spanish authors.

Table 5. Most-cited journals from the sample as a whole.

Journal Citations (F) Strength of relationship*

1. Psychology of Music 559 10586

2. Thesis 368 3553

3. Music Education Research 321 5280

4. Journal of Research in Music Education 320 6057

5. British Journal of Music Education 308 5172

6. International Journal of Music Education 259 4164

7. Frontiers in Psychology 182 4541

8. Eufonía 178 1691

9. Music Perception 159 2959

10. Revista Electrónica LEEME 117 1279

*This value indicates the total number of times that the journal has been cited along with other journals.



Gregorio VICENTE-NICOLÁS and Judith SÁNCHEZ-MARROQUÍ
R

ev
is

ta
 E

sp
añ

ol
a 

d
e 

P
ed

ag
og

ía
ye

ar
 8

2
, 

n
. 

2
8
7
, 

Ja
n
u
ar

y-
A
p
ri

l 
2
0
2
4
, 

3
7
-5

4

46 EV

3.2.  Authorship and university institutions
Of the 1372 authors who published the total of 

1001 articles, 78.2% published one article; 9.4%, two 

articles; 10.2%, three to nine, and only 30 authors 
(2.18%) published ten or more. These authors are 
listed in Figure 7.

If we consider the productivity of the authors, Fig-
ure 8 shows that many of them published one or two 
articles, but the number of authors falls as the at num-
ber of articles increases with a strong negative corre-
lation of rs = -.964, p <.001 and so a very small group 

of authors published more articles, reflecting the un-
even distribution of scientific production described in  
Lotka’s law with a fit of 94%, R2 = .947, and a signifi-
cant relationship between these variables according to 
the ANOVA, F(1, 19) = 342.657, p <.001.

Figure 6. Groups of most-cited journals (n = 72). 

Note: visualisation of two groups of journals. The colour represents journals in the same group; the size of the circle, the 
number of co-citations of the journal; and the distance between the circles, the relationship between two journals. 

Figure 7. Authors with the most articles.
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The universities of Valencia and Granada, the  
Universidad Complutense de Madrid, the Universitat 
de Barcelona, and the Universidad Autónoma de Ma-

drid stood out as the Spanish universities with the most 
scientific production in music education, with more 
than fifty articles published each (Figure 9).

With regards to collaboration in scientific produc-
tion in Spain, 25.37% of articles had a single author 
while the others had two or more authors, with a mean 
of 2.41 co-authors per article. Figure 10 shows twen-
ty-nine collaborative groups in the area of study (there 

are other groups of authors who publish jointly but do 
not appear in this network because they are not related 
with the principal collaborative groups). These groups 
comprise 313 authors, that is to say, 22.81% of the total 
authors are involved in the most collaborations.

Figure 8. Productivity of authors: Lotka’s law. 

Figure 9. Ranking of universities. 
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Collaboration by Spanish authors with foreign au-
thors was found in 10.89% of works, among which we 
note twenty-two collaborations with the United King-
dom (2.2%), eleven with the USA (1.1%), nine co-author-
ships with Brazil and another nine with Australia, eight 
collaborations with Chile, and six each with Canada,  

China, and Germany. Figure 10 shows collaborations 
with other countries. These collaborations result in 
eleven groups comprising seventy-seven authors from 
different countries, which means that 5.6% of the total 
number of authors do more publications with foreign 
authors (Figure 11).

Figure 10. Network of collaboration of the study authors.

Figure 11. Network of collaboration of Spanish authors with foreign authors.
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3.3.  Keywords and topics
A total of 2589 keywords were included in the 

1001 articles, the most frequent ones being teaching 

methods, teacher training, technology, and primary 
education, all of them with values greater than 75 
(Table 6).

Regarding the evolution of keywords over the last 
decade, we found that the most current ones were text-
books, e-learning, and Covid-19. The ones that have 

persisted the most over the last ten years are conserva-
tory, intercultural education, rhythm, and informal ed-
ucation (Figure 12).

Figure 13 is a thematic map derived from the 
factor analysis of multiple correspondences that 
shows three large areas of research. Although any 
topic can be researched at any educational stage, an 
association of general topics with particular stages  
was observed. Accordingly, the first group (red) en-
compasses research in higher education and con-
servatories, related principally with methodology, 

performance, instrumental learning, and emotions. 
The second group (blue) shows that articles on ear-
ly-childhood education and primary education more 
frequently research aspects relating to the cur- 
riculum and teacher training. Finally, the third 
group (green) includes studies on secondary educa-
tion, associated with topics of creativity and tech-
nology, among others.

Table 6. Keywords cited most in the sample as a whole.

Keywords F Keywords F

1. Teaching methods 105 11. Early-childhood education 40

2. Teacher training 88 12. Innovation 40

3. Technology 86 13. Emotions 30

4. Primary education 76 14. Intercultural education 30

5. Higher education 56 15. Music therapy 28

6. Creativity 54 16. Motivation 26

7. Conservatories 53 17. Instrumental learning 24

8. Curriculum 44 18. Inclusive education 22

9. Secondary education 43 19. Interdisciplinarity 20

10. Performance 40 20. Gender 20

Figure 12. Most frequent keywords over the years.
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Considering that MCA aims to explain the great-
est possible inertia in the different axes, the previ-
ous map can be said to be capable of identifying the 
most significant relations between variables, given 
that the two dimensions explain almost 70% of the 
total inertia (55.66% the first and 14.04% the sec-
ond); in other words, a large proportion of the ar-
ticles that share similar topics are represented and 
associated.

4.  Discussion and conclusions
The results of this study confirm that scientif-

ic production in music education has grown in re-
cent years, as previous studies observed (Anglada- 
Tort & Sanfilippo, 2019; Calderón & Gustems, 
2018; Marín-Suelves et al., 2022; Morales et al., 
2017; Özenç-Ira & Gültekin, 2022). In Spain, mu-
sic research grew very quickly from 2000, and this 
growth became exponential from 2010, fulfilling 
Price’s law on increase.

As for citations of music education articles, we 
can conclude than the mean number of citations (M 
= 4) is similar to the figure of 3.91 citations in ear-
lier studies (Calderón & Gustems, 2018) and slightly 
higher than the mean of 2.96 observed by Morales et 
al. (2017). This increase should be regarded as some-
thing positive, although it is still far from the mean 
of the articles that are more related with musical 
psychology or music therapy, which is around seven-
teen citations (Anglada-Tort & Sanfilippo, 2019; Li 
et al., 2021). Indeed, the articles cited most interna-
tionally correspond more with the field of psychology 

than education and exceed one hundred citations. In 
contrast, our analysis of local citations reveals that 
the most-cited articles in Spanish musical research 
exclusively belong to the field of education, with the 
particular feature that they have received a consid-
erably smaller number of citations, just fourteen. 
The greater dissemination or impact, in terms of ci-
tations, of articles that belong to or relate to the field 
of psychology raises the question of whether music 
education researchers should prioritise these topics 
when choosing their topics if they want to achieve 
a high impact in their publications. Accordingly, an 
article on the musical preferences of students would 
logically have fewer potential journals interested in 
it than if its topic matter covered, for example, musi-
cal preferences and emotions, or musical preferences 
and disruptive behaviour in adolescents. The impor-
tance and validity of the interdisciplinarity of knowl-
edge are not questioned, but, to some extent, are re-
searchers in music education not sometimes obliged 
to divert those strictly musical-educational lines to 
be able to publish more or in more prestigious jour-
nals? This idea has already been addressed by Mantie 
(2022), whose approaches point in the same direction 
as this study and who argues that “If you want a high 
score, you must publish in the right journals (which 
tend to be medical rather than social in orientation)” 
(p. 25). The results of this research do not answer 
this question, but considering it in future studies 
would be of interest. 

Regarding the productivity of journals, other stud-
ies (Calderón & Gustems, 2018) have identified an 
unequal distribution, in line with Bradford’s law. In 

Figure 13. Thematic map of the articles’ keywords.
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other words, the articles published are concentrated 
in a very small group of journals. In Spain, seven jour-
nals make up this core, although they do not all have 
the same impact. In contrast with other areas where 
the journals with the highest impact publish the most 
articles (Silva-Díaz et al., 2022), in this study, only 
half of the journals with the largest output are the 
ones with the greatest impact in Spanish music re-
search: Psychology of Music, International Journal 
of Music Education, Music Education Research, and 
Revista Electrónica Complutense de Investigación en 
Educación Musical-RECIEM.

As with the journals, the productivity of authors 
has an asymmetric distribution, with a small number 
publishing most on music education, as established 
by Lotka’s law and confirmed by different studies on 
aspects of music (Marín-Suelves et al., 2022; Özenç-
Ira & Gültekin, 2022). In the case of collaboration 
between authors, the mean number of co-authors is 
2.41. This is very close to the figure of 2.61 estab-
lished in earlier Spanish works (Morales et al., 2017), 
although it is somewhat lower than the mean num-
ber of co-authors of articles on musical psychology, 
which is 4.4 (Anglada-Tort & Sanfilippo, 2019). Three 
quarters of the articles involve collaboration between 
Spanish authors, and only one in ten, with foreign 
authors as well. The United Kingdom, the United 
States, Brazil, and Australia, which are the most pro-
ductive countries in bibliometrics and the ones that 
carry out the most collaborations, are most notable 
(Verma et al., 2023).

The most important trends in research in music 
education up to 2022 in Spain relate to methodolo-
gy, teacher training, technology, creativity, innova-
tion, performance, emotions, music therapy, inter-
culturality, and inclusive education, among others. 
A variety of authors have identified Spain as one of 
the most productive countries in some of these top-
ics; for example, in music education and technology 
(Marín-Suelves et al., 2022) or in musical creativi-
ty (Özenç-Ira & Gültekin, 2022). Other trends such 
as music therapy, emotions, and teacher training or 
performance were also identified in earlier works  
(Anglada-Tort & Sanfilippo, 2019) and are still the 
subject of research in Spain at present. 

On the other hand, it can be said that the musi-
cal research by the Spanish authors is directed at all 
educational stages, being more frequent in primary 
education and higher education, and less frequent in 

secondary education and early-childhood education. 
Similarly, although the articles in this work cover a 
wide variety of topics in each educational level, we 
have identified some general lines that are investi-
gated in each level.

The main limitation of this study is that the sam-
ple consisted of scientific production from two data-
bases; therefore, Spanish research on music educa-
tion that is not recorded in them was not included in 
the analysis. Furthermore, we should note that the 
information that the databases collect is not always 
complete or accurate, a limitation that we have re-
duced as much as possible through exhaustive revi-
sion and manual correction of the data. In addition 
to these, there are other limitations typical of biblio-
metric analyses. For example, as more recent articles 
have had less time to be cited, this measure is biased 
towards older publications (Zupic & Čater, 2015). 
Also, there are limitations deriving from the quan-
titative method, given that, while the present work 
studies the general structure of scientific production 
of music education through a descriptive analysis and 
analyses of correlation and regression, it does not  
analyse in depth each of the units of analysis studied 
(articles, authors, journals, and keywords). Finally, as 
possible lines of future research, it would be of inter-
est to assess the study variables with other quality 
indexes, expand the sample with other databases, and 
complement the information with scientific produc-
tion in books, contributions to music education con-
ferences held in Spain or contributions by Spanish 
authors at conferences held in other countries. 
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Abstract:
Emotional intelligence is a psychological variable that 

affects personal well-being and transcends the educational 
field. It is known that learning music provides emotional 
benefits for people and that emotional intelligence varies 
by age and gender. Based on these principles, we propose 
this research with the following objectives: to measure the 
perceived emotional intelligence of adolescent students of 
obligatory secondary education from Valencia, to compare 
by the variables of musician-non-musician and gender; 
and to explore the effect of music on the perceived emo-
tional intelligence of young musicians considering gender 
as a variable. The final sample comprised a total of 409 
adolescents of between 11 and 16 years of age. The data 
collection tools were an ad hoc sociodemographic ques-
tionnaire and the Trait Meta-Mood Scale (TMMS-24). The 
results of the statistical analyses displayed significant dif-
ferences by gender in emotional attention; a positive cor-
relation between age and attention, which increases with 
progress through adolescence; and a significant effect that 
reveals greater emotional clarity in musicians. This effect 
occurs independently of the gender of the subject, and so it 
benefits boys and girls equally.

Keywords: emotional intelligence, adolescence, music edu-
cation, music, gender, educational research, emotional well- 
being, emotional attention, academic performance, educa-
tion, music training, emotional repair.

Resumen:
La inteligencia emocional es una variable psicológica que 

afecta al bienestar personal y trasciende al ámbito educativo. 
Se sabe que el aprendizaje de la música aporta beneficios emo-
cionales a las personas y que la inteligencia emocional varía en 
función de la edad y el género. A partir de estos principios, plan-
teamos esta investigación con los siguientes objetivos: medir la 
inteligencia emocional percibida de adolescentes valencianos es-
tudiantes de Educación Secundaria Obligatoria, establecer una 
comparativa según las variables músico-no músico y género, así 
como explorar el efecto que la música ejerce en la inteligencia 
emocional percibida de los jóvenes músicos en función de la va-
riable género. La muestra final estuvo compuesta por un total 
de 409 adolescentes de entre 11 y 16 años. Las herramientas de 
recogida de datos fueron un cuestionario sociodemográfico con-
feccionado ad hoc y la Trait Meta-Mood Scale (TMMS-24). Los 
resultados de los análisis estadísticos presentaron diferencias 
significativas de género en atención emocional; una correlación 
positiva entre la edad y la atención, que aumenta según la per-
sona se adentra en la adolescencia; y un efecto significativo que 
revela una mayor claridad emocional a favor de los músicos; tal 
beneficio se produce con independencia del género del sujeto, lo 
que significa que afecta por igual a chicas y a chicos.

Palabras clave: inteligencia emocional, adolescencia, edu-
cación musical, música, género, investigación educativa, 
bienestar emocional, atención emocional, rendimiento aca-
démico, educación, formación musical, reparación emocional.
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1.  Introduction 
Emotional intelligence (EI) is the ability to handle 

one’s own emotions and those of others, to differenti-
ate between them, and to make use of that information 
to guide one’s own thought and actions (Mayer et al., 
2011). Experts consider emotion to be one of the basic 
mental operations. Two simultaneous mechanisms are 
at work in it: the sensory and the cognitive (Bisquerra,  
2015), and EI stands out within this field. This construct 
developed from the concept social intelligence, defined 
by Thorndike (1920) as the ability to act conscious-
ly in human relations (Molero et al., 1998). Gardner  
(2016) took up this idea, identifying two forms of 
emotional intelligence: interpersonal, which consid-
ers the behaviour, feelings, and motivations of others; 
and intrapersonal intelligence, principally involved in 
the examination and knowledge of one’s own feelings.  
Goleman later popularised the concept in his book  
Emotional intelligence. 

Three factors are differentiated in the intrapersonal 
form of this model of perceived EI.

Attention to feelings is the degree to which people be-
lieve they pay attention to their emotions and feelings (i.e., 
“I constantly think about my emotional state”); emotional 
clarity refers to how people think they perceive their emo-
tions (i.e., “I am frequently wrong about my emotions”); 
finally, emotional repair alludes to the subjects’ belief in 
their capacity to interrupt and regulate negative emo-
tional states and prolong positive ones (i.e., “Although I 
sometimes feel sad, I usually have an optimistic outlook”). 
(Fernández-Berrocal & Extremera, 2005, pp. 74-75)

From an intrapersonal perspective on EI, it is known 
that people with moderate-low scores in emotional  
attention and high scores in emotional clarity and re-
pair achieve better levels of adaptation. In contrast, ex-
tremely high levels in emotional attention are related 
to emotional maladjustment. If the people who display 
this do not have an adequate level of clarity and repair, 
they could enter an emotional spiral resulting in a ru-
minative process (Extremera & Fernández-Berrocal, 
2005), including the creation of symptoms of anxiety, 
depression, and stress (Delhom et al., 2023). 

In turn, there is a clear significant correlation between 
the ability to recognise emotions in performances of clas-
sical music and EI (Hallam, 2010). This finding suggests 
that this capacity is based on some of the same sensibil-
ities that comprise everyday EI and that the remaining 
musical capacities can be transferred to other activities if 
processes required share similarities (Hallam, 2010).

The present research will report on the differences  
in EI by age, gender, and relationship with music dis-
played by a group of adolescent students of obligatory 
secondary education (Enseñanza Secundaria Obliga-
toria, ESO). Given that this psychological variable is 
closely related to school outcomes, special attention 
will be paid to the synergies that previous research 
works have found in the positive effect of musical 
praxis and its repercussions in the academic field of 
young people.

1.1.  Emotional intelligence and education 
An intelligent person was traditionally considered to 

be one who obtained the best academic results. However,  
as Fernández-Berrocal and Extremera (2002) note, this 
idea started to be questioned some time ago as it did 
not guarantee success in the professional sphere or in 
everyday life. And, at that critical moment, the concept 
of EI as an alternative to the traditional vision of an 
intelligent individual emerged.

A lack of EI in students is associated with four spe-
cific problems in education: (a) a deficit in students’  
levels of well-being and psychological adjustment, (b) a 
reduction in the quantity and quality of interpersonal 
relationships, (c) a fall in academic performance, and 
(d) the appearance of disruptive behaviour and use of 
addictive substances. Therefore, students with better 
EI development display better psychological adjustment 
and emotional well-being, they have more interpersonal 
networks and of higher quality, and they display a lower 
tendency towards disruptive, aggressive, and violent be-
haviours. Equally, as they confront stressful situations 
with more ease, they perform better at school and consu-
me addictive substances such as alcohol, tobacco etc. in 
smaller quantities (Extremera & Fernández-Berrocal,  
2004).

In 2020, 90% of EI programmes implemented in edu-
cational centres had very positive effects on students: 
they improved their emotional and social skills, and 
they acquired the capacity to learn to confront acade-
mic difficulties in class and to regulate their emotions. 
These achievements were greater in primary education 
(Puertas-Molero et al., 2020), although a correlation be-
tween EI and academic performance was also observed 
in post-obligatory education students (Del Rosal et al., 
2018).

Faced with this need to strengthen emotional devel-
opment in individuals and society (Pastor et al., 2019), 
teachers must play an essential role. People’s emotional 
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competences ought to be developed right from their in-
itial training onwards (Iryhina et al., 2020), as the edu-
cational sphere is ideal for the benefits to spread to all 
of the citizens.

1.2.  Emotional intelligence, age, and gender
EI varies by age (Salguero et al., 2010) and gender 

(Fernández-Berrocal et al., 1998; Pena et al., 2011, and 
Thayler et al., 2003, as cited in Extremera & Fernández- 
Berrocal, 2005). Studying this psychological variable 
in different groups gives an overview of its scope in 
multiple areas, including the study of development in 
adolescence. Thanks to these works, different psycho-
logical patterns can be established. For example, peo-
ple with moderate-low scores in emotional attention 
and high clarity and repair scores achieve a better level 
of psychological adaptation (Extremera & Fernández- 
Berrocal, 2005). Similarly, lower levels of emotional 
clarity and repair in adolescents are often related to de-
pressive behaviour (Extremera & Fernández-Berrocal, 
2004). In this regard, the findings relating to gender 
are especially striking: when women with greater emo-
tional attention and lower repair of their own emotions 
display greater depressive symptoms, these are greater 
than those of men with high levels of depression (Thay-
ler et al., 2003, as cited in Extremera & Fernández- 
Berrocal, 2005). Similarly, the literature identifies a de-
ficiency in EI depending on age in adolescence. In this 
sense, Salguero et al. (2010) identified the ages of 16 to 
17 as the stage of adolescence in which levels of emo-
tional attention increase most.

Ultimately, it is important to achieve a good level 
of emotional clarity and repair to achieve this equi-
librium in the three factors of EI in adolescence. This 
aspect is especially relevant when considering the 
gender perspective, as women per se tend to score 
higher than men in attention to feelings (Fernández- 
Berrocal et al., 1998; Pena et al., 2011, and Thayler  
et al., 2003, as cited in Extremera & Fernández- 
Berrocal, 2005).

1.3.  Emotional intelligence and music
Royal Decree 217/2022 of 29 March, regulating the 

Organisation and Minimum Content of Obligatory 
Secondary Education in Spain states that music, as 
well as being a means of expressing emotions, actively 
contributes to their development, improving individu-
als’ sensitivity and emotional control. So, it is in this 
educational context that musical activity can play a 
unique role thanks to its natural implications for the 
emotional sphere. 

Learning music has the capacity to improve psycho-
logical well-being, favouring adolescents’ positive emo-
tions and minimising their negative ones, as negative 
emotions (such as fear, irritation, anger, boredom, or 
anxiety) are not usually experienced when listening to 
music (Blasco & Calatrava, 2020). Music enhances the 
acquisition of emotional competences, which focus on 
the interaction between the person and the environ-
ment. Hence, they have an impact both on some im-
mediate educational applications (Campayo & Cabedo, 
2016) and on emotional regulation (Saarikallio, 2011), 
which is an essential component of EI. 

Identifying emotions in musical performance is re-
garded as an aspect of EI (Resnicow et al., 2004). Also, 
whether in a group or individually, instrumental prac-
tice increases intrapersonal skills and favours control 
of emotions (Campayo-Muñoz & Cabedo-Mas, 2017). 
Even Bisquerra (2015) has attributed a purely emotion-
al aim to music. And its effect is not one-way as there 
is a positive mutual correspondence between music and 
emotional skills, meaning that through their beneficial 
effects, the two areas mutually reinforce one another 
(Campayo & Cabedo, 2016; Bonastre & Nuevo, 2020). 
Consequently, music training has a positive influence 
on intrapersonal and interpersonal competences alike, 
and on improving academic performance in general 
(Barrientos et al., 2019). 

In this sense, it is important to distinguish between 
two types of musical training: active and receptive. Ac-
tive musical training, that is, when a person learns and 
makes music (Benítez et al., 2017), is a more complex 
phenomenon in cognitive terms and more significant 
from an educational perspective (Rauscher & Hinton, 
2006). Although other musical experiences provoke 
and evoke an individual’s emotions, music lessons also 
affect cognitive performance and capacity (Rauscher 
& Hinton, 2006); they favour conative skills, includ-
ing self-concept and personality variables (Degé et al., 
2014); and they act on EI and education through intra 
and interpersonal competences. All this comes together 
in an improvement in general academic performance 
(Barrientos et al., 2019). Ultimately, playing a musical 
instrument leads to a transfer of learning, that is to say, 
an improvement of skills in various extra-musical areas 
(Benítez et al., 2017). 

The psychology of music has confirmed that playing 
music requires the emotional brain, which also affects 
other areas of the brain. This makes it work holistical-
ly, causing a series of specific neuronal connections de-
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fined as “engrams” or fingerprints, which are real and 
characteristic of this activity, and that are not achieved 
through others (Lacárcel, 2003). 

Nonetheless, all of this evidence in favour of musi-
cal training does not seem sufficient. Such is the need to 
make learning outcomes in education visible and quanti-
fy them that the imprecision of measurement of the aes-
thetic experiences that music and its methodology offer 
hampers its standing (Chao-Fernández et al., 2020). 

Notwithstanding, researchers’ efforts to find quanti-
fiable results in the field of music are bearing fruit. Many 
of them transcend the educational sphere and relate to 
the requirements of Spain’s Organic Act 3/2020, of 29 
December, which amends Organic Education Act 2/2006, 
of 3 May (LOMLOE). However, for students to achieve 
these emotional competences well through music, musi-
cal training should have its own space in the curriculum, 
with the status of a central subject. This increased pres-
ence should, of course, be accompanied by a more con-
sistent initial training of specialist music teachers.

2.  Objective and hypothesis
The main purpose of this article is to measure ado-

lescents’ EI according to the age, gender, and musical 
studies variables. The following specific objectives were 
set: to explore levels of EI in a group of adolescents by 
age and gender, to compare the EI scores obtained by 
young musicians and non-musicians and to explore the 
effect of musical praxis on the EI of adolescent musi-
cians by gender. In line with all of this, we formulated 
the following hypotheses: 

1.	 There are differences in EI by the age and gender 
of the adolescents.

2.	 Young people who pursue professional education 
in a conservatory will have different EI scores 
than those who have never received regulated 
musical training. 

3.	 The relationship between musical praxis and EI 
in adolescents is not affected by gender.

The ultimate aim of the present study was to estab-
lish whether young musicians have different EI scores 
than non-musicians and whether gender as a variable 
affects music’s impact on adolescents.

3.  Method 

3.1.  Population and sample
To guarantee the homogeneity of the sample, pri-

vate educational centres classed as elitist were rejected 
from the start, as were centres classified as special edu-
cational support centres (Centros de Acción Educativa 
Singular [CAES]) for children with challenging home 
circumstances or very low-income households. The sec-
ond selection criterion was that the centres be in places  
with socio-economic and cultural levels as similar as 
possible to those of the music conservatories. The fol-
lowing centres in the city of Valencia (Valencian Com-
munity, Spain) were finally selected:

•	 IES San Vicente Ferrer, located in L’Eixample.

•	 Colegio Salesiano San Antonio Abad, located in 
Morvedre, in the district of Zaidía, in the Sant Antoni  
neighbourhood.

•	 Colegio Mantellate, located in Llano de la Zaidía. 

Of the three collaborating educational centres, one 
is publicly owned and the other two are state-funded 
independent schools. 

The collaborating music conservatories are located 
in the city of Valencia and in Torrente, respectively. 
Both offer basic and professional studies in music, they 
are publicly owned, and they are managed by Valencia’s 
regional government (the Generalidad Valenciana). 
Specifically, the following conservatories were selected:

•	 The Velluters professional music conservatory from 
Valencia, located in the centre of the city, in the dis-
trict called Ciutat Vella.

•	 The Torrent professional music conservatory 
(CPMT), located in the metropolitan area of Valencia.

The initial study sample comprised a total of 538 
subjects, of which 129 were eliminated from the analy-
sis as they did not fulfil the inclusion criteria. This left 
409 participants. We performed the descriptive analy-
ses of the sample on these 409 ESO students residing 
in Valencia, who were between 11 and16 years of age  
(M = 13.86; SD = 1.222). Specifically, 205 were fe-
male and aged between 12 and 16 years (M = 13.96;  
SD = 1.206), while 204 were male and aged between 11 
and 16 years (M = 13.76; SD = 1.233). 
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3.2.  Variables and tools
Sociodemographic data. We used the ad hoc sociode- 

mographic questionnaire to obtain quantitative and 
qualitative data to enable us to define the different cat-
egories and groups in the sample. This tool included 21 
items that collected sociodemographic data, academ-
ic data, and musical habits. It was structured in two 
blocks of questions: one designed to gather sociodemo-
graphic data such as age, gender, and place of birth and 
residence; and another for academic data such as level 
of musical studies, time spent on these studies, age at 
which they started to study music and in what educa-
tional context, level of regulated studies, and future aca- 
demic prospects.

Musical training. Two categories of subjects in 
the group were identified: musicians (those who 
were pursuing professional education studies in mu-
sic conservatories) and non-musicians (those who 
were not pursuing these studies). These, in turn, 
were organised into four subgroups considering the 
type of music training they received, and how long 
they had been playing a musical instrument. Based 
on the definition of musician proposed by Zhang 
et al. (2020), the group of musicians comprised the 
young people who had had contact with music for 
at least six years. Afterwards, the following sub-
groups were delineated: musicians with more than 
six years of training, musicians with less than six 
years of training, music at school only (they have 
only studied music at school), no music (they have 
never studied music).

Emotional intelligence. In the analysis of EI, we 
used the Trait Meta-Mood Scale (TMMS-24), which 
measures intrapersonal intelligence in three dimen-
sions: attention to one’s own feelings, emotional clarity, 
and repair of one’s own emotions, which would entail a 
valuation of EI by means of self-report (Extremera & 
Fernández-Berrocal, 2004).

Through their items, the different factors or dimen-
sions of EI are explored: 

	– Attention (eight items): from 1 to 8.

	– Clarity (eight items): from 9 to 16

	– Repair (eight items): from 17 to 24 

This test establishes different cut-scores in the as-
sessment of EI for each gender (male–female).

3.3.  Data collection procedure
After requesting and receiving the relevant permis-

sions, the data collection was done in a single moment of 
time using the double-blind procedure. The subjects were 
identified with alphanumeric codes determined by the 
year group, class, and ID assigned to each subject. Conse-
quently, the researchers did not have access to the partic-
ipants’ personal data and the centres could not access the 
results. The measurement of EI was done following the 
indications of the authors of the TMMS-24 questionnaire. 

In one of the participating centres, the tool was ad-
ministered online at the request of the centre; in the 
others, it was administered on paper. In light of this 
situation, all necessary analyses were performed to es-
tablish whether there were differences between formats 
that affected the results. As there were not, both were 
accepted for the research. The paper questionnaires 
were dispensed in groups, in morning classes and in the 
classrooms themselves. They were administered simul-
taneously to each class group in a time band of 35 to 
40 minutes, allowing the collection of data in a single 
session for each of the class groups. The online format 
contained the same number of items, with the same 
scales and answer options and it was administered by 
means of Google Forms, with the students completing it 
individually at home, outside school hours.

3.4.  Data analysis
Having made the necessary checks, we processed the 

data. We did the calculations using probabilistic sam-
pling, meaning that all of the participants had the same 
random chance of forming part of the analyses. We used 
IBM SPSS 26.0 for all of the statistical analyses, taking 
p <0.05 as the significance level. 

The TMMS-24 test measured perceived EI accord-
ing to three different dimensions: attention, clarity, and 
repair. Due to their interdependence, we analysed out-
liers using the Mahalanobis procedure, resulting in the 
elimination of one participant (male, aged 12, non-mu-
sician) from the final sample. Furthermore, a total of 
thirteen participants with missing data were detected 
and were eliminated from the TMMS-24 analysis. 

To describe the sample, we used descriptive statistics 
for continuous variables such as age, age when starting 
music, and number of hours of practice of the musical 
instrument (mean and standard deviation); as well as 
frequencies (number and percentage) for the interval, or-
dinal, or dichotomous variables (gender, country of birth, 
current and previous instrument, place where musical 
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Table 1. Distribution of sample by music training received and gender.

Musician Non-musician Total

Gender n (%) >6 years <6 years Music  
at school only No music

Female 43 (53.1) 33 (50.8) 90 (46.2) 39 (57.4) 205 (50.1)

Male 38 (46.9) 32 (49.2) 105 (53.8) 29 (42.6) 204 (49.9)

Total (n) 81 65 195 68 409

instrument is practised, etc.). We used Student’s t test 
to compare the means of male and female respondents, 
musicians and non-musicians groups, and the musicians 
subgroups (musician >6 years and musician <6 years) 
and non-musicians subgroups (music at school only and 
no music) by age and age at the start of their relationship 
with music. We also used the chi-squared test to evaluate 
the absence of differences by distribution of males and 
females in the different groups of musicians and non-mu-
sicians, as well as in the subgroups. Furthermore, we 
used single-variant ANOVA to investigate the differences 
between subgroups of musicians and non-musicians (be-
tween-subjects factor) in age and age at the start of music.

We analysed gender differences in EI (TMMS-24) 
using Student’s t test for independent samples in the 
three dimensions: attention, clarity, and repair. Fur-
thermore, we used the Pearson correlation to examine 
the relationship between these three dimensions and 
with age. 

Additionally, we used a multivariate ANOVA with 
the group variable (categories: (i) musician and (ii) 
non-musician) and gender variable (categories: (i) 
male and (ii) female) as inter-subject variables to 
establish the differences in the three dimensions of 
emotional intelligence (attention, clarity, and repair) 
between the musicians and non-musicians groups, 
considering gender. 

We used the Bonferroni test in the post hoc analyses. 
To analyse the subgroups of musicians (musician >6 
years and musician <6 years) and non-musicians (music 
at school only and no music) and their relationship with 
the dimensions of EI (attention, clarity, and repair) con-
sidering gender, we performed a multivariate ANOVA  
with the group variable (categories: (i) musician >6 
years, (ii) musician <6 years, (iii) music at school only, 
and (iv) no music) and gender variable (categories: (i) 
male and (ii) female) as inter-subject variables and the 

dimensions of EI (attention, clarity, and repair) as in-
tra-subject variables.

4.  Results 
The results of the preliminary analyses were as fol-

lows: the independent samples t test did not show sig-
nificant differences by age between the musicians and  
groups (t407 = 0.620, p = 0.536). The female respondents 
from this sample started studying music aged between 
3 and 15 (M = 8.71, SD = 2.551), while the male re-
spondents started aged between 2 and 16 (M = 8.17, 
SD = 2.477). In other words, we found no differences by 
age or by age at start of music between male and female 
respondents (all p >0.005). 

Regarding the subgroups of musicians (musician 
<6 years and musician >6 years) and of non-musi-
cians (music at school only and no music), the ANOVA 
showed significant differences by age (F3, 405 = 74.881, 
p <0.001). Musicians with more than six years of regu-
lated training in music were older than musicians with 
less than six years of training and non-musicians who 
only receive training in school (all p <0.001). In con-
trast, the respondents who did not receive any music 
education were older than the musicians with more 
than six years of training (p = 0.001). 

Furthermore, the ANOVA also showed significant 
differences in the age of starting music education be-
tween musicians with more than six years of training, 
musicians with less than six years of training and those 
who had only received music training at school (F3, 335 = 
76.120, p <0.001). 

We found no significant differences in the distribu-
tion of boys and girls between the groups of musicians 
and non-musicians (χ2

3 = 2.946, p = 0.400), indicat-
ing an even gender distribution in all of the groups, as  
Table 1 shows.
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4.1.  Relationship between EI and the musician, age, 
and gender variables

The analyses performed showed a difference by gen-
der the dimension of attention (t393 = 5.362, p <0.001), 
with girls scoring higher than boys. However, differences  
by gender were not apparent in the clarity and repair 
dimensions (both p >0.149). We also observed a positive 
correlation between age and the dimension of attention 
(r = 0.108, p = 0.031), with higher attention scores be-
ing apparent at higher ages. On the contrary, we found 
no significant correlations between age and the dimen-
sions of clarity or repair (all p >0.239). Ultimately, the 
dimensions of attention, clarity, and repair were found 
to be positively related to one another (all p <0.001). 

The multivariate ANOVA with the group variable 
(categories: (i) musician and (ii) non-musician) and 

gender variable (categories: (i) male and (ii) female) 
as inter-subject variables displayed a significant ef-
fect of the group variable (musician-non-musician) 
in the clarity dimension (F1, 391 = 5.566, p = 0.019), 
but this effect was not significant in the attention or 
repair dimensions (all p >0.370). The post hoc anal-
yses displayed higher clarity scores in the musicians 
group than in non-musicians. Furthermore, a signif-
icant effect of the gender variable (F1, 391 = 5.566, p = 
0.019) was observed in the attention dimension, but 
not in clarity or repair (all p >0.293). The post hoc 
analyses showed higher levels of attention in girls 
than in boys (p <0.001). The group*gender interac-
tion was not significant for any dimension (p >0.184 
in all cases). Figure 1 shows the differences in EI 
scores between the musicians and non-musicians 
groups of adolescents.

Figure 1. Emotional intelligence between musicians and non-musicians.

After a detailed analysis of the results considering 
the subgroups of musicians (musician >6 years and 
musician <6 years) and non-musicians (music at school 
only and no music), the multivariate ANOVA with its 
group variable (categories: (i) musician >6 years, (ii) 
musician <6 years, (iii) music at school only, and (iv) 
no music) and gender variable (categories: (i) male and 
(ii) female) continued to show the significant effect of 
the group variable in the clarity dimension (F3, 387 = 
3.064, p = 0.028). However, this group effect was not 
significant in the attention or repair dimensions (all  
p >0.315). 

The post hoc analyses showed that there were no 
differences between the group of musicians >6 years 
and the other groups (all p >0.516) in the clarity di-

mension. Nonetheless, the group of musicians <6 years 
displayed higher clarity scores than the music at school 
only group (p = 0.022), but not in comparison with the 
no music group (p = 0.101). 

Furthermore, we observed a significant effect 
in the gender variable in the attention dimension  
(F1, 387 = 22.914, p <0.001) but not in the clarity and 
repair dimensions (all p >0.458). The post hoc analyses 
showed higher levels of attention in girls than in boys 
(p <0.001). The group*gender interaction was not sig-
nificant for any dimension (p >0.196 in all cases). This 
shows that the relationship between music training and 
TMMS-24 is not modulated by gender. Figure 2 shows 
the differences in EI scores between the subcategories 
of musicians and non-musicians.
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Figure 2. Emotional intelligence between subgroups of musicians and non-musicians.

5.  Discussion 
The hypotheses confirmed in this research state 

that there are differences in EI in adolescence depend-
ing on whether individuals are male or female and on 
their ages; that young people who are pursuing profes-
sional studies at a conservatory have different EI scores 
than those who have never received this teaching; and 
that the effect of musical praxis on adolescents is not 
affected by whether they are male or female. 

Previous studies have considered differences in EI 
between young people by age and gender, as well as the 
need to implement programmes to develop this psy-
chological variable in the educational sphere. However, 
there is a lack of research that analyses and compares 
EI between young musicians and non-musicians, or the 
effect of this artistic practice on students by gender. 
Thus, in this work, the three dimensions of intraper-
sonal EI have been examined with all of the sample, 
by age and gender, using TMMS-24. Furthermore, the 
impact of all of these variables on the various subcate- 
gories of musicians and non-musicians has been ex-
plored. All of this is discussed below.

5.1.  Relationship between emotional intelligence 
and the age and gender variables

The present work finds a positive correlation be-
tween age and emotional attention in all of the sam-
ple, with emotional attention scores increasing with 
age. Furthermore, it detects significant differences by 
gender, with females having higher levels of attention 
than males. Agreeing with the studies analysed above, 
adolescents tend to pay more attention to their emo-
tions as they get further into this developmental stage 

(Salguero et al., 2010), especially females (Thayler  
et al., 2003, as cited in Extremera & Fernández- 
Berrocal, 2005). 

Given that the imbalance between the dimensions 
that comprise EI can have very negative repercussions 
for people and, considering the risks inherent in achiev-
ing high levels in emotional attention, it is necessary to 
implement actions that especially reinforce clarity and 
emotional repair in young people. As previously noted, 
high levels of attention and low levels of clarity and 
emotional repair can result in emotional maladjust-
ment and cause symptoms of anxiety, depression, and 
stress (Delhom et al., 2023; Extremera & Fernández- 
Berrocal, 2005); especially in the stage of adolescence, 
a period in which emotional attention is significantly 
affected by age and gender.

5.2.  Relationship between EI and the music variable
The present study has found differences in the three 

dimensions of EI, achieving significance in emotional 
clarity, and displaying a trend towards greater emotion-
al repair in the group of musicians. 

It should be noted that emotional clarity is an im-
portant dimension in the process of emotional regula-
tion, as people cannot manage or effectively repair their 
emotions without first being able to identify them. Con-
sequently, emotional clarity is regarded as a key factor 
in the functional sequence that characterises the pro-
cess of emotional regulation (Extremera & Fernández- 
Berrocal, 2005). So, musical praxis can positively affect 
the EI of the subjects and have a positive effect on their 
emotional regulation. 
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Although there is a gap in studies that compare 
EI between adolescent musicians and non-musicians 
(Campayo-Muñoz & Cabedo-Mas, 2017), some research 
works carried out with groups of musicians provide in-
teresting findings that are in line with those found in 
this research. In this regard, Barrientos et al. (2019) 
showed that adolescents who play a musical instrument 
stand out in intrapersonal EI. This gives them a good 
capacity to reflect on themselves and good self-aware-
ness of their own emotional life, favouring a greater ca-
pacity for self-realisation and a good level of autonomy 
and of assertiveness with others. In this sense, Chao et 
al. (2015) detected in adolescents an improvement in  
conative, behavioural, emotional, and social aspects 
that can be attributed to studying music.

In any case, the study of psycho-emotional aspects 
in the group of young musicians compared with their 
non-musician counterparts is a broad field that is yet 
to be explored.

6.  Conclusions
We should firstly note that hypothesis one of this 

research is fulfilled, agreeing with previous studies. 
In the sample as a whole, girls displayed significant-
ly better emotional attention than boys, and they all 
increased their scores in this dimension as they got 
further into adolescence. Therefore, there are differ-
ences by age and gender in the EI of male and female 
adolescents.

Secondly, we should note that hypothesis two 
is also fulfilled, as male and female adolescent mu-
sicians who are pursuing professional music studies 
at conservatories display significant differences in EI 
compared to non-musicians. Their scores are higher 
in the three dimensions that comprise EI, achieving 
significance in emotional clarity. This difference is 
crucial because, as previous research has shown, emo-
tional clarity could prevent emotional maladjustment, 
avoiding its damaging consequences, and it could also 
have immediate educational application, improving 
general academic performance. The importance of 
this finding lies in the fact that, by better understand-
ing their feelings and knowing how to identify them, 
adolescent musicians who pursue professional studies 
could have greater and better emotional balance, bet-
ter psychological adjustment and a large reduction in 
depressive behaviours, as emotional clarity is consid-
ered to be an essential element in the process of emo-
tional regulation. 

Finally, we should note that hypothesis three is also 
fulfilled, as the significant effect of music on the per-
ceived EI of young people is the same in males and fe-
males.

To summarise, the present study finds differences 
in the EI of male and female young people depending 
on their age and gender, that musicians display signif-
icantly higher levels of emotional clarity than non-mu-
sicians, and that the significant effect that pursuing 
professional music studies at a conservatory has on 
the EI of male and female musicians affects individuals 
equally, regardless of whether they are male or female. 
In this developmental stage in which young people in 
general see their emotional competences shaped both 
by age and by gender, this does not seem to affect musi-
cians as much. 

Finally, taking into account the possible academic 
and emotional impact of studying music in the educa-
tional sphere, we turn to earlier studies that confirm 
that emotional competences and music reciprocally re-
inforce one another enabling a process of feedback of 
the benefits in both spheres. Therefore, in view of the 
evidence that music has undoubted benefits in EI, it 
would be beneficial to increase the presence of music 
in the training of teachers and students, and so train 
people who are emotionally better prepared for society. 

The limitations of this research include its method-
ology, as a transversal comparative study does not allow 
examination of changes over time or establish causal 
relations between the variables analysed. Similarly, it 
would be interesting to expand the study with young 
people who study at basic and higher levels in conserva- 
tories. Finally, focussing the gender variable on the 
male-female duality does not explore gender to the full 
extent that is necessary or advisable, as cultural stud-
ies currently do, where gender is more than a category 
and becomes one of the levels of intersectionality with 
which social differences are demarcated.

As future lines of research, it would be of value to 
establish whether subjects’ academic qualifications cor-
respond with their levels of EI, especially in the case 
of musicians. Given that music affects psychological 
variables that directly relate to academic and person-
al achievement, it would be necessary to carry out a 
longitudinal intervention in educational centres with 
students who are at risk of academic failure to make 
it possible to determine whether studying music has a 
causal effect on these and other psychological variables.
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Finally, this study shows that young people who 
study music regularly and formally show significant dif-
ferences in EI compared to young people who have not 
studied music. This challenges the devaluation of the 
individual’s own EI, which depends on age and gender 
in adolescence. 

Notes:
1 This research was done in the framework of  the iMUSED (Investigating 
Music Education GIUV2020-483) research group of  the Universidad de 
Valencia.
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Abstract: 
Music has been present in education for centuries, ex-

pressed differently in societies in different times and plac-
es, among which it is worth mentioning Classical Greece. 
Some of its philosophers and pedagogues emphasised the 
positive effect of musical education on human character. 
The objective of this article is to demonstrate the education-
al potential of music, as well as the relationship that exists 
between learning to play an instrument and character edu-
cation. Based on the analysis of two key works from the Aris- 
totelian corpus, the Politics and the Nicomachean Ethics, a 
viable virtue ethic can be created that focuses on craftsman-
ship. The idea of the craftsman proposed by Richard Sennett 
provides a guide for finding a method for musical practice 
where instrumental proficiency is at the heart of learning 
and the educational process. This shows how music educa-
tion, in general, and learning an instrument, in particular, 
share a goal with character education: the comprehensive 
education of human beings. Learning music has the capac-
ity to influence character by creating and reinforcing habits 
and virtues with a view to excellence and human flourishing. 
Through a concept of music practice based on craftsmanship, 
music and education can be used to influence the individual  
positively. In this way, certain practices and behaviours pres-
ent in the Western tradition of music education can be re-
directed. Despite the fact that there are numerous ways to 
experience music, instrumental practice is recommended as 
the main one given the organological condition of music. As 
Aristotle’s practical philosophy emphasises praxis and music 
is essentially a human activity, it can be concluded that mu-
sic education using instrumental practice has an influence 
on the multiple dimensions of an individual’s education and 

in constructing a community that shares the ultimate goal: 
flourishing.

Keywords: character education, music education, specialised  
instrumental practice, virtue, craftsman.

Resumen: 
La música ha estado presente en la educación desde hace 

siglos, con expresiones diversas en sociedades de distin-
tos tiempos y espacios, de entre las que sobresale la Grecia 
clásica. Algunos de sus filósofos y pedagogos destacaron la 
repercusión positiva que la formación musical tiene sobre 
el carácter humano. El objetivo de este artículo es mostrar 
el potencial educativo de la música, además de la relación 
existente entre la formación instrumental y la educación del 
carácter. A partir del análisis de dos obras clave del corpus 
aristotélico, la Política y la Ética a Nicómaco, se elabora una 
posible ética de la virtud centrada en la artesanía. La idea del 
artesano propuesta por Richard Sennett sirve de guía para 
encontrar un modo de práctica musical en el que el dominio 
instrumental sea el núcleo del aprendizaje y del proceso edu-
cativo. Se muestra cómo la educación musical, en general, y 
la formación instrumental, en particular, comparten un fin 
con la educación del carácter: la formación integral del ser 
humano. El aprendizaje musical tiene la capacidad de incidir 
en el carácter y crear y reforzar hábitos y virtudes con vistas 
a la excelencia y al florecimiento humano. Por medio de una 
concepción artesanal de la práctica musical, la música y la 
educación se pueden cruzarse para incidir de forma positiva 
en el individuo. De este modo, es posible reorientar ciertas 
prácticas y conductas de la formación musical presentes en 
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la tradición occidental. A pesar de que existen multitud de 
modos de experimentar la música, la práctica instrumental 
es considerada la principal por la condición organológica de 
la música. Puesto que la filosofía práctica de Aristóteles inci-
de en la praxis y que la música es, en esencia, una actividad 
humana, se puede concluir que la educación musical a tra-

vés de la práctica instrumental incide en la formación de las 
múltiples dimensiones del individuo y en la construcción de 
una comunidad que comparta un fin último: el florecimiento.

Palabras clave: educación del carácter, educación musical, 
práctica instrumental especializada, virtud, artesano.

1.  Introduction
The following statement is by the philosopher and 

pedagogue John Dewey (2014): “No one can escape 
them if he wants to. He cannot escape the problem of 
how to engage in life, since in any case he must engage 
in it in some way or other— or else quit and get out”  
(p. 95). Music is an essential part of a human being’s 
life and how we engage with it can determine the course 
of our lives. Thus, music education has a commitment 
to educating human beings as such and transforming 
society (Jorgensen, 2003).

In this respect, Fernández and Casas (2019) present 
the confusion and lack of consensus surrounding the 
word education in the context of music teaching. They 
reach the conclusion that it is not possible to discuss 
education without including moral components that ex-
plain the why and the what for, as it constitutes an eth-
ical activity. Along these lines, we find Aróstegui (2011), 
who describes educational music as a moral and politi-
cal activity; or Bowman (2012), who insists that making 
music can be a way to reflect on the sort of good person 
that I can be and that music can help with this.

Nevertheless, in music education in Spain, Touriñán 
and Longueira (2010) make the distinction between ed-
ucation for music, located in conservatories or music 
schools with the aim of professionalisation, mainly in-
volving instrumental specialities; and education through 
music, belonging to the context of general education. 
In this case, “as an educational area, music helps each 
learner to use and form valuable experience for their 
own lives and comprehensive education, based on their 
musical, artistic experience (Touriñán & Longueira,  
2010, p. 157).

In consideration of the above, this article aims to 
analyse the educational possibilities of specialised in-
strumental practice. To this effect, it will propose an 
ethical and practical structure, originating in the con-

cept of character education and focusing on the notion 
of craftsmanship, and will reflect on the educational  
repercussions of this approach.

2.  Character education: An Aristotelian 
approach to the educational needs of today

Defining character education (CE) is a complex task 
(Berkowitz & Bier, 2005). It is an umbrella term which 
encompasses a great number of initiatives, such as 
virtue education, values education or citizenship edu-
cation (Bernal et al., 2015; Fuentes, 2018). Duckworth 
and Meindl (2018) even question the relevance of defin- 
ing it, as this involves excessive reductionism and a 
simplification of its scope. Although they claim that it 
is preferable to target educational action intentionally 
and deliberately, they do not consider that it needs to 
be structured and limited to the school. For these rea-
sons, it is also complicated to establish a definition that 
is valid for all contexts (Lickona, 2018).

However, in short, this way of understanding edu-
cation could be summarised as “knowing the good, de-
siring the good, and doing the good” (Lickona, 1999, p. 
140). CE aims for the community ethos to commit to a 
series of moral values, virtues and ethical conduct that 
everyone observes for the common good. The education-
al community is fully involved and educators play a cru-
cial role in developing virtuous character (Berkowitz & 
Bier, 2005), in that the teacher figure should set a moral 
example through their actions, both in and out of the 
classroom (McGrath, 2018). Thus, the community and 
its care are of the utmost importance and, therefore, in-
dividual responsibility is required to support a common 
good (The Jubilee Centre for Character and Virtues, 
2017; Lickona, 1999).

Furthermore, the traits that define the current view 
of CE are ethical aspects that derive from Aristotle’s 
philosophy (Kristjànsson, 2015), from which different 



Instrumental practice to shape character: Educational possibilities from a perspective of musical craftsmanship
R

evista E
sp

añola d
e P

ed
agogía

year 8
2
, n

. 2
8
7
, Jan

u
ary-A

p
ril 2

0
2
4
, 6

7
-7

7

69 EV

concepts and fundamental meanings stem, such as char-
acter, virtue, prudence, happiness or flourishing (Vargas 
& González-Torres, 2009). In this manner, from an Aris- 
totelian perspective, it can be claimed that human activ-
ity tends to seek a purpose that is in keeping with its 
nature, the ultimate good (Höffe, 2008). It is “an activity 
of the soul in accordance with virtue, or if there are sev-
eral virtues, in accordance with the best and most perfect 
kind, and, moreover, in a complete life” (Aristotle, 2010, 
p. 36). This ultimate good goes beyond an individual’s life 
when they accept that it is inseparable from the common 
good; according to the Stagirite, the ultimate good “is 
more beautiful and divine when it is secured for a nation 
and cities” (Aristotle, 2010, p. 25).

But what is this higher good that is stable and en-
during throughout life? Eudaimonia. MacIntyre (1987) 
defines it as bliss, happiness, prosperity, delight in hu-
man life, and Barnes (1999) identifies it as a process, 
that of flourishing, “making a success of our own lives” 
(p. 130). This process is renewed through virtues and is 
supported by the concept of good embraced by the in-
dividual and their community. This approach is distin-
guished by excellence, by doing what will produce plea- 
sure through its sublime degree of goodness (Barnes, 
1999; MacIntyre, 1987). In conclusion, the highest good 
is not a possession, but rather a way of life: “the happy 
man lives well and does well” (Aristotle, 2010, p. 37).

Moreover, character is composed of numerous, in-
terdependent virtues that serve the individual and 
the common good. Virtue, or arete, for Aristotle, holds 
a similar meaning to that of goodness or excellence 
(Barnes, 1999). They are positive and stable habits that 
improve meaning and the perception of who one is and 
who one can become (McGrath, 2018). Sanderse (2015) 
describes virtuous life as a type of self-sufficient life in 
which habit acquires a normative dimension. However, 
as a habit, the virtue ethic could be limited to a mecha-
nistic view (Jiménez, 2016); so, for this reason, the reg-
ulatory meta-virtue of prudence (phronesis) is decisive 
(Burbules, 2019). In this way, virtues are dispositions 
and ways of behaving that allow the individual to reach 
eudaimonia, which requires judgement to decide on the 
means “in the right place, at the right time and in the 
right way” (MacIntyre, 1987, p. 190).

Therefore, the forming of good character is under-
stood to be a type of comprehensive human develop-
ment, a condition it shares with modern music educa-
tion (Fernández & Casas, 2019; Castro, 2014; Cuscó, 
2013; Touriñán & Longueira, 2010; Jorquera, 2006; 

Vilar, 2004). It involves learning to live in a community 
for a shared ultimate good, based on individual activity 
guided by reason and prudence. The question that aris-
es from the above is whether the teaching of specialised 
instrumental practice can adopt these ethical principles 
and how it could do so. 

3.  Proposal for an ethic of praxis regarding 
specialised instrumental practice

As has been shown, Aristotle’s ethics is essential 
for the development of CE and, at the same time, it is 
compatible with music education. Nevertheless, it is 
necessary to clarify how specialised instrumental prac-
tice may acquire educational status. For this reason, in 
the following section, the focus will be on an ethical, 
practical view of the connections between character 
and practising an instrument. Along with this analy-
sis, there will be a reflection on the situation of music 
in Aristotelian times and the present. The section will 
conclude with a proposal for a code of ethics focusing on 
Richard Sennett’s idea of craftsmanship, applicable to 
instrumental practice and which may serve as a guide 
in the musical teaching/learning process.

3.1.  How music affects character: A discussion be-
tween the Aristotelian view and the current situation 
of music

Aristotle, in book VIII of Politics, analyses music 
from three dimensions: as a game or relaxation, as  
leisure or a means to virtue (in that it helps educa-
tion to form character). The philosopher claims that 
“music instils character with certain qualities, accus-
toming them to enjoying themselves in a proper way”  
(Aristotle, 2015, p. 464). This custom or habit looks to 
the future, to adulthood, considering that music as lei-
sure is among the most noble activities. In other words, 
it brings free men (citizens) closer to the ultimate goal of 
being human: eudaimonia. He also mentions different 
types of melodies, rhythms and instruments that would 
be suitable for influencing good character. Nonetheless, 
the most important aspect for this research is that, ac-
cording to the Greek, students should learn music by 
playing it. Aristotle (2015) stated that it is not beneath 
the free man to do things for himself or for friends or 
with a view to excellence” (p. 458). Manual activity is 
acceptable if it is for the purpose of leisure and virtue, 
“as it is difficult or impossible to become good judges 
without participating in these activities” (p. 470).

The Stagirite’s words pose a semantic problem and, 
ultimately, one that is ontological, which music is still 
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affected by as a phenomenon that occurs in almost all 
cultures over time and space. As Cook indicates (2001), 
“music is a very small word to encompass something 
that takes as many forms as there are cultural or sub-
cultural identities. […] When we speak of music we are 
really talking about a multiplicity of activities and ex-
periences” (p. 21).

Apart from this persistent problem, there are some 
crucial differences compared to Ancient Greece con-
cerning the relationship that people now have with 
music. The technology developed since the twentieth 
century has endowed music with the gift of ubiquity 
and allows any individual to consume it wherever and 
whenever they wish. Until just over a century ago it was 
inconceivable that music could be chosen and played 
without the need for other people to perform it live  
(Matthews, 2020). Mobile digital devices and internet, 
with streaming or social media, have encouraged a con-
sumption that is increasingly adapted to each person, as 
it is atomised and adjusted to their preferences, leading 
to infinite personalised opportunities to experience mu-
sic (Surós, 2020). In consequence, people are less and 
less engaged in the process of creating music.

 Harold (2016) also sheds light on the idea that in 
Aristotelian Greece music was contemporary in the 
widest sense of the word. It was a product of its time 
and culture (historical time) and it was created in the 
moment, live (subjective time). Therefore, not only was 
the sound dimension shared collectively but also the 
visual, social (rituals, leisure,) material or linguistic 
dimensions, for example. These days, space, time and 
meanings have become blurred and, above all, they are 
not simultaneously shared in physical reality.

Furthermore, ethics did not deal exclusively with a 
moral project, but rather one’s way of life, as Harold 
(2016) himself explains. Ethics included customs such 
as gestures, forms of expression, knowledge of gover- 
nance or leisure practices. Thus, emotional, ethical/
moral and political components all held the same mean-
ing in the community, they were part of a common pro-
ject, music included (García, 2013). Consequently, mu-
sic was considered good in ethical terms if it contributed 
to this culture of virtue. In view of the social fragmen-
tation and specialisation evident in modern societies, it 
is almost impossible for every citizen to share the same 
single cosmovision as they did in the times of Aristotle.

Despite the foregoing, there is a fundamental idea 
that has remained intact over time. According to Aris-

totelian thought, music has a multimodal effect on the 
human being and a positive influence on character de-
velopment from the perspective of emotions and habits 
(Zagal, 2019; Estrela, 2018; Suñol, 2018; García, 2013). 
Bearing in mind that good character cannot be estab-
lished if it is not through acquiring good habits (Suñol, 
2021; Harold, 2016), this brings us to a point where 
learning to practise an instrument plays a significant 
role in education.

In this respect, Dewey (2014) emphasises that habits  
are not exclusively mechanical nor are they separate 
from the person, but rather they are one’s own will, 
they are subject to the individual’s desires and tastes. 
In his opinion, will is associated with action, movement 
and change, it drives us to act: “the right disposition 
will produce the right deed” (p. 59). Continuing with 
Dewey’s ideas, customs are habits that involve social 
conditions, habits that last over time and transcend the 
individual. In this sense, intelligent habits are effective 
in combatting a certain social inactivity that customs 
have produced. The expression of reason, reflection, 
criticism or phronesis can confront stifling customs in 
a way that is flexible and open to change, providing a 
glimpse of a better future.

This could be one of the ways to achieve the social 
transformation that, for example, critical music educa-
tion intentionally seeks (Marín-Liébana et al., 2021), 
and which can also include specialised instrumental 
practice. In summary, the development of good charac-
ter may be achieved through learning an instrument, 
with an impact both at an individual and social level, by 
means of active, thoughtful and critical participation in 
the creative processes.

3.2.  Craftsmanship as the guiding principle for mu-
sical endeavours: Ethics for specialised instrumen-
tal practice

It has been shown that learning an instrument is 
pertinent to building character and that specialised in-
strumental practice can lead to personal and collective 
development. However, there has been criticism for 
decades now about the teaching method used in music 
conservatories (specialist, professional, formal teach-
ing). The reason is that it focuses on technical expertise 
that is based on theoretical subjects far removed from 
practice, where the repertoire list is sacred, all of which 
stems from a tradition rooted in reading and writing 
and from a fixation with the past that impeded social 
change (Fernández & Casas, 2019; Casas-Mas, 2016; 
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Hemsy, 2011; Touriñán & Longueira, 2010; Pozo et al., 
2008; Jorquera, 2006; Small, 1989).

To that effect, an alternative can be proposed re-
garding how to behave as a musician, and as a teacher, 
that may be beneficial to those engaged in the teach-
ing/learning process in relation to music and mastery 
of an instrument. It involves the ethics of doing, based 
on craftsmanship and founded on virtue, a code which 
guides specialised instrumental practice like an educa-
tional process.

Both in music and other areas of life, confronta-
tion persists between art and technique. There is no 
reason for the conflict; the combination of both areas 
goes back to the Greek word tekné, which, in a way, en-
compasses the meanings of different terms (technology, 
art, craftsmanship) and involves activities which orig-
inally had in common the use of the body to perform 
them (Mumford, 2014). Sennett (2021) mentions the di- 
chotomies that have been created throughout history: the-
ory-practice, technique-expression, artist-craftsman… 
And he explains that “there is nothing inevitable about 
acquiring a skill, just as there is nothing thoughtlessly 
mechanical about technique itself” (p. 21). Moreover,  
the primary goal with reference to music teaching 
would be to maintain the balance of power between the 
objectivity of technique and the subjectivity of human 
activity (art, praxis).

The guiding principle of craftsmanship is the desire 
to do the job well for the simple fact of doing it well, 
a concept of quality that is closely related to virtue, 
excellence, or arete (Sennett, 2021). This is intrinsic 
motivation that needs to be aroused in those who are 
beginning to practice an instrument, with a view to 
activating and consolidating certain virtues, primarily 
commitment. It concentrates on the obligation that one 
sets oneself regarding playing music, on assuming the 
responsibility for the possible effects produced by prac-
ticing. This can take one of three directions depending 
on those involved: commitment to the sound material 
(as a musician), to the learning process (as a student) 
and to the teaching method (as a teacher). The conse-
quences of this link to the activity lead to satisfaction 
arising from the action of doing something well and give 
the practice meaning (Lochmann, 2020).

Commitment, combined with striving for excellence, 
results in another essential virtue, care. This concerns 
care for the material aspect, whether it is the sound or 
the people that the action is aimed at, and the result. 

That is to say, the care taken throughout the whole 
process of choosing the necessary means to achieve the 
desired excellence. Since craftsmanship is a process of 
investigation, as is musical interpretation, this idea of 
care merges with two other virtues: curiosity and pa-
tience. These are decisive in striving to do things well 
for their own sake.

In fact, one of the characteristics of craftsmanship 
that is highly significant in educational terms is con-
trolling the process. Operations requiring craftsman-
ship are controlled at all times by the actual opera-
tor (Sennett, 2021). The time taken is that which the 
craftsperson/musician needs. They follow the dictates 
of their body, its movements and its rhythm, tiredness, 
reflection about the material, the particular use of their 
tools. More time is spent on what is truly important, a 
time that is lived, “a great satisfaction and a support of 
personal dignity” (Mumford, 2014, p. 100). In this way, 
students should become aware of their learning, of how 
their bodies respond, of how to apply the knowledge 
that they have acquired. However, above all, as far as 
teachers are concerned, they should care for their stu-
dents’ special characteristics whilst remaining commit-
ted in their attitude towards these learners.

The craftsperson’s relationship with their artisanal 
experience is based on the physical, the relational, the 
incomplete, the difficult, the experimental, hard work 
and healthy failure. These experiences lead to the cre- 
ation of habits that are exclusive to craftsmanship. This 
involves a tacit knowledge that comes from the direct 
relationship with the materials, motivated by curiosity 
and the craftsman’s dialogue with them (Sennet, 2021). 
In this sense, the craftsman/musician “should embrace 
his own imperfection […] [and] preference should be 
shown towards what one is capable of doing by one-
self, what is limited and specific and, therefore, what 
is human” (Sennett, 2021, p. 133). This means humbly 
accepting one’s personal limitations whilst making the 
most of the opportunities provided by musical experi-
ences to grow, in both musical and human terms.

Regarding technique, this provides the individual 
with skills to develop excellence in their activity and 
thereby reach the dimension of expression in their 
work: “the belief in technical mastery and the search 
for this create expression” (Sennett, 2021, p. 197). To 
this effect, one needs to understand that the process of 
technical development results in expression, it is not an 
end in itself. This very relationship (technique-expres-
sion) relates to the concept of whole gesture proposed 
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by Lochmann (2020), who advocates that a technical 
movement is not only produced by the main movement 
that is observed, but that others are also involved that, 
in turn, use other parts of the body and activate cogni-
tive skills (the dimension of expression).

Internalising these movements, as with those of an 
instrumentalist, requires sustained repetition to con-
sciously shape them and combine them with the other 
movements belonging to the craft. The result is a savoir 
faire (excellence) that evolves through experience and 
that “thereby consists of a process of appropriating life 
experiences” (Lochmann, 2020, p. 75). Furthermore, 
an artisanal action does not actually end at the tech-
nical point where a problem is solved, but rather the 
mark made by the craftsman (expression), the collective 
(trade-community), and, ultimately, the contribution to 
the common good (telos) are all involved in the activity.

Lastly, as a practice for and in a community, co-op-
eration can be an essential value to achieve the goals of 
craftsmanship. Teamwork is strengthened during the 
transmission: despite the team members having differ-
ent levels of experience and know-how, they all work 
together to co-produce or co-create something for the 
community. In such situations, where individuals can 
see their own contribution, both failure and success 
are shared in the same way (Lochmann, 2020). As this 
author explains, the activity is organised around sup-
portive responsibility, where everybody participates in 
organising the task. In conclusion, community is the so-
cial and cultural context that provides the knowledge of 
what any craft is (Sennett, 2021).

4.  Practising an instrument, a prerequisite 
for music

The foregoing has all been related to how specialised 
instrumental practice can be educational. Having said 
that, education has become a universal right, and, in 
connection with this, research offers a why specialised 
instrumental learning should be considered education.

Although the teaching/learning processes are differ-
ent for music depending on the social and educational 
context, one characteristic that applies to all cultures is 
the organologic condition of music (Sève, 2018). Music 
and instruments are constituent elements of cultures 
everywhere around the world and throughout the ages: 
“total coexistence in a musical work is coexistence sub-
ject to the use of the instrument” (p. 109); this leads to 
the conclusion that “the instrument implies the (onto-

logical) condition of music […] in that it is always partic-
ipatory and active” (p. 136). Music is instrumental, even 
when it is vocal, as instruments are the basis for the con-
struction of sound universes in all cultures. Moreover, a 
primary characteristic of instrumental music is media-
tion. The instrumental nature of music requires skills 
that cannot be acquired either mediately, vicariously or 
spontaneously, nor without training, and it involves the 
person who handles the instrument. As in craftsman-
ship, it is not possible to exclude the body of the person 
who is performing the rendition. It leads to the acqui-
sition of habits that are internalised and superimposed 
on the human being’s natural abilities, the creation of 
a musical body as a second nature (an Aristotelian con-
cept). For this reason, corporeality is essential to music, 
the ‘instrumental movement’, which is solely facilitat-
ed by the instrument and which “embeds music in the 
body” (Sève, 2018, p. 136). This thereby joins the ideas 
of art-craftsmanship, technique-expression, dichotomies 
that are merely parts of a whole, of a human practice.

In the same way, the instrumentalist’s sensory ex-
perience varies depending on the type of instrument. 
As Sève (2018) describes very clearly, “the image of the 
instrument as an extension of the hand [body] indicates 
in this case an intimacy between the musician’s move-
ments and the instrument’s responses, built over time, 
acquired as a result of effort and patience” (p. 87). In 
the subject-object relationship, which is created through 
musical activity, a state of continuity is produced that 
is inherent in the phenomenon of music. Continuity 
from the transfer of energy that enables music to flow 
through time.

Lastly, Sève (2018) proposes two musical categories 
that may be useful in specialised instrumental teaching, 
which are as follows: works for action and works for lis-
tening. Works for action are those that “tend to produce 
certain extramusical effects and are interpreted by the 
listeners’ extensive engagement” and works for listen-
ing are those that “are designed to please enthusiasts’ 
aesthetic tastes…, they simply enjoy them, seeking 
nothing more” (p. 119). The essential difference is that 
the former fulfil a function, they are located in a place 
and social time; the others are not. These categories are 
not fixed and movement between them depends on how 
they are used. 

In this way, practising an instrument is universal-
ly present, whether by means of an instrument or the 
voice, with procedures that are culturally widespread 
all around the world. Furthermore, by placing the focus 
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of musical activity on action, the tasks of education and 
social transformation can both be accomplished; these 
objectives have been outlined above and are necessary 
in all societies. Musical experiences through producing 
sound have an educational value that, although it is not 
the only one, is vital.

5.  Implications for music education
This essay is confined to the assumptions of practical 

philosophy, in keeping with Aristotelian ethics. It shows 
a marked emphasis on a type of knowledge that could 
be described as a sketch, with particular interest in the 
specifics and details of human activity. Höffe (2008) 
highlights that “knowledge is not an end in itself. It 
represents an intermediate goal on the way towards the 
definitive main goal: praxis” (p. 42). Ethics as praxis is 
different from poiesis, which is not a knowledge intend-
ed to produce but rather to transform the agent (Zagal, 
2008). This premise of transformative action forms the 
basis for an outline regarding specialised instrumental 
practice, focusing on virtue and character to affirm its 
educational value.

Music should be approached as a human and cultur-
al practice using musical instruments. This means that 
the presence of instrumentalists and their instruments, 
their bodies and their materiality, are all necessary for 
music to exist per se. The aim of such an idea is to dispel 
the hegemonic tradition of classical music, prevalent in 
many conservatories and music schools, which has fo-
cused blindly on the score and the composer, whilst ig-
noring the performers, the musicians that enable what 
is on paper to come to life (Baricco, 2016).

Although it may be an end in itself (though not the 
ultimate one), this mechanical exercise, both physical 
and cognitive, affects the way human beings behave, be-
yond the world of music. Formalising any kind of musi-
cal practice requires automation and technical mastery 
as part of the learning process. Technique is a medium 
for expression and this, in terms of virtue, is a higher 
goal. The relationship with the instrument and its mas-
tery should be understood as a possibility. According to 
Sève (2018), “the material becomes a source of inspira-
tion. Behind the physical reality of materials, we need 
to distinguish, or invent, the musical potential that it 
conceals” (p. 67). A chance to be educated.

These days, there are other specialities, styles, mu-
sical genres that are taught in conservatories or music 
schools that are not prone to elitism or ethnocentrism 

(jazz, flamenco, modern music, traditional music, an-
cient music, etc.). These offer us new ways to under-
stand music and, above all, new ways to use instruments 
and experience it. Therefore, they can be a source of 
enrichment for the whole educational community. How-
ever, not everything in this sense is positive. As demon-
strated by Casas-Mas (2016), formalising the learning 
of music from other cultures involves practices specific 
to these institutions, such as literacy and standardisa-
tion. The question raised by this situation is whether it 
is possible, in this process of institutional formalisation, 
to prevent musical practices involving the very practices  
that research aims to avoid (automation, technique, 
music for listening, masterworks).

For example, one possible opening could be to pro-
mote musical hybrids, creating and experimenting 
with different types of music, which would represent a 
way of encouraging shared ethics, providing knowledge 
and understanding of others in the community (Hig-
gins, 2018). In recent years, music education has em-
phasised the concept of interculturality (Bermell et al., 
2014; Bernabé, 2012; Marrero, 2018; Olcina-Sempere &  
Ferreira, 2020; Porta, 2017; Rojas et al., 2018), and CE 
may be used to promote the civil virtue ethics under-
pinning its educational value (coexistence, diversity, 
inclusion) by using practices of hybridisation. These 
activities may be feasible in specialised instrumental 
practice as a result of solid instrumental skills.

Focusing on the teacher, Fernández-Morante (2018) 
illustrates how the existing teacher-student relation-
ship in specialised instrumental teaching is an une-
qual relationship. There is a major power imbalance, 
where the teacher is the factor that most influences 
musical education. This figure is the sole judge of the 
student’s musical quality, a judgement that decides the 
student’s musical future. This is an approach based 
on natural selection, where many fall by the wayside 
for lack of talent. Here discipline, efficiency, compli-
ance and competitiveness feature prominently among 
general behaviours. Likewise, educational work can 
also provide an example of mala praxis. Bautista and 
Fernández (2020) explain that this is revealed by mis-
takes, produced by inadequate training or egotistical 
errors. With reference to the latter, egocentricity is a 
variable that is linked to the individualism that dom-
inates musical practice, as well as to competitiveness 
and the key figure in learning, the teacher. Another 
variable is narcissistic behaviour, which stems from 
musical demands, talent, excellence or survival in se-
lective and competitive environments. As a result of all 
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this, a biased way of thinking prevails, where the only 
thing of value, that is valid, is what the teacher knows 
and controls.

In contrast, it has been demonstrated how ethics 
involving virtuous activity, craftsmanship, and care for 
the material aspect, can increase a passion for music 
and for doing things well, for the pleasure this produces.  
Here the educator plays a decisive role, as their rela-
tionship with the student needs to be the same as with 
the material (musical) aspect; their ultimate goal is no 
longer music, but the learner. In this learning process, 
the teacher should bear in mind the limitations of each 
individual, leaving enough time for each to give the best 
of themselves, always with a view to human flourishing. 
Teaching is a caring profession, based on commitment, 
respect, the common good, doing good. A responsibil-
ity that is assumed by the educator who understands 
musical excellence as a means to achieving human ex-
cellence, virtue (Regelski, 2012). There has been discus-
sion about the professional identities of music teachers, 
in which, mostly, musical identity is superimposed on 
pedagogical identity as a result of training or profes-
sional experiences (Carrillo et al., 2015; Aróstegui, 
2013; Ballantyne et al., 2012; Jorquera, 2008). Howev-
er, this article advocates for commitment and responsi-
bility by those who teach students, who have to accept 
the consequences of their actions and employ prudence 
in the Aristotelian sense. 

Teachers should not act alone; they need their 
peers, which means that they cannot work in isolation, 
that teamwork and collaboration should be encour-
aged and implemented. The musician-teacher is not 
alone in their work. Music education needs, above all 
else, a musical community that shares the same aim. 
Communities where human beings are motivated by 
the same drivers of learning and enjoyment of music. 
As an example, what is known as community music 
shows features of this code of virtue ethics in non-for-
mal environments, which could be suitable. For exam-
ple, the participation of the elderly and children with 
different levels of expertise, everyone being completely 
engaged, a show of committed solidarity or community 
spirit (Lee et al., 2017; Chong et al., 2013; Karlsen et 
al., 2013). Musical activity throughout one’s life where 
striving for excellence is not seen as a result but rather  
as a process (Henley & Higgins, 2020), as well as serv-
ing a purpose for the future, reaching beyond the time 
at school (Westerlund, 2019). Music as part of daily life 
(Oehrle et al., 2013), a type of active leisure that es-
chews overtones of privilege and reinforces the idea 

of the good life through music (Mantie, 2015). In the 
case of Spain, it has also been shown that specialised 
instrumental teaching (formal) that is included in cen-
tres for the mandatory, basic stages of education, can 
have a positive effect in academic terms and, what is 
more significant, on skills and social competencies in 
accordance with virtues (Barrientos-Fernández et al., 
2019; Andreu, 2012).

6.  Conclusions
The main objective of this article has been to show 

that the teaching of specialised instrumental practice 
can be educational. Moreover, it should be education-
al in the ethical terms described throughout the text 
for two reasons. Firstly, when the issue concerned is 
the concept of education in and through music, it is 
taken for granted that they are included in the same 
legislative framework; in this sense, they share prin-
ciples, purposes and objectives originating in the 
shared, public concept of education. Additionally, still 
in a formal context, the great majority of students 
who receive specialised musical education are, at the 
same time, students in the general stage of education; 
therefore, if only out of coherence and common sense, 
it is essential for processes to be consistent with each 
other. This is what Touriñán (2016) terms education 
through music, where the two educational spheres are 
involved.

Secondly, from the perspective of ethical/moral en-
gagement, if mala praxis has been the subject of crit-
icism for decades and there have been reports of atti-
tudes that are not appropriate in educating human 
beings, this has not been due to a lack of an ethical 
approach, but rather because it was not suitable in ed-
ucational terms. Therefore, specialised instrumental 
practice and the teaching/learning processes have to 
shoulder the responsibility for caring for the students’ 
human needs, despite the fact that the goal is to educate 
future professionals (human beings).

Lastly, there is a second objective underlying the 
whole research: placing a value on music and learning 
it as a medium for character education, a way to achieve 
human flourishing and excellence. This involves build-
ing musical communities, in line with the indications 
made by Regelski (2017) when he speaks of the sociabil-
ity (the power of socialisation) that is inherent in mu-
sic, a condition that gathers a group of people together 
around their ultimate goal through human practices 
such as music. 
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Abstract: 
Professional music education is still an emerging educa-

tional sector in some countries, as in Colombia. Within this 
sector, there are new, interesting initiatives that provide mu-
sical training for non-institutionalised professional groups, 
who would not otherwise be able to obtain academically valid 
credentials, given their geographic dispersion and employ-
ment situation in the country. In this sense, an analytical 
study associated with this area has been conducted to ex-
plore the general functioning and achievements in musical 
training of the Colombia Creativa Artists’ Professionalisa-
tion Programme (PPACC - Programa de Profesionalización 
de Artistas Colombia Creativa), identifying weaknesses, 
strengths and opportunities for improvement. This pro-
gramme is sponsored by the Ministry of Culture of Colombia 
and is one of the main ways for professional musicians who 
could not be trained in official centres to achieve certification 
of their competencies with academic validity in this country, 
providing them with clearly improved employability within 
the field of musical training. For this research, a qualitative 
methodology was used, by means of interviews and an emer-
gent content analysis was conducted with the NVivo pro-
gram. Among the main results, of note are the organisational 
difficulties encountered and the tensions and rejection of the 
programme by some participants. Also strengths such as the 
flexibility of the programme and the opportunity it provides 
for national musical training of groups of artists who are not 
institutionally professionalised.

Keywords: music education, Colombia, professionalisation 
of artists, management of educational programmes, employ- 
ability of music educators.

Resumen: 
La educación musical profesionalizante pertenece todavía a 

un sector educativo emergente en algunos países, como ocurre 
en Colombia. Dentro de este ámbito, surgen interesantes inicia-
tivas de ayuda a la formación musical para colectivos profesio-
nales no institucionalizados, que no podrían contar con otras 
vías de obtención de credenciales con validez académica dada su 
dispersión geográfica y situación laboral en el país. En este sen-
tido, se ha realizado un estudio de análisis para explorar el fun-
cionamiento general y los logros en formación musical consegui-
dos por el Programa de Personalización de Artistas Colombia 
Creativa (PPAC), así como para identificar debilidades, fortale-
zas y oportunidades de mejora. Este programa está auspiciado 
por el Ministerio de Cultura de Colombia y es una de las prin-
cipales vías con que cuentan los músicos profesionales que no 
pudieron formarse en centros oficiales para lograr una certifica-
ción de sus competencias con validez académica en el país. Ello 
supone una clara mejora de la empleabilidad dentro del ámbito 
de la formación musical. En esta investigación, se aplicó una 
metodología de tipo cualitativo y se realizaron entrevistas y un 
análisis de contenido emergente mediante el programa NVivo.  
Entre los principales resultados, destacan las dificultades en-
contradas de tipo organizativo y las tensiones y el rechazo hacia 
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el programa de algunos participantes. También fortalezas como 
la flexibilidad del proyecto y la oportunidad de capacitación mu-
sical nacional para colectivos de artistas no profesionalizados 
institucionalmente.

Palabras clave: formación musical, Colombia, profesionali-
zación de artistas, gestión de programas educativos, emplea-
bilidad de educadores musicales.

1.  Introduction 
Education is considered to be a personal possession 

and a process that is shared by all individuals, through 
which they obtain skills, knowledge, behaviours and 
principles (Anderson & Fejes, 2005; Tejada & Thayer, 
2019). This implies that learning is not solely limited to 
the formal education system, but rather, as emphasised 
by Folkestad (2006), Romeu-Fontanillas et al. (2020), 
Sangrá et al. (2021) and Souto-Seijo et al. (2021), other 
non-formal and informal educational spaces enrich and 
nourish this process.

Melnic and Botez (2014) define education as a  
process including many factors that contribute both 
to the personal and intellectual education of the hu-
man being. According to Kashif and Cheewakrakokbit 
(2017) and Tejada and Thayer (2019), education can be 
defined as the continuous process of human and cul-
tural training that provides individuals with essential 
tools and knowledge for their growth and development 
in society.

The scientific literature also indicates that music 
in education has a positive effect on the acquisition of 
benefits from such different fields as psychology, med-
icine, anthropology, neurology or education (Corrigall 
& Trainor, 2011). This makes it an extremely signifi-
cant field within the area of educational policies in all 
countries. 

In terms of the situation of higher education in mu-
sic based on a transnational analysis and of the simi-
larities and differences regarding educational models in 
different countries and cultures, several studies reveal 
university approaches to the orientation and specialisa-
tion of future professionals in the field of music. Along 
these lines, Sanchez-Escribano et al. (2022) conducted 
a comparative study of instrumental music education 
in the United States, Spain and Singapore. It demon-
strates the emergence of four analysis dimensions in the 
three countries studied: accessibility, the value assigned 
to instrumental music education, professionalisation 
and specialisation, and qualifications and requirements 
for teachers. As convergence factors in the three cas-

es, these authors indicate three distinct teacher pro-
files: the first corresponds to those who have mainly 
received training in instrumental music but have little 
or no educational and pedagogical training; the second 
professional profile is the exact opposite; and the third 
places equal importance on pedagogical knowledge and 
musical skills. 

Similarly, López-León et al., (2015), Wang and 
Lorenzo (2018), Lorenzo et al., (2023) and Lorenzo 
and Turcu (2023) have conducted international stud-
ies on musical training and employability of teachers 
in Puerto Rico, China, Colombia and Romania, and 
they coincide in detecting the three educational mod-
els found by Escribano et al. (2022). This makes it pos-
sible to establish a similar pattern for training and em-
ployability of music degree graduates at universities in 
most countries around the world. Two clear positions 
appear in this pattern: the musical pedagogue and the 
practical musician, thus producing an ambivalent sit-
uation that has not been fully resolved in any educa-
tional system. 

In this context, there is a need for this research, 
which analyses the Colombia Creativa Artists’ Profes-
sionalisation Programme (PPACC - Programa de Pro-
fesionalización de Artistas Colombia Creativa). The 
PPACC is an institutional music programme from the 
Columbian Ministry of Culture, designed to detect the 
strengths and weaknesses of the specific training of-
fered and implement strategies to improve its develop-
ment.

2.  Music education in Colombia 
According to Dias (2014) and Hyland (2013), higher 

education is an educational cycle that provides a space 
for interconnections between fields of knowledge. Giv-
en its interdisciplinary nature, it can influence different 
aspects of knowledge, such as research; innovation; civic  
and professional education, both critical and intellec-
tual; or science and technology. It can also drive major 
social, economic and cultural transformations involving 
different issues (Langa & David, 2006). 
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Nevertheless, in many countries, higher education 
still faces major difficulties. In Colombia, there are re-
strictions and a lack of opportunities regarding access to 
this educational level for a considerable proportion of so-
ciety (Langa & David, 2006; McAleavy & O’Hagan, 2004). 
As Dias (2007) states, over 68% of the higher education 
institutions (HEIs) and higher education programmes 
in Colombia belong to the private sector. This puts its 
gross enrolment ratio for higher education far below the 
other countries in the OECD (Organisation for Economic 
Co-operation and Development) (Gómez & Celis, 2009; 
Herrera & Infante, 2003). In fact, although the country 
has made major progress over the last two decades, as 
different studies show [Melo-Becerra et al., 2017; MEN 
(Colombian Ministry of Education), 2014], the enrolment 
rate is relatively low in international terms, even more so 
if we compare it to developed countries (MEN, 2014).

Furthermore, in the comprehensive training of hu-
man beings, arts and music education is a tool that 
favours the development of cognitive, emotional and 
social skills and abilities (Corrigall & Trainor, 2011;  
Diamond, 2013; Guhn et al., 2019). However, in Colom-
bia, in terms of representativity and importance, the 
area of training in arts and music has gradually lost 
ground in the context of school education (Aróstegui & 
Kyakuwa, 2021; Rodríguez, 2015, 2016).

Arts education provides a space for artists, trainers, 
teachers and learners from different intercultural back-
grounds to meet and participate (Ñáñez-Rodríguez & Castro- 
Turriago, 2016). Likewise, music education concerns both 
the aesthetic, sensory and intellectual sphere and the emo-
tional, affective and social aspect (Sala & Gobet, 2017). 

Colombian national regulations cover all the arts 
under a single educational area called arts education; 
therefore, it is very common to employ a single teach-
er to cover more than one artistic field. This means 
that little importance is given to their speciality (Ca-
sas, 2015). As a result, as Rodríguez (2016) indicates, 
teachers provide education based on programmes that 
are mostly lists of contents involving general knowl-
edge, but without the necessary tools to create sound,  
long-term processes. Within these dynamics, we find 
one of the most frequent problems in the field of formal 
music education, not only in schools but also at high-
er levels: the lack of relevance and contextualisation of 
teacher training (Cremades-Andreu & García, 2017). 

In this way, despite the mandatory nature of arts 
education in the Colombian school system at the levels 

of basic and secondary education, the criteria for quali-
ty and enrollment do not meet expectations. Moreover, 
due to the lack of scientific research relating to artis-
tic-pedagogical experiences, it is difficult to cite stud-
ies that support this system (Ministry of Culture, 201). 
This has led to such a reduction in the value of arts and 
music education in schools that it has swiftly moved to 
extra-curricular spaces involving non-formal and infor-
mal education. The Ministry of Culture has assumed 
the responsibility of guaranteeing enrolment, quali-
ty, implementation, guidance and supervision, tasks 
that are, in theory, the responsibility of the Colombian  
Ministry of Education (Arenas, 2011; Rodríguez, 2015). 

In relation to the circumstances and quality of higher 
education programmes for music in Colombia, Cárdenas  
and Lorenzo (2013a and 2013b) indicate that these pro-
grammes have not yet achieved a sufficient culture of 
change, evaluation and improvement to make their cur-
ricular projects relevant and coherent. This situation 
has created inequalities between the necessary training 
resulting from a professional music programme, with 
its own characteristics aimed at professionalizing per-
forming musicians, and the training involved in music 
degrees, which have to take into account the artistic 
and musical education that students have received in 
the different levels of the general, pre-university sys-
tem of teaching. Therefore, it seems that, in Colombia, 
there has not been a sufficiently clear curricular ba-
sis to address the differences in training of these two 
groups of target students, what has created an imbal-
ance between the training received by each group and 
the professional duties of higher education graduates 
once they enter employment (Lorenzo et al., 2023).

In contrast, it should be emphasised that teachers 
of music degrees show great interest in participating 
in the processes of designing and modifying curricula 
for educational programmes, both as part of a music 
degree and for professional musicians. However, such 
disposition is severely limited by the fact that these 
teachers are not usually sufficiently involved in the in-
stitutional management processes by holding manage-
ment positions (Cárdenas & Lorenzo, 2013a; Cárdenas 
et al., 2015).

3.  The pedagogical model of the Colombia 
Creativa Artists’ Professionalization Pro-
gramme (PPACC)

In compliance with the UNESCO (2006) guidelines on 
the creation of programmes to promote and contribute  
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to artists’ well-being and quality of life, and in accord-
ance with demands for the requalification, updating, 
promotion and transferability of the skills and com-
petencies of the Colombian artistic and cultural sec-
tor, in 2002, work began on charting the paths of ac-
tion that eventually led, in 2007, to the consolidation 
of the Colombia Creativa Artists’ Professionalisation 
Programme (PPACC). This is a special policy concern-
ing higher education in the arts, designed by means 
of a collaboration between the Ministry of Culture 
and the Ministry of Education, in association with 
ACOFARTES (Asociación Colombiana de Facultades y 
Programas de Artes – Colombian Association of Arts 
Faculties and Programmes) and ICETEX (Instituto 
Colombiano de Crédito Educativo y Estudios Técnicos  
en el Exterior – Colombian Institute of Educational  
Credit and Technical Studies Abroad) (Ministry of 
Culture & ACOFARTES, 2011). This synergy among 
institutions “seeks to address the lack of vocational 
training for the country’s artist-trainers, as a strategy 
aimed at providing qualifications for their work in the 
arts, pedagogy and cultural management” (Ministry of 
Culture, 2015, p. 5). 

The PPACC is also a strategy that aims to consolidate 
and preserve the country’s cultural expressions and tra-
ditions within the academic framework and prepare the 
way for interculturality and the dialogue of different 
types of knowledge. Its academic proposal, designed by 
all the participating institutions working together, in-
dicates the strengthening and consolidation of a space 
for interaction and dialogue of knowledge between the 
western tradition and the different artistic and cultur-
al expressions. These expressions have traditionally 
also had a real and effective influence in revitalizing 
the country’s social and cultural panorama (Ministry 
of Culture & ACOFARTES, 2010). The PPACC, rather 
than being an educational programme, is a combination 
of complex, mid- and long-term strategies, which are 
essentially aimed at improving quality of life for em-
pirical, self-taught or informal artists and educators in 
Colombia. This is a nationwide, public policy involving 
co-operation, social responsibility and inter-institution-
al alliances; a policy that is unique and innovative, not 
only in this country but generally across the whole of 
Latin America (ACOFARTES, 2011). It was the result 
of the Colombian State reflecting on the social debt it 
had incurred with the different sectors of the country’s 
artists (Guzmán-Valenzuela, 2017). 

Additionally, according to Green (2002, 2008), the 
PPACC is academically justified by several studies 

relating to how folk musicians acquire their skills 
and knowledge in an informal way, outside the for-
mal learning system and without much help from 
trained instrumentalists. As this author points out, 
it is extremely interesting (and closely-linked to the 
PPACC work philosophy) to observe that the musi-
cal practices adopted by folk musicians correspond to 
the attitudes and values of informal learning that the 
Colombian programme has included in its academic 
content. Thus, it has incorporated auditory imitation, 
improvisation and experimentation as methodological 
classroom resources to bring informal learning ecolo- 
gies for this type of music into the formal, discipli-
nary environment of music teaching in universities. 
Furthermore, Green highlights folk musicians’ com-
mitment and passion as their natural learning dimen-
sions, which may have been a decisive factor in their 
increased motivation and participation in the PPACC 
academic programme and their success, both profes-
sionally and socially, among the public that this pro-
gramme targets. 

The PPACC uses strategic alliances with different 
public HEIs, which have made their curricular arts pro-
grammes available to the project. In other words, its 
implementation did not require the creation of new aca-
demic/curricular programmes. Rather, the existing ones 
in the different participating institutions were adapted 
and made more flexible depending on the specific pecu-
liarities, characteristics and needs of this public policy 
(Ministry of Culture & ACOFARTES, 2010). As a con-
sequence, there are various implementation models for 
the PPACC; the curricular and institutional conditions 
governing each academic programme mean that they 
are structured in a similar way, but they are not identi-
cal. Nevertheless, the public policy itself indicates that 
certain guidelines are unalterable.

In general terms, the version of the PPACC for mu-
sic presents a training programme based on the same 
curriculum as the music degrees at the university 
where it is held. The participants are usually grant-
ed five semesters of university education after pass-
ing the admissions tests and they have to undertake 
a further five semesters of a curriculum structured 
around four components: a pedagogical component, 
an interdisciplinary component (the relationship be-
tween arts and education), a music discipline compo-
nent (50% of the disciplinary training), and a research 
component, in which the participants prepare their 
degree project to obtain their qualification (Ministry 
of Culture, 2015). 
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The subjects on the PPACC curriculum are the same 
as those taught on the regular degree courses in music 
and music education at each university. Regarding the 
study load, it concentrates mainly on pedagogical and 
musical aspects that folk musicians have not been ac-
quired previously. It is assumed that music theory and 
the development of musical interpretive competencies 
are skills that the participant has acquired at an earli-
er stage. Thereby, the programme does not repeat sub-
jects that involve learning an instrument, but rather it 
provides others that are related to the reinforcement 
of musical areas such as harmony, the development of 
auditory perception and musical grammar. 

As for the teaching staff involved, it is basically com-
posed of the same teachers who regularly work at the 
universities that run the programme, with occasional 
invitations to speakers on a subject of educational, ped-
agogical or musical interest.

As the PPACC has been running for over ten years, 
this research aims to conduct an analysis and nation-
wide evaluation of the music programmes linked to the 
project, by examining the opinions and experiences of 
the different agents involved in the process: director 
or project manager at the Ministry of Culture, project 
co-ordinators at each university, teachers and graduates. 
The published study originated, partly, from the doc-
toral thesis Análisis del programa formativo Colombia  
Creativa y evaluación de las titulaciones en música 
vinculadas al programa [Analysis of the educational 
programme Colombia Creativa and evaluation of the 
music qualifications associated with the programme], 
by Yuly Rodríguez Ramírez. Furthermore, this work 
tries to identify the strengths and weaknesses of 
the PPACC so as to establishing opportunities for  
improvement that reinforce the project in future stag-
es of implementation. 

4.  Methodology 
The methodology used is of a qualitative nature, 

based on identifying and structuring patterns and on 
describing and interpretating the data collected dur-
ing the study, which are typically narrative or textual 

(Fernández, 2004). Within this research model, flex-
ibility, fit and interaction between educational prac-
tice and research are essential aspects. Consequently, 
it is not one-way, linear or static, and there is always 
room for debate and differences, with the aim of 
both describing and interpreting practice (Santaella, 
2016). 

To this effect, the qualitative methodology used is 
similar, in a descriptive and analytical way (Quintana, 
2006), to the description of a specific reality (Anguera, 
2008), taking into account the different interactions, as-
pects and dimensions. Specifically, the research entails 
analysing the data collected and converting them into 
categories and codes by interpreting the results of the 
interviews and their relation to the study objectives and 
the review of the scientific literature consulted (Anguera, 
2008; Drisko, 2008). 

The process of analysing the data obtained through 
this research used the qualitative data analysis soft-
ware NVivo 13 to categorise and code the information 
(Bauselas, 2004; Bazeley, 2002). In addition, a system of 
categories, subcategories and emergent codes has uti-
lised (Anguera, 2008).

4.1.  Participants 
This study seeks to analyse and evaluate the struc-

tural and academic characteristics of the PPACC, plac-
ing particular emphasis on the music programmes 
linked to the project, and to assess the strengths, weak-
nesses and opportunities for improvement. It involved 
forty-three agents, who attended a semi-structured 
interview: a manager of the Colombia Creativa profes-
sionalisation programme at the Ministry of Culture, 
eight PPACC directors at the different participating 
institutions, fourteen teachers on the ten profession-
al music programmes implemented under the PPACC 
and twenty PPACC graduates from the educational 
programmes Music and Degree in Music. Due to the 
geographical difficulty in locating interviewees for the 
programme in all the areas of participation, the decision 
was taken to select those who responded to the request 
to collaborate in the research and who represented the 
different stakeholders in the PPACC. 

Table 1. Percentage distribution by gender of participants. 

Gender Directors Teachers Graduates

Men 11.6 % 25.6 % 34.9 %

Women 9.3 % 7.0 % 11.6 %
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Regarding the PPACC admissions process, the folk 
musicians interested in participating had to go to the 
university of their choice based on their interest, conve- 
nience and/or proximity, with the documentation re-
quired for the programme. This process included several 
criteria that the regular university programmes did not 
contain, such as, for example, a minimum number of 
years of artistic and teaching experience, a minimum age 
of 28-30 years, or experience in the field of cultural pro-
ject management. This was the first selection filter and 
the process was conducted overall by a university admin-
istrative department and/or a team of teachers that was 
created for each programme to manage the PPACC and 
increase curricular flexibility.

After the first access stage had been completed, the 
following stage involved the admissions test applica-
tions, which were adapted and/or made more flexible 
depending on each institution’s criteria. In some cases, 
depending on the artists’ artistic experience, knowledge 
and recognition in their field, it was considered that ap-
plicants could be exempted from certain specific musi-
cal tests, as their extensive experience attested to their 
mastery of the basic elements of the theoretical/musical 
language addressed in these tests.

4.2.  Instrument 
The data collection used a semi-structured interview 

model that was designed ad hoc, based on a series of 
questions that aimed to capture the interviewees’ im-
pressions concerning the subject of study (Fernández, 
2013; Larenas & Díaz, 2012). In the educational field, 
the interview has been widely used, as an effective, 
easy and practical instrument that encourages dialogue 
among the different agents in the educational commu-
nity (Zwiers & Morrissette, 1999), enabling the collec-
tion of a large amount of information (Creswell, 2003).

The interview content was assessed by expert judge-
ment, with the participation of 29 experts connected 
to the area of music education and other areas related 

to educational, psychological and social research. The 
experts assessed the pilot interview following the indi-
cations contained in the introductory letter that they 
had received about the study, which explained how they 
should assess the instrument. They made their assess-
ments according to the level of agreement (“hardly rel-
evant” to “very relevant”) with the wording and rele-
vance of each item. The group of experts was composed 
of seventeen doctors, five doctoral students and seven 
academics with master’s degrees. Of these, twenty-two 
belonged to different Colombian institutions and seven 
to higher education institutions in Spain and Brazil. Af-
ter the review by the twenty-nine experts, a statistical 
analysis was conducted on the experts’ assessments of 
each of the items, in line with the criteria established by 
Barbero et al. (2003). These criteria establish different 
decisions to take for each question depending on whether  
the value of the average of each item is equal to or high-
er than 2.5. The median value is also considered, while 
the 50th percentile (P50) should obtain values that are 
equal to or higher than 2.5. In addition, an ambiguity 
coefficient is established, which aims to measure disper-
sion in the experts’ agreement, using the interquartile 
range as the criterion. Based on the above, three pos-
sibilities were established for each item: eliminate it, 
review/modify it or accept it. 

After having included the recommendations from 
the group of experts, the final interviews were com-
posed, taking into account the literature review con-
ducted for each category proposed.

4.3.  Procedure
The interviews were held with forty-three partic-

ipants, via individual vídeo conferences on platforms 
such as Zoom and Google Meet. The qualitative analy- 
sis of the texts arising from the interviews used the 
following stages (Lorenzo, 2011): reduction of exces-
sive textual data, reconstruction of the meaning of the 
interview texts, and inferences drawn from comparing 
the different meanings encountered in the interviews.

Table 2. Frequencies and percentages by age ranges of participants in each study group.

Age in years
Directors Teachers Graduates

f  % f  % f  %

20-30 0 0.0 % 0 0.0 % 2 10.0 %

31-40 2 22.2 % 4 28.6 % 7 35.0 %

41-50 2 22.2 % 5 35.7 % 8 40.0 %

51-60 2 22.2 % 2 14.3 % 3 15.0 %

>61 3 33.3 % 3 21.4 % 0 0.0 %
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5.  Results
Once the process of transcription and analysis of the 

forty-three interviews was completed, the next stage was 
to establish a system of categories and codes based on 
the emergent coding process (Burnard, 1991; Cho & Lee, 
2014; Hsieh & Shannon, 2005; Mayring, 2000; López-
León et al., 2015). The results obtained are shown below.

5.1.  Category “difficulties-weaknesses-strengths” 
of the PPACC

Firstly, there is the category “difficulties-weak-
nesses-strengths” of the PPACC. This category de-

fines three subcategories, corresponding to the dif-
ficulties, weaknesses and strengths of the PPACC 
overall, and of the institutions implementing this 
programme. The subcategory “difficulties of the 
PPACC” (DIFPR), consisting of three codes, identi-
fies the general difficulties that the different groups 
of participants experienced during the process of im-
plementing the PPACC. These are mainly related to 
administrative and management processes. Figures 
1, 2 and 3 indicate some of the textual references 
identifying the interviewees’ opinions about this 
subcategory.

Figure 1. Textual references for the code “difficulties of the PPACC” (DIFPR).

Figure 2. Textual references for the code “institutional difficulties” (DINS).

•	 “Some artists came from conflict zones, from red zones.”
•	 �“Sometimes our students had trouble attending because this 
•	 �programme involved a kind of grant, if we may call it that, but they 

had to pay for another part of it and to support themselves.”
•	 �“The idea of travelling was too exhausting, because many of 

them didn’t live here in Igabué and also because of their many  
commitments.”

•	 �“We had people from Valledupar, people from the red zone, that 
was a rather complicated matter.”

•	 �“I lived here in the town of Pasto and it was really easy for me but 
I know that many things were difficult for my classmates.”

•	 �“It lasted all week and they had to pay for accommodation, to find 
a way to support themselves.”

•	 �“They had a 10- or 12-hour journey and came straight to class, in 
other words, they came a very long way.”

Difficulties  
regarding travel 
 for the artists  

(DDES)

•	 �“The university didn’t have any experience of a process like this.”
•	 �“For example, we had to take some compulsory subjects that 

were not negotiable for the University.”
•	 �“This process has been very difficult with the universities because  

they are very set in their ways, sort of stuck on the matter of 
if you don’t do Harmony I, you can’t do Harmony II, that if you 
don’t read a quaver first, you can’t read the crochets afterwards.”

•	 �“In the end I don’t remember whether we managed to do it 
or not, I apologise for that, but we had real trouble changing 
sports training for another activity that had more to do with 
musical expression.”

•	 �“We had rather a complicated situation in recruiting the teach- 
ers because the teaching staff didn’t fully understand how it 
was going to be assessed and how these artists could join; 
let us say that they were worried about how to cover a 5-year 
curriculum in 2 and a half.”

•	 �“The university should have been more supportive and not seen it as 
something strange or the weird programme, they should have un-
derstood too that there needed to be more flexibility in the adminis-
trative and academic/administrative platforms when handling marks,  
managing the curriculum with students and the administrative  
processes related to the recruitment and payment of the teachers.”

Institutional 
difficulties 

(DINS)

As the programme was not offered in the regions 
where the artists were located, this made it very dif-
ficult for them to attend and travel to the education-
al centres for different reasons, whether related to 

finances, work or public order. This was even due to 
weather conditions such as landslides, which prevent-
ed the use of the country’s main roads for long periods 
of time. 
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Figure 2 establishes that one of the main difficulties 
encountered by the PPACC relates to the lack of knowl-
edge and experience of the universities in implementing 
a programme of this nature. In this sense, there were 
many discussions about how to adapt the curricula, how 
to reach agreements on what the artists were going to 
study or not study, how the curriculum for a five-year 
degree could be made more flexible so that it could be 
studied in half the time, etc. The greatest difficulty laid 
in making the higher education authorities (academic 

boards) understand the relevance and necessity of the 
PPACC for the country and make them aware of their 
ethical and social commitment to the programme and 
the students as a higher education institution. 

On another note, the subcategory “weakness-
es of the PPACC” (DEBPR) is composed of a total of 
twelve codes that represent the main weaknesses of the 
PPACC, most of which are related to academic/adminis-
trative management. 

Figure 3. Textual references for the code “tensions and rejection of the PPACC” (TRP).

•	 �“Let’s say it was a thorn in their side because they already had enough 
on their plate with the regular Degree in Music programme, then they 
had to take on another big guy, or rather us lot, and that annoyed them.”

•	 �“Those of us that were on the knowledge recognition programme were 
not seen as music students, so that caused conflict, WE WERE SEEN 
AS OPPORTUNISTS.”

•	 �“This uncomfortable situation that was created within the undergraduate 
course and the Colombia Creativa programme, with the students on the 
undergraduate programme and the Colombia Creativa students.”

•	 �“We had to do a lot of pedagogy with the students on the regular pro-
gramme and explain how Colombia Creativa was being developed 
and that, first of all, they were not musicians who were just starting to 
learn, no, they were musicians who already had a background and were  
recognised in the country.”

•	 �“I have come here to study for two and a half years for my qualification, 
but I have been studying music by myself for 20 years and you have just 
come here to study for five years, so it hasn’t been a free ride for me.”

Tensions  
and rejection 

 of the PPACC  
(TRP)

According to the results in Figure 3, the PPACC creat-
ed considerable tension and rejection, both in terms of the 
understanding of the students on the regular programme 
and that of the teachers themselves who taught the class-

es on these academic programmes. This meant that there 
was a need to socialise the project, involving both the team 
of teachers that were going to work on the PPACC and the 
actual students and teachers on the regular programmes. 

Figure 4. Codes for the subcategory “weaknesses of the PPACC” (DEBPR).

WEAKNESSES 
OF THE 

PROGRAMME  
(DEBPR)

Administrative
(ADM) Sociodemographic 

requirements 
were not met 

(NCR)

Excessive 
academic 

and class load 
(CAHE)

Knowledge 
is recognised but 

experience is 
invalidated (RSIE)

Delays in payment 
of grants (DDB)

Delays in 
payments 

to teachers 
(DPAD)

Access to  
information 
about the 

PPACC and 
what it offers 

(AIP)

Evaluation  
of the PPACC  

is scarce  
and unstructured  

(EENE)

Lack of support for 
the Institutions 

from the Ministries 
(FAIM)

Training is not 
offered elsewhere 

(FND)

Lack of monitoring 
of graduates

(FSEG)

The meaning of 
the programme 

philosophy is lost 
(PSYF)
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As shown in Figure 4, the main weakness of the 
PPACC is that the programme philosophy and meaning 
are lost (PYSF). Along these lines, although the partici-
pants agree that the PPACC is an essential strategy and 
venture for the country, they also complain that it has 
been manipulated to benefit both artists that neither re-
quire nor deserve this opportunity and the academic insti-
tutions themselves, for whom the approval of the PPACC 
provided an opportunity for a “profitable business”.

In terms of the sociodemographic requirements of the 
students participating in the programme, there is a clear 
weakness regarding the special attention that the teach-
ers should have shown to those who came from a different 
cultural background or who had different learning factors 
due to their status as nontraditional students; for example, 
being an adult and needing a specific teaching methodology. 
Apparently, the Ministries of Education and Culture did not 
provide proper training for the teachers on the programme. 

Other significant weaknesses were the lack of sup-
port from the Ministries (of Education and Culture) 
for the programmes, the delays and irregularities in  

payment to the institutions, and the small number of 
posts appointed at the different universities to coordi-
nate and manage the PPACC.

In the subcategory “strengths of the PPACC” (FORPR), 
there are three codes that are directly connected to good 
management and assertiveness in implementing the PPACC 
within the different academic programmes: “comprehension 
and commitment to recognition and curricular flexibility”, 
“ease of selecting the work team” (SETR) and “same teach-
ing staff as on the regular programme” (MDPR). 

These strengths relate to the institutions’ commit-
ment to curricular adaptation and flexibility. Also to the 
advantage for the PPACC of having teachers that were 
not only highly qualified in their educational field but 
who also were very knowledgeable about the academic 
programme they were offering. And this because, before 
becoming part of the PPACC, they had, at least, two or 
three years of teaching experience on the regular pro-
gramme; in other words, they had in-depth knowledge 
of the curriculum. This favoured the adaptation of the 
content according to the group of students being taught.

Figure 5. References for the code “comprehension and commitment to recognition and curricular flexibility”.

•	 �“I think the most important strength is that we took it on re- 
sponsibly, that we did not improvise, we got down to the task, 
because I do remember it very well, the task of looking at the 
curricular part and deciding on the materials and how they were 
to be used according to the guidelines because they had to be 
adapted. And we managed it!”

•	 �“It was good for everyone, wasn’t it? In other words, the univer-
sity did it very well and thought it through well. There were some 
strikes, in fact, but there were also options available for when 
that happened. For example, we could go to a hotel in the centre 
of the town of Bucaramanga, where the university also had a 
centre and the classes could be held there.”

•	 �“We had a team of teachers who understood this project, that 
this was not a battle of egos or about who knew the most but  
rather a matter of sharing, ‘I know and you know, let’s unders-
tand and share our knowledge’.”

Comprehension 
and commitment 

to recognition and 
curricular flexibility 

(CRF)

Figure 6. References for the code “ease of selecting the work team” (SETR).

Ease of 
selecting the 
work team 

(SETR)

•	 �“When they asked me, ‘Do you want to join this madness?’, I set out a 
few conditions, ‘if I am allowed to choose the team, I will, BECAUSE  
THERE ISN’T ROOM FOR ALL OF US HERE’. Not because they 
don’t know, but because, apart from possessing knowledge in cog-
nitive terms, it is necessary to adopt a position that is procedural and 
ATTITUDINAL.”

•	 “They weren’t teachers recruited at the last minute to cover posts.”
•	 �“I knew many of them because they had been my students in the 

past.”
•	 “Somebody was in charge of finding all the teaching profiles for that.”
•	 “It was not a large teaching staff.”
•	 �“On the programme committee we talked about what type of teach- 

ers we wanted. Some of those on the programme were very good 
but others seemed not to want the programme to run, so we didn’t 
call those ones; in other words, you don’t call somebody to come and 
work with you if they don’t want to work with you.”
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Figure 8. Codes for the category “opportunities for improvement” (OPM).

No significant differences were found among the 
participating universities, with reference to the weak-
nesses, difficulties and strengths of the PPACC. On the 
contrary, all of them presented different aspects that 
they had in common in the three analysis dimensions. 

5.2.  5.2. Category “opportunities for improvement” 
(OPM)

In this category there are nine codes, which char-
acterise the opinion of the PPACC managers, coordi-
nators, teachers and graduates about the recommen-
dations and expectations regarding the improvement 
of the programme in future stages of implementation. 
The codes associated with this category are shown in 
Figure 8. 

Along these lines, the participants agree on the ne-
cessity of the Ministries becoming more involved in 
the processes and providing real support to the insti-
tutions, before, during and after the implementation of 
the programme (MAM). Here they indicate, for exam-
ple, the need to evaluate the academic and management  
processes and to monitor the graduates to discover their 
level of satisfaction and the real impact of the PPACC 
on their lives.

The interviewees also agree that is it essential for 
the admissions processes (PASP) to involve greater ac-
curacy, assertiveness and selectivity. They are convinced 
that the PPACC has been such a necessary and success-
ful strategy for the country that it should continue to be 

Figure 7. References for the code “same teaching staff as on the programme regular” (MDPR) 

•	 �“And then the advantage of having these teachers is that they had a 
deep understanding of the programme structure.”

•	 �“They told me that they needed somebody with my profile, because 
I knew the curriculum and the subjects, the course plans and that 
was how I started working with them. The people working there were 
working on other programmes and had in-depth knowledge of the 
programme structure.”

•	 �“The teachers were the same teachers as at the university of technol- 
ogy, we didn’t hire any external teachers.”

•	 �“Let’s say that as the university had experience of working with the 
PNMC, it already had the profiles among the teachers who had been 
working on this project, so they were the same teachers who began 
the professionalisation process.”

•	 �“Let’s say that the teachers who were already working on the regular 
undergraduate programme, we already had them in mind in some 
way.”

Same teaching 
staff as on the 

programme  
regular (MDPR)

Possibility of  
offering it as  

distance learning 
or online (OFDV)

OPPORTUNITIES  
FOR IMPROVEMENT 

 (OPM)

Continue to 
prioritise the 

sectors and artists 
that need it most 

(CPSN)

Think of other,  
more relevant  

models of flexibility 
(OMFL)

Greater adaptation 
of teaching  

to the context 
(MADC)

Greater support 
from the Ministries 

(MAM)

Implementation 
should continue 

(DSIM)

Administrative 
management 

(GAD)

Prior 
academic/

musical 
grading of 
the artists 
(NAMP)

Greater accuracy, 
assertiveness and 
selectivity in the 

admissions processes 
(PASP)
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implemented (DSIM). However, they indicate that strict 
modifications need to be made to the way administra-
tive management is conducted.

Lastly, partly as a result of the whole experience of 
Covid-19, teachers and artists also indicate that an op-
portunity for improvement is offering this professional-
isation online and as distance learning, thereby contin-
uing to give priority to the sectors and artists that most 
need it, reaching as far as their regions. This would in-
volve taking the university to more disadvantaged set-
tings, making the programme more equitable. 

6.  Discussion 
The study conducted with the agents involved in 

the different processes for implementing the PPACC 
defined results that, in accordance with Giraldo et 
al. (n. d.) and Melo-Becerra et al. (2017), confirm the 
PPACC as a necessary and relevant learning pathway 
in the national context of Colombia, as it provides ap-
propriate answers to several questions and needs raised 
by the professional sector of music artists.

Nevertheless, there is the fact that academic insti-
tutions lack inducements for teachers to work with the 
nontraditional population. This, as stated by Abramo et 
al. (2019), could be a sign that, although adult education 
plays a fundamental role at present, in Latin America, 
there is a generalised absence of university courses or 
bachelor’s degrees that focus on training for trainers of 
adults, which is exportable to bachelor’s degrees focus-
ing on music in this country. This fact is worthy of spe-
cial attention, considering that, as indicated by Fernie 
et al. (2013), Lee et al. (2020) and Tucker and Morris 
(2011), apart from the administrative regulations and 
the efforts to make curricula more dynamic and flexible 
and to adapt them to the relevant contexts, the launch 
of the PPACC and its success is primarily due to the 
teachers and the teaching processes.

Despite the firm commitment and teacher engage-
ment in all of the institutions evaluated, a lack of flex-
ibility was observed in professional practices, as was a 
shortage of intercultural competencies (Taylor et al., 
2016) as regards some teachers, mainly in areas related 
to musical language (piano, history of music, grammar, 
music theory, analysis and composition). This partly 
hindered dialogue, reflection, development of critical 
thinking and the implementation of contextualised 
teaching/learning practices (Bovil & Woolmer, 2018; 
Gerbic, 2011; Jonker et al., 2020).

Perhaps this is where further research is needed into 
how to improve the necessary involvement of teachers 
on a programme where their participation is crucial 
and that requires a different vision of music education 
in higher education. Regarding what has already been 
stated by Cárdenas and Lorenzo (2013a) and Cárdenas 
et al. (2015) with reference to Colombian music educa-
tion in the HEIs, there are parallels with the PPACC, 
where the political administration of the programme, 
both in universities and in the Ministries of Education 
and Culture, is not sufficiently flexible to involve the 
teachers’ interest in being part of the processes of de-
signing and modifying the curricula. This implies an 
almost structural weakness that should be corrected 
through the participation of all the groups involved in 
the programme and greater involvement of the teach-
ing staff in institutional management processes and 
university management posts.

Finally, at an administrative level, the weaknesses 
of the PPACC include the lack of graduate monitoring, 
which is an ongoing issue in the Colombian higher ed-
ucation system and internationally, and the minimal 
or almost non-existent evaluation of the programme. 
To this effect, the root of this problem lies in the lim-
ited culture of curricular evaluation in the country 
and, again, the lack of support and intervention by the  
Ministries of Education and Culture after signing the 
contracts and agreements regarding the programme de-
velopment with each university. 

7.  Conclusions 
The PPACC was established as a meeting point and 

a space for the dialogue of knowledge, which, as in-
dicated by Cabarcas et al. (2018), Stanton (2018) and 
Zapata and Niño (2018), has consolidated its position 
as the first real attempt, with all its successes and fail-
ures, to change the paradigms of music education in 
the country. Also to construct a space for critical and 
intercultural pedagogical/musical training for music 
professionals who have not had the opportunity to en-
rol in formal institutions to pursue or complete their 
studies.

Based on the perspective of programme evaluation 
and in the light of the results of this study, in terms of 
its implementation on the different professional music 
programmes involved, it can be said that, overall, the 
processes have been effective, relevant and satisfac-
tory. A perspective that has been greatly enhanced by 
the teachers’ skill and effectiveness and their extensive 
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knowledge and experience of the corresponding curric-
ula that they teach.

Regarding the academic processes, the most success-
ful are planning for teaching/learning, selection and 
preparation of disciplinary content, design of teaching 
methodologies and organisation of activities, assertive 
communication, the good relationship with students, 
and tutoring and evaluation, with the work of the teach-
ing team being one of the most significant strengths of 
the PPACC. 

Obviously, with such a complex programme, held na-
tionally and with the added difficulty of integrating stu-
dents regionally, it was to be expected that there would 
be shortcomings. However, these have been balanced by 
the mid- and long-term benefits for Colombia of provid-
ing a way to return to employment for music profession-
als who represent a sector that has great importance for 
the country’s cultural and economic activity. 

In accordance with the experience and learning re-
lated to the flexibility of the curricula involved, there is 
a need for the HEIs to create new spaces for reflection 
and dialogue in the interest of readapting and co-creat-
ing the curricula and processes for the country’s higher 
education in music, so that they are relevant and con-
textualised, and truly meet Colombia’s needs. Lorenzo 
et al. (2023) made this clear in recent works on high-
er level music qualifications in Colombia and it can be 
applied to the PPACC, as the teachers are the same in 
both cases. 

Lastly, both the results of this research and the ex-
perience itself of fourteen years of implementing the 
PPACC in this country can be used as a sound, theoreti-
cal and empirical basis for arranging similar processes in 
other regions or countries. As indicated by the Ministry  
of Culture (2015), this public policy has taken shape as 
an unprecedented strategy, not only in this country but 
also in the context of Latin America, where there are no 
similar arts education processes. 
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Abstract:
There are few programmes for preventing ICT addic-

tion, and even fewer that have been scientifically validated. 
Preventing ICT addiction is a key part of governments’ ado- 
lescent mental health policies. Clickeando is a school  
programme for universal prevention of ICT addiction in ad-
olescents. It has been in use for fourteen years and was de-
signed on the basis of the appropriate quality indexes for this 
type of programme. Since 2020, Clickeando has assessed its 
participants with the aim of linking the efforts of different 
preventive bodies and agents. This has enabled the present 
study to assess the programme’s impact on its target popu-
lation. The main results indicate that the programme pro-
duces changes in ICT use, principally by reducing addictive 
use of mobile phones by girls and boys in secondary educa-
tion. Likewise, there are important behaviours in the devel-
opment of addictive patterns that we suggest should be the 
focus of future modifications to the workshop (such as time 
spent on social networks or on instant messaging systems), 
for they are crucial for the efficacy of the intervention. The 
effects of Covid-19 on young people’s mental health have 
highlighted the need for assessment protocols and preven-
tive actions that foster healthy use of technology and that 
take into account age and the gender perspective in their im-
plementation to maximise their efficacy.

Keywords: addiction, technology, ICT, mobile phones, social 
networks, video games, school-based prevention, prevention 
programme, mental health, efficacy, validation, adolescence, 
Covid-19, factor analysis.

Resumen:
No existen muchos programas de prevención de adicción a las 

TIC y menos todavía validados científicamente. Prevenir la adic-
ción a las TIC es clave en las políticas gubernamentales de salud 
mental de los adolescentes. Clickeando es un programa escolar de 
prevención universal de la adicción a las TIC para adolescentes. 
Lleva realizándose catorce años y ha sido diseñado con base en 
los índices de calidad destacados para esta clase de programas. 
Desde 2020, Clickeando evalúa a sus participantes con el fin de 
vincular los esfuerzos de organismos y agentes preventivos, lo 
que ha permitido valorar los efectos del programa en su pobla-
ción objetivo en el presente estudio. Los principales resultados 
indican que el programa logra producir cambios en el uso de las 
TIC, principalmente a través de la disminución del uso adictivo 
del móvil tanto en chicas como chicos de secundaria. A su vez, 
existen conductas con un importante peso en el desarrollo de pa-
trones adictivos que se sugiere tener como objetivo en futuras 
modificaciones del taller (como el tiempo invertido en las redes 
sociales o en los sistemas de mensajería instantánea), pues resul-
tan decisivas para la eficacia de la intervención. Las secuelas del 
Covid-19 en la salud mental de la juventud ha puesto de relieve 
la necesidad de contar con protocolos de evaluación y actuaciones 
preventivas que fomenten el uso saludable de la tecnología. Uno 
y otras, además, deberán considerar la edad y la perspectiva de 
género en su implementación para maximizar su eficacia.

Palabras clave: adicción, tecnología, TIC, móvil, redes 
sociales, videojuegos, prevención escolar, programa pre-
vención, salud mental, eficacia, validación, adolescencia,  
Covid-19, análisis factorial.
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1.  Introduction
In the present digital age, information and com-

munication technologies (ICT) play a central role in 
the psycho-social spheres (personal, social, and school) 
of adolescents (the age group ranging from 10 to 18 
years) (Gentry & Campbell, 2002; Chóliz, 2017). As a 
result of the Covid-19 lockdowns, adolescents greatly 
increased their consumption of technology (Masaeli & 
Harhadi, 2021), putting them at greater risk of devel-
oping an ICT addiction (Kuss et al., 2013). In Spain, 
almost all young people aged from 10 to 12 years have 
access to a smartphone (Anderson & Jiang, 2018), 
while 23.5% of adolescents aged from 14 to 18 present 
an internet addiction, and 7.1%, a gaming addiction 
(GA) (Observatorio Español de las Drogas y las Adic-
ciones, 2022). 

ICT addiction is defined as a recurrent and patho-
logical pattern of behaviour, characterised by salience, 
tolerance (progressive increase in time of use), with-
drawal (psychological discomfort in the absence of the 
stimulus), avoiding dysphoric emotions, psychosocial 
conflicts, relapse, and difficulty controlling ICT con-
sumption (Kuss et al., 2014). The characteristics of 
technology as a medium and its applications (social 
networks [SN], gaming, and the internet) have a high 
addictive potential that results in the development of 
symptoms similar to those of substance addictions (Soto 
et al., 2018).

This harm to the mental health of younger genera-
tions highlights the need to establish public policies to 
tackle the problems of ICT addiction, a question that 
predates Covid-19 (King et al., 2018). Consequently, 
measures should be put in place that make it possible 
to delay, reduce, and eliminate the impact of potential-
ly addictive behaviours by strengthening knowledge, 
attitudes, and behaviours that protect adolescents’ 
mental health (Romano & Hage, 2000). When we speak 
of this need, we refer to prevention, as this has shown 
itself to be an effective approach to the reduction of ad-
dictive ICT use among adolescents when implemented 
through public policies (American Psichological Asso-
ciation [APA], 2014; Kaess et al., 2016). Specifically, 
the utility of school universal prevention programmes 
targeted at secondary-school students has been high-
lighted (Gainsbury & Blaszczynski, 2011; Prats et 
al., 2018). However, if they are to be effective, these 
programmes must be specific, evidence-based and de-
signed using defined standards; work on risk and pro-
tection factors (Berrios et al., 2020); and include in-
struments to assess the intervention (Throuvala et al., 

2019) and early detection in users (García-Couceiro et 
al., 2021). 

Our specific object of study is the universal ICT 
addiction prevention programme for secondary educa-
tion Clickeando. This programme focusses on students 
aged from 10 to 14 and their school and family context 
(Sánchez et al., 2018). As well as the two versions for 
students (obligatory secondary education [ESO] and 
primary education), it features workshops for fami-
ly members and teachers. Its principal objective is to 
inform, raise awareness, and modify behaviour involv-
ing misuse of technology (both excessive use and inap-
propriate use) such as loss of privacy or cyberbullying 
(Echeburúa & De Corral, 2010). Valencia’s Plan Mu-
nicipal de Drogodependencias (Municipal Drug Depen- 
dency Plan) has used Clickeando for fourteen years in 
educational centres. However, despite its longevity and 
the quality of its design, the students were not assessed 
in the procedure until 2020. 

Therefore, the present work focuses on the popu-
lation of Clickeando participants and on the effects of 
the programme. To do so, it will address two funda-
mental issues in the design of effective ICT addiction 
prevention programmes. Firstly, work on this type of 
prevention tends to centre on risk factors such as time 
of use or the age of participants (Throuvala et al., 2019). 
Nonetheless, gender is a risk factor that, despite its rel-
evance in the development of social networks addition 
(SNA) and gaming addiction (GA) (Andreassen et al., 
2016), is not usually included in the prevention actions 
of these programmes (Yudes et al., 2019).

The second is the lack of consensus regarding ICT 
addiction terminology (Berrios et al., 2020; King et al., 
2018). Terms such as pathological, problematic, or com-
pulsive use, or abuse, dependency, and addiction are 
used interchangeably in the literature to refer to the 
same concept. We understand that pathological use of 
ICT results in symptoms of addiction. Therefore, we 
will use the concept addictive use to refer to the pres-
ence of symptoms of addiction without establishing a 
disorder, as our methodology is based on detection and 
not diagnosis. 

Furthermore, ICT is a very broad and ambiguous 
concept if the elements that might generate an addic-
tive behaviour are not specified (for example, screen 
addiction) (Bhargava & Seshadri, 2021). In this study, 
ICT addiction comprises mobile phone addiction (MPA) 
(such as uncontrolled, inappropriate, or excessive  
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use that creates social, behavioural, and affective 
problems; Chóliz, 2010), SNA (such as compulsive and 
problematic use that causes a significant impairment 
of everyday functioning over a long period of time) 
(Van den Eijnden et al., 2016), and GA (such as per-
sistent and recurrent use that displays symptoms of 
preoccupation, withdrawal, tolerance, lack of control, 
loss of interest in other activities, psychosocial conse-
quences, deception about amount of time spent, losing 
opportunities or relationships, and gaming to relieve 
negative moods) (American Psychiatric Association 
[APA], 2013).

There is an international need to address ICT addic-
tion in adolescence by means of prevention programmes 
of a psychosocial nature through public policies (King et 
al., 2018), which is part of the United Nations’ sustain-
able development goal (SDG) 3 relating to good health 
and well-being. This article is the result of the desire 
to provide the educational community with a useful re-
source that makes it possible to work on this aspect that 
feeds the crisis in young people’s mental health that we 
are facing: adolescents’ relationship with their virtual 
context (Bashir & Bhat, 2017). Its main aim is to pro-
vide evidence about changes in participants’ behaviour 
relating to ICT resulting from Clickeando. To do so, we 
will analyse (1) participants’ patterns of use and prev-
alence of addictive behaviour towards ICT, (2) which 
behavioural aspects of ICT use promote addictive use, 

(3) what effects the workshop has on these behaviours, 
and (4) whether these differ between male and female 
participants. 

2.  Methodology

2.1.  Participants and procedure
The sample comprised participants selected from 

the Clickeando workshop (Table 1) through purpo-
sive non-probability sampling during the 2021-2022 
academic year. The design of the experiment was 
based on assessments before the start of the pro-
gramme (pre-test) and one month after its completion  
(post-test). These assessments were matched by par-
ticipants by means of a unique identification code 
that complied with both the regulations of the Ethics 
Committee of the Universidad de Valencia regarding 
personal data processing and with the rules of the Hel-
sinki Declaration (2013).

The total sample included all of the participants 
from secondary education who completed the workshop 
and all of the questionnaires (N = 645, Mage = 12.36, 
girls = 45%, boys = 55%, year one of ESO = 74%, year 
2 of ESO = 26%). A sub-sample was also selected com-
prising only the participants matched in the pre-post as-
sessments (n = 322, Mage = 12.22, girls = 51.9%, boys = 
48.1%, year 1 of ESO = 83.2%, year 2 of ESO = 16.8%).

Elements of the programme Structure of the programme

Prevention 
level Universal: prevention prior to appearance of the problem. Module 1: Introduction (1 hour) 

Week 1

Target  
population

Male and female students from years 1 and 2 of ESO in the 
centres participating in the programme.

1.1. Advantages of technology
1.2. Disadvantages of technology  
1.2.1 Physical drawbacks
1.2.2 Social drawbacks
1.2.3. Technological drawbacks

Users’ 
needs

Having knowledge and clear guidelines about the positive use 
and negative effects of ICT while learning to use it.

Module 2: Problems with inappro-
priate intra- and interpersonal use 
(1 hour)

Objectives 

General
Preventing addictive use of ICT and risk behav-
iours.
Promoting healthy use. 

2.1. Privacy with ICT 
2.2. Grooming
2.3. Sexting
2.4. CyberbullyingSpecific

Identifying advantages and drawbacks of ICT and 
risk behaviours. 
Differentiating between good and bad uses of ICT.
Improving online safety and privacy.
Avoiding the negative influence of ICT in psycho-so-
cial spheres (classroom, home, and friendships). 
Promoting non-virtual leisure.
Analysing offline effects of ICT.
Improving personal competences and resources.

Table 1. Design and structure of the Clickeando workshop for ESO
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2.2.  Instruments

2.2.1.  TecnoTest (Marcos & Chóliz, 2021)
ICT addiction screening instrument comprising 

twenty-four dichotomous questions (yes/no). This test 
consists of four scales comprising six items that detect 
whether an ICT addiction behaviour (mobile phone, SN, 
and gaming) is independently present (αmobile = .92, αSN 
= .72, αgaming = .81). Each scale determines the degree 
of addiction by adding three items with predictive value 
(mobile phone: 3, 4, 20; SN: 5, 7, 14; gaming: 6, 8, 19). 
The final scores define cases of non-problematic behav-
iour (0), problematic behaviour (1), risk behaviour (2), 
and addictive behaviour (3) in relation to the different 
forms of ICT. 

2.2.2.  Ad hoc battery on technology use pattern
This included seven ordinal items to assess weekly 

frequency of use of SN and gaming, and time spent 
using them. The frequency item comprised five re-
sponse levels (1 = Never, 2 = 1-2 times a week, 3 = 
3-4 times a week, 4 = 5-6 times a week, 5 = Daily). 
The time of use was measured on the basis of two dif-
ferent items (time during the week and at the week-
end) with a five-point Likert scale (1 = I do not use 

them, 2 = <1 hour, 3 = 1-2 hours, 4 = 2-3 hours, 5 
= ≥ 3 hours). 

The last item assessed the time taken to respond to 
instant messaging (IM) on apps like WhatsApp in differ-
ent situations (at home, in class, social settings, in bed, 
and while eating) on a four-point scale (1 = I answer 
immediately; 2 = I wait a bit, but I try to answer as 
soon as possible; 3 = I wait as long as I need to answer; 
4 = I never answer in this situation). The responses to 
these items were inverted and added up to give a total 
score that assessed compulsive use of instant messaging 
(the faster the response, the more addictive behaviour 
towards the mobile phone) of up to 20 points (Luján- 
Barrera & Denís, 2021). The total reliability of the ad 
hoc scale was α = .769. 

Finally, the age, gender (male/female), school, year 
group, cycle, and nationality of the participants were 
also recorded. 

2.3.  Statistical analysis
This study used univariate statistics in SPSS Statis-

tics 28 such as descriptive statistics, frequencies, and 
t-tests between groups and within subjects. We also 

Theoretical 
framework

Preventive treatment of behavioural addictions (Mora et al., 
2015)

Module 3: ICT addiction (1 hour)
Week 2

Strategies 

Participatory: critical thinking, social skills, emotional manage-
ment and intelligence.
Informational: up-to-date knowledge of the harmful effects of ICT.
Formative: identifying problem areas, how to act inside and out-
side ICT.

3.1. Types of ICT addiction 
3.2. Identifying the signs of addiction
3.3. Process of development of the 
addiction
3.4. Guidelines for action

Activities

Group work through activities in class (e.g., role-playing), 
discussions (e.g., why do we get hooked on ICT?), or watching 
videos (e.g., short films on cases of ICT addiction, extracts from 
documentaries or music videos).

Timeline

September: circulation of the programme to the schools and 
opening of the agenda.
October-May: Delivery of the workshops by specialists in the 
centres in order of demand. 
June-July: analysis of data by centre, educational and commu-
nity level, and preparation of reports for the bodies involved.

Community 
resources

A public activity done in a space in the school centres with tech-
nological resources the enable the use of audiovisual resources.

Assessment

The assessment is done in the first session and one month after 
completing the workshop. Its aims are (1) to detect cases of risk 
or consolidated cases, (2) to link the intervention services on 
the problem of ICT addiction at a school and municipal level, 
as much as (3) to obtain evidence about the functioning of the 
workshop and propose improvements to it

Note: the outline of the characteristics of the programme is based on the descriptive format documented by Espinel and  
Leguizamón (2022). The content of the Clickeando workshop for compulsory secondary education is taken from Sánchez 
et al. (2018).
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calculated the effect size (Cohen’s d : small ≥.2, medi-
um ≥.5, or large ≥.8). Multivariate analyses were done 
using IBM SPSS Amos 28 to create factorial model 
for ICT addiction. For the factor analysis, we used the 
maximum likelihood estimation method (MLE) and the 
comparative fit indexes (CFI ≥.9–.95) (Van de Schoot 
et al., 2012), root mean square error of approximation 
(RMSEA <.06–.08) (Kline, 2010), maximum likelihood 
indexes (χ2 and χ2/df), Akaike information criterion 
(AIC), and Bayesian information criterion (BIC). These 
last three indicate better fit when their value is low-
er (Killian et al., 2019). The standardised factor load-
ings (λe) and explained variance (R2) were also used to  
analyse the influence of the indicators (λe >0.4) within 
and between the models (Stevens, 2002).

3.  Results

3.1.  Study of the sample before the programme 

3.1.1.  General pattern of  ICT use
With regards to mean ICT consumption before the 

programme, the participants used SN for 1-2 up to 2-3 
hours per week (school time and holidays). They were 

online, at least, 5-6 days a week. The exception was 
gaming, for they played on average only 2-3 days for 1 
hour from Monday to Friday and, at least, 1-2 hours on 
weekends. 

In general, the form of ICT with the greatest degree 
of addiction was the mobile phone: 52.7% had problem-
atic behaviour; 13.5%, risk behaviour; and 3.7%, addic-
tive behaviour (only 28.2% did not display problems). 
Secondly, there was gaming (normal usage: 70.4%, 
problematic: 22.6%, risk: 5.3%, addictive: 1.7%), and fi-
nally SN (normal: 79.1%, problematic: l 5%, risk: 4.5%, 
addictive: 1.4%). Clear gender differences were appar-
ent in addictive use of SN (greater in the case of girls) 
and gaming (greater in the case of boys) (Table 2), while 
no significant differences were observed regarding use 
of mobile phones.

With regards to use habits, both genders displayed 
high SN use, with a mean daily connection of 2 up to 
5-6 hours during the week and 3 hours at weekends. 
However, girls displayed significantly higher addic-
tive behaviour towards SN. As in the general results, 
addictive use of MP is predominant over other forms 
of ICT.

Table 2. Differences between groups by gender in the initial pattern of use of ICT.

Note: SN: social networks; DW: during the week; WE: weekend; IM: instant messaging. M: mean; df: degrees of freedom; 
CI: confidence interval; d: effect size. Sig. (two tail): p <.05 (*), p <.01 (**), p <.001 (***).

Variables
M (SD)

t (df) p CI dGirls
(n = 290)

Boys
(n = 355)

SN frequency 3.93 (1.379) 3.95 (1.396) .109 (643) 913 -.204-.228 .009

Gaming  
frequency 2.16 (1.316) 3.3 (1.304) 10.996 (643) *** .936-1.344 .87

SNS time DW 2.83 (1.173) 2.82 (1.175) -.085 (643) .933 -.190-.175 -.162

SNS time WE 3.61 (1.285) 3.72 (1.29) 1,12 (643) .263 -.086-.341 -.089

Gaming time 
DW 1.72 (.985) 2.42 (1.287) 7.78 (640.375) *** .520-.872 .6

Gaming time 
WE 2.43 (1.325) 3.94 (1.053) 15.733 

(545.72) *** 1.319-1.695 1.274

Compulsive 
WhatsApp use 10.78 (2.71) 11.12 (3.09) 1.482 

(639.725) .139 -.116-.793 .116

Addictive 
use of mobile 
phone

.98 (.795) .92 (.736) -.906 (643) .365 -.173-.064 -.072

Addictive use 
of SN .34 (.669) .23 (.561) -2.18 (564.829) * -.204-(-.011) -.176

Addictive use 
of gaming .31 (.623) .44 (.696) 2.537 

(637.698) * .03-.234 .199
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3.1.2.  Definition of  the factorial model for measuring 
addictive behaviour towards ICT 

During the development of the factorial model for 
measuring participants’ ICT addiction (Figure 1), two 
more models were tried, shown in Table 3. The first 
model had a structure with one general factor (ICT 
addiction) comprising three first-order factors (MPA, 
SNA, and GA). The first of these comprised the total 
score from the TecnoTest for the addictive use of MP 
and compulsive use of IM indicator. The second consist-
ed of the total addictive SN use score and the indicators 

of time (during the week and weekends) and weekly 
frequency. And the third comprised the same indicators 
relating to gaming (total score, time, and frequency). 
After rejecting this model for lack of fit, a second model 
was tested eliminating the items that were less repre-
sentative of addictive use (frequency and time of use 
at weekends), which also did not adequately fit despite 
being more parsimonious. Lastly, all of the indicators 
were maintained and all of the first-order factors were 
eliminated (MPA, SNA, and GA); thus, a single factor 
model with satisfactory fit was established. 

Models χ2 df χ2/df p CFI RMSEA AIC BIC

1 199.101 29 6.866 .001 .933 .095 251.101 367.302

2 40.165 6 6.694 .001 .945 .094 70.165 137.204

3 20.725 6 3.454 .002 .976 .062 50.725 132.763

Figure 1. Factorial model for measuring addictive behaviour towards ICT.

Table 3. Indexes of fit of the development of the factorial model of addictive behaviour towards ICT.

Note: χ2: likelihood ratio index; df: degrees of freedom; CFI: comparative fit index; RMSEA: root mean square error of 
approximation; AIC: Akaike information criterion; BIC: Bayesian information criterion.

The results of the model were consistent with the 
descriptive statistics of the sample. All of the indicators 
obtained adequate factorial saturations (λe <.4) and a 
considerable predictive value (R2 <.2). Addictive use of 
MP was the addictive behaviour with the highest fac-
torial weight (λe = .52) and predicted the greatest per-
centage of the variance (R2 = .27), while addictive use of 
SN and gaming explained between 18% and 19% of the 
variance each. Nonetheless, time spent using SN was 

the most influential (λe = .7) and explanatory indicator 
(R2 = .48) of addictive behaviour towards ICT. 

The results of the unidimensional model indicate 
that, more than speaking of ICT addiction separately, 
the model represents a common construct of addictive 
use by participants of ICT, something that is coherent 
given the relationships between covariances across the 
indicators.
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3.2.  Study of the sample after the programme 

3.2.1. Analysis of the effects of the Clickeando programme 
The participants changed some behaviours relating 

to ICT following the programme (Table 4). In relation to 
mobile telephones, compulsive and addictive use of IM fell 
significantly. In the case of SN, after the programme, the 
participants reduced the number of weekly connections to 
SN, but not their time or addictive behaviour. No change 
in habits or addictive use of gaming was seen either. 

However, the results did differ by gender. Addictive 
use of MP fell significantly in both groups, especially 
among boys. In fact, the boys displayed less compul-
sive use of IM after the programme. However, they did 
not display any change in use of SN, while the girls re-
duced their time and frequency. Furthermore, the boys 
did not change their behaviours in relation to gaming, 
while the girls did display significant changes after the 
workshop (increased frequency and reduced addictive 
use).

Variables Groups
M (SD)

t (df) p CI d
Pre Post

SN frequency

G 4.02 (1.34) 3.84 (1.38) 3.238 (318) *** .07-.287 .181

A 4.07 (1.26) 3.89 (1.32) 2.76 (191) ** .053-.322 .199

O 3.89 (1.44) 3.79 (1.47) 1.25 (176) .106 -.059-.262 .094

Gaming frequency

G 2.62 (1.41) 2.71 (1.33) -11.77 (314) .069 -.213-.03 -.084

A 2.01 (1.26) 2.21 (1.27) -2.691 (188) ** -.348-(-.054) -.196

O 3.27 (1.26) 3.27 (1.18) 0 (176) .5 -.165-.165 0

SN time DW

G 2.77 (1.07) 2.73 (1.07) .844 (316) .2 -.055-.137 .047

A 2.81 (1.05) 2.7 (1.06) 1.891 (190) * -.005-.225 .137

O 2.7 (1.14) 2.75 (1.15) -.798 (174) .213 -.179-.076 -.06

SN time WE

G 3.58 (1.23) 3.52 (1.22) 1.287 (307) .1 -.036-.172 .073

A 3.54 (1.19) 3.42 (1.16) 1.824 (184) * -.01-.259 .134

O 3.61 (1.29) 3.6 (1.32) -.082 (167) .467 -.15-.138 -.006

Gaming time DW

G 1.9 (1.08) 2.03 (1.13) -2.341 (313) ** -.234-(-.02) -.132

A 1.56 (.87) 1.65 (.920) -1.441 (188) .076 -.201-.031 -.105

O 2.29 (1.18) 2.37 (1.23) -.99 (174) .162 -.24-.08 -.075

Gaming time WE

G 3.1 (1.41) 3.06 (1.41) .918 (305) .180 -.056-.154 .052

A 2.37 (1.34) 2.28 (1.26) 1.326 (182) .093 -.045-.231 .098

O 3.88 (1.01) 3.86 (1.05) .340 (171) .367 -.112-.158 .026

Compulsive WhatsApp 
use

G 10.56 (2.734) 10.11 (2.68) 3.904 (290) *** .223-.677 .229

A 10.62 (2.5) 10.37 (2.66) 1.643 (177) .051 .051-.556 .123

O 10.45 (2.98) 9.9 (2.89) 3.162 (160) *** .198-.858 .249

Addictive mobile phone 
use

G .88 (.695) .7 (.686) 4.866 (313) *** .104-.246 .275

A .9 (.682) .76 (.734) 3.107 (187) *** .052-.235 .227

O .85 (.696) .64 (.643) 3.949 (175) *** .102-.307 .298

Addictive SN use

G .24 (.535) .20 (.505) 1.513 (315) .066 -.013-.102 .085

A 2.9 (.599) .25 (.553) 1.051 (185) .147 -.038-.124 .077

O .21 (.507) .16 (.45) 1.288 (179) .1 -.027-.127 .096

Addictive gaming use

G .3 (.558) .25 (.526) 1.377 (313) .085 -.02 -.116 .078

A .25 (.562) .19 (.489) 1.771 (186) * -.007-.124 .13

O .34 (.612) .33 (.599) .208 (175) .418 -.096-.119 .016

Table 4. Changes in indicators of use and abuse by participants after the programme in general and by gender.

Note: G: general; A: girls, O: boys; SN: social networks; DW: during the week; WE: weekend. M: mean; df: degrees of 
freedom; CI: confidence interval; d: effect size. Sig. (single tail): p <.05 (*), p <.01 (**), p <.001 (***).
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3.2.2.  Factorial model of  the intervention on addictive  
behaviour towards ICT 

The factorial model of the addictive behaviour pri-
or to the programme also adequately fitted the mea- 
surements taken after the programme (Figure 2) (χ2

 = 
13.712, df=5, χ2/df = 2.742, p = .018, CFI = .984, RM-
SEA = .052, AIC = 45.712, BIC = 117.22). 

When comparing the pre- and post-models, changes 
in ICT use indicators are observed after the programme. 
Firstly, in all of the indicators of addictive ICT use, the 
factorial saturation reduces (mobile phone: Δλe = .16; 
SN: Δλe = .05; gaming: Δλe = .15) as does explained vari- 

ance (mobile: ΔR2 = .14; SN: ΔR2 = .04; gaming: ΔR2 
= .11). Secondly, the influence of gaming time also re-
duced (Δλe = .09; ΔR2 = .09), but that of SN increased its 
predictive value by 74% (Δλe = .16; ΔR2 = .26). Finally, 
compulsive IM use maintains its values compared with 
the pre model (λe = .5; R2 = .25).

The significant reduction after the programme in 
scores for addictive use of MP appears to mean that this 
indicator loses influence for explaining addictive behav-
iour towards ICT. In fact, as there were no changes in 
SN time after the programme, this variable seems to be 
of relevance. 

Figure 2. Factorial model of addictive behaviour towards ICT after the programme.

Given the gender differences observed in the t-tests, 
we included this variable and addictive behaviour pri-
or to the workshop in the model (Figure 3). The path 
analysis of changes in addictive behaviour of the pro-
gramme, despite its adequate fit (χ2

 = 162.523, df = 

57, χ2/df = 2.851, p = .001, CFI = .915, RMSEA = .054, 
AIC = 230.523, BIC = 382.478), indicated that gender 
(λe = -.07, R2 = 0) and addictive behaviour prior to the 
programme (λe = .09, R2 = .01) did not influence subse-
quent addictive behaviour. 

Figure 3. Factorial model of addictive behaviour towards ICT after the programme  
by gender and prior addictive behaviour.
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When including these variables in the model, we 
observed that the factorial loadings of the different in-
dicators were balanced. However, these variables were 
eliminated from the model as they did not fulfil the 
minimum requirements to be integrated into the model 
(λe >.4; R2 >.2). Consequently, this factorial model was 
rejected for interpreting addictive behaviour towards 
ICT after the programme.

4.  Discussion
The Clickeando programme focuses on adolescents 

who have not yet developed an ICT addiction. However, 
as these users are the ones who use these technologies 
the most (especially since Covid-19) and are the most 
vulnerable to their addictive effects, prevention pro-
grammes should include methodologies that make it 
possible to detect the presence of signs of addiction, the 
behaviours that promote it, and also to establish what 
effects the programme has on addictive use of ICT and 
whether these differ by gender.

Of the 8 billion people in the world today, 7.33 bil-
lion have a smartphone (Taylor, 2023), 4.8 use SN 
(Petrosyan, 2023), and more than 2.5 billion play video 
games (Clement, 2023). Only a few ICT users will de-
velop an addiction to these systems (Kuss & Griffiths, 
2017; Naskar et al., 2016). Nonetheless, when we do not 
seek to diagnose addiction but rather to detect symp-
toms of it, the figures increase considerably (Sussman 
et al., 2011). In fact, the results show us that 18.5% of 
participants display symptoms of SNA, 24.3%, of GA, 
and 71.1%, of MPA. These incidences make it possible to 
understand the impact on and needs for action of a giv-
en population (King et al., 2018). Clickeando assumes 
that different online activities are done using mobile 
phones, which appears to be realistic with regards to 
the needs of the target population.

Accordingly, path analysis enabled us to define how 
workshop participants express addictive behaviour to-
wards ICT, the relationship between the variables that 
comprise it, and how doing the programme modified 
them. This process made it possible to assess changes 
in addictive use of ICT, rectifying the impacts of the 
lack of an agreed definition of the concept in literature 
on prevention (King et al., 2018). In contrast with the 
classic literature (Griffiths, 1995), addictive behaviour 
towards ICT was defined in one dimension. This rep-
resentation of the construct resembled the conceptual-
isation from the model of Davis (2001), who holds that 

problematic internet use includes general use (mobile 
phones) and specific use (SN and video games). This 
way of understanding addictive ICT use is coherent 
with the Clickeando intervention.

So much so that the model indicated that the symp-
toms of MPA, SNA, and GA, best explained addictive be-
haviour. Nonetheless, the time indicators (SN, gaming, 
and IM response speed) were more influential than the 
symptoms in the expression of addictive behaviour, giv-
en that the model was obtained on the basis of a univer-
sal preventive intervention; that is to say, from a pop-
ulation in which occurrence of the problem would not 
be expected. When comparing the two factorial models 
(pre and post), we observe that the influence of all of 
the indicators of addictive use (especially MP) reduces  
notably, except for SN time and compulsive use of IM. 
The reduction in the variance explained by the indi-
cators (symptoms of MPA, SNA, and GA and gaming 
time) shows the variables on which the programme has 
had an effect. Similarly, the SN time indicator gained 
explanatory weight in the post model, and so Clickean-
do does not appear to be effective in reducing this be-
haviour, something shown by the within subject t-tests. 
In relation to these analyses, a reduction in compulsive 
use of IM was observed that was not reflected in the fac-
torial model, something that could be explained by the 
change of messaging system used by the participants 
(the chat functions of the SN instead of WhatsApp).

These results lead us to think that, despite the 
criticism of prevention based on reducing time of use 
(Throuvala et al., 2019), SN time seems to be a fun-
damental variable in the development of addictive be-
haviour towards ICT. The participants reported a mean 
daily connection of up to two hours just in SN, which is 
close to the maximum daily digital leisure time suggest-
ed by Spain’s Ministry of Health (Cartanyà-Hueso et 
al., 2021). Time spent on different forms of ICT during 
the week is time not spent on other healthier or more 
necessary activities. When these habits affect the social 
and educational spheres or the individual’s health, they 
are referred to as interference, which is a symptom of 
addiction. Consequently, these results reflect the im-
portance of incorporating activities or techniques in 
the programme that effectively reduce SN use time be 
strengthening protective factors (Ma et al., 2011).

In turn, the fact that the indices of prevalence of ICT 
addiction differ between boys and girls (SN and gam-
ing, respectively) underlines the need to develop pre-
ventive strategies that take gender into account (Yudes 
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et al., 2019; Zhao et al., 2020). Although gender is an 
important risk factor in these technological addictions  
(Andreassen et al., 2016), it was not observed to influ-
ence the effects of the programme. In this sense, the 
programme seems to be effective at reducing the pat-
tern and addictive use of MP in both genders (although 
not so much in addictive use of SN and gaming). Be-
sides, as prior addictive use was not found to influence 
the results of the workshop, the effects of the addictive 
behaviour seem to improve in mild cases (something 
that would be coherent with the universal perspective 
of the programme). In future, it would be recommend-
able to include work on gaming in the specific content 
of the workshop, as well as assessing other indicators of 
SN use that might warn of unobserved changes.

Despite the evidence-based results and suggestions, 
such as the proposals to improve the efficacy of Clickean-
do (e.g., techniques and activities aimed at controlling 
SN during the week) or even of other workshops with 
the same aim (e.g., the usefulness of factor analysis for 
assessing interventions), we should note some charac-
teristics of the study that limit the generalisation of its 
results, many of which are shared by other studies on 
this type of prevention programmes (Throuvala et al., 
2019). In relation to the experimental procedure, the 
non-random sampling procedure, the lack of a control 
group, analysis of specific aspects of the workshop or 
characteristics of the participants (mediating and mod-
erating variables of the programme), as well as of the 
analysis itself (lack of variables measuring positive use 
of ICT or the use of categorical or ordinal variables) are 
all of note. 

On the contrary, the main strengths of this study 
include its sample size and the validity of its factorial 
model, which makes it possible to generalise the rep-
resentation of addictive behaviour towards ICT, as well 
as the effects of the programme, in the population of 
participants in Clickeando from year 1 of compulsory 
secondary education. On the basis of the study per-
formed, we suggest future studies that expand the 
assessment period to ensure the maintenance of the 
changes, multi-group analyses and multiple regressions 
to analyse the influence of gender, study of the effect 
of the programme on other age populations (primary 
school) or other preventive agents (teachers and fami-
ly), as well as joint assessment of these agents to identi-
fy the effects of the programme at a multisystemic level.

In conclusion, the results of this research indicate 
that the Clickeando workshop is effective at reducing 

addictive use of ICT through information and changes 
to attitudes and behaviour relating to mobile phones in 
adolescents who are starting compulsory secondary ed-
ucation. Based on the needs of the educational commu-
nity, research is striving to develop preventive method- 
ologies following the impact of Covid-19 on excess use 
of ICT by adolescents. Thus, with this work, we provide 
evidence about the validity of Clickeando to help to con-
tinue to improve young people’s mental health through 
training in the healthy use of ICT.

Acknowledgements
We would like to thank the people responsible for 

managing and running the Clickeando programme in 
the Addictions Service (PMD) of the Council of Valencia,  
Francisco Bueno Cañigral, Rocío Benito Corchete, and 
Armando Serrano Badía.

This work has been done thanks to the cooperation 
agreement between the Addictions Service of the Coun-
cil of Valencia and the Gambling and Technological Ad-
dictions research unit of the Universidad de Valencia, 
in the framework of technology and gambling addiction 
prevention.

Notes
The different versions of  the Clickeando programme (students and fam-
ilies) and the respective teacher guides can be accessed on the web-
site of  the Plan Municipal de Drogodependencias of  the City Council 
of  Valencia. These documents are found in the “talleres preventivos” 
section of  “prevención escolar”: https://www.valencia.es/es/-/preven-
cion-escolar 
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Abstract:
This study, based on the learning patterns model,  

analyses the relationship between different regulation 
profiles and satisfaction with a flipped-classroom didac-
tic experience at university. A profile of genuine self-reg-
ulation is identified, as well as learning profiles based 
on external regulation and passive regulation. A total of 
178 university students participate, voluntarily answer-
ing the regulation strategies subscales of the ILS inven-
tory and another final questionnaire about satisfaction 
with the flipped classroom and their perceived learning 
during this didactic experience. The results show a clear 
relationship between the self-regulation profile and satis-
faction with the flipped classroom, although satisfaction 
was also found in students with an external regulation 
profile. However, this last group did not show satisfaction 
with their academic outcome. Another profile that was 
less adaptive thanks to its passiveness towards regula-
tion was also identified. The results are discussed and the 
importance of designing personalised learning itineraries 
based on the specific command of regulation strategies is 
emphasised. Consequently, the design of educational ac-
tions should consider the regulation profile to adapt to 
students’ specific characteristics and guarantee the suc-
cess of the didactic strategy.

Keywords: regulation strategies, flipped classroom, univer-
sity students, satisfaction, self-regulation.

Resumen:
En este estudio, sobre la base del modelo de patrones de 

aprendizaje, se analiza la relación existente entre diferentes 
perfiles de regulación y la satisfacción con una experiencia 
didáctica de aula invertida en la universidad. Se identifica 
un perfil de auténtica autorregulación, pero también perfiles 
de aprendizaje basados en la regulación externa e incluso en 
una regulación pasiva. Participan 178 universitarios que, de 
manera voluntaria, responden, por un lado, a las subesca-
las de estrategias de regulación del inventario ILS; por otro, 
a un cuestionario final acerca de la satisfacción con el aula 
invertida y la percepción de aprendizaje durante esta expe-
riencia didáctica. Los resultados muestran una clara relación 
entre el perfil de autorregulación y la satisfacción con el aula 
invertida, aunque también se halló satisfacción en los estu-
diantes con un perfil de regulación externa. Sin embargo, 
estos últimos no se mostraron satisfechos con su resultado 
académico. Además, se identificó un perfil menos adaptativo 
por su condición de pasividad ante la regulación. Se discuten 
los resultados y se destaca la importancia del diseño de itine-
rarios personalizados de aprendizaje sobre la base del domi-
nio específico de las estrategias de regulación. Así, el diseño 
de acciones formativas debe considerar el perfil de regulación 
para adaptarse a las características específicas de los estu-
diantes y garantizar el éxito de la estrategia didáctica.

Palabras clave: estrategias de regulación, aula invertida, 
universitarios, satisfacción, autorregulación.
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1.  Introduction
Learning at university level requires activation 

of scientific, critical, reflexive, and self-regulated 
thought. This self-regulated learning would undoubt-
edly be identified as an important matter that should 
be fostered at the start of, during and after university 
education (Kyndt et al., 2017). However, despite hav-
ing been identified as an urgent need in the late-20th 
century (Martínez-Fernández, 1999), autonomous 
learning by university students continues to be one 
of the major challenges facing universities. The Euro-
pean Higher Education Area laid the foundations for 
balancing students’ engagement inside and outside 
class, which has consequently resulted in reconsid-
eration and establishment of measures for regulating 
autonomous learning (Broc, 2011).

This study explores the relationship between 
regulation profiles and satisfaction with the innova-
tive flipped classroom (FC) didactic strategy during  
processes of learning in the university. FC is a didactic 
strategy that has been incorporated into higher edu-
cation and is recognised for fostering, among other as-
pects, students’ active participation and autonomous 
learning (González-Zamar & Abad-Segura, 2022;  
Kapur et al., 2022; Mengual-Andrés et al., 2020; Sosa 
Díaz et al., 2021; Strelan et al., 2020). Consequently, 
it initially seems to be a very desirable option for acti-
vating critical, creative, and self-regulated thinking. 
However, there is a gap in the literature on differ-
ences in how students put flipped classrooms to use 
and their level of satisfaction with them depending 
on their students’ regulation profiles. Accordingly, 
this study explores the relationship between different 
regulatory profiles of a group of university students, 
satisfaction with FC, and perceived learning.

FC is characterised by autonomous study of 
learning resources supported by digital technolo-
gy and application and discussion in the classroom 
of what has been learnt (Sandobal et al., 2021). FC 
has been recognised as improving learning out-
comes, flexible learning, time management, self-reg-
ulation, satisfaction, and motivation (Chang, et al., 
2020; Galindo-Domínguez, 2021; Memon et al., 2021; 
Mengual-Andrés et al., 2020; Noguera et al., 2022; 
Noguera et al., 2023; Torres-Martín et al., 2022). 
Regarding satisfaction, many studies show that stu-
dents report greater satisfaction with FC than with 
more traditional teaching methodologies (Fidan, 
2023; Llic, 2021; Sointu et al., 2022; Strelan et al., 
2020). However, FC is not without its challenges, as 

difficulties have been found relating to engagement 
before the class session, work overload, digital com-
petence, and resistance to change by the students 
(Chen et al., 2023; Han et al., 2023b, Sosa Díaz et al., 
2021). Therefore, regulation of learning appears to be 
a key part of FC so that, for example, time spent on 
independent work, particularly relating to pre-class 
activities, is effective. In this sense, students must be 
responsible for their own learning process and car-
ry out the pre-class tasks required (Mahmood & Mo-
hammadzadeh, 2022; Yang, 2021). It is expected that 
this will release instructional time in class sessions 
to resolve doubts, develop competences, and co-build 
knowledge in order to stimulate meaningful learning 
(Jung et al., 2022; Park & Kim, 2022; Sein-Echaluce 
et al., 2022). 

Nonetheless, activating meaningful self-regula-
tion and co-regulation strategies is identified as a 
significant challenge for university students. In this 
regard, Monereo et al. (2013) consider the friction be-
tween students’ individual characteristics (self-regu-
lation) and how this action connects to cooperation 
with others. So, while it is true that self-regulated 
learning integrates individual thoughts, emotions, 
and actions on the basis of the individual’s own (per-
sonal) experiences (Zimmerman, 2000), it is a set of 
beliefs and actions that, in cooperative learning sit-
uations, must connect and flow or clash with the be-
liefs and actions of the other. Accordingly, different 
people with different levels/types of regulation doing 
a task together entails a challenge in itself; and the 
regulatory challenge is even greater if it also relates 
to the principle of FC (preparing for the class or its 
content).

In this sense, Vermunt (1998) defines two further 
categories in addition to self-regulation: external reg-
ulation and lack of regulation. Consequently, self-reg-
ulation is activated from a framework of beliefs based 
on the constructive conception of learning with an 
intrinsic motivation and positive impact on academ-
ic performance through deep processing strategies 
(De la Fuente et al., 2020; Martínez-Fernández &  
Vermunt, 2015; Vega-Martínez et al., 2023; Vermunt, 
1998). A second category refers to learning beliefs 
that are based on memorising blocks of information 
and motivated by grades that activate a type of exter-
nal regulation and superficial processing. Thirdly, if 
the basis of beliefs is dependence on stimulation by 
others with an ambivalent motivation, no regulation 
is activated (neither self- nor external-regulated) and 
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there would be a lack of regulation, which is a pro-
file associated with higher levels of academic stress, a 
lack of coping resources, and low performance (Vega- 
Martínez et al., 2023).

In research into FC, some works have considered 
in depth the relationship with learning regulation; 
specifically, self-regulation of learning during inde-
pendent work time has been investigated. Regarding 
regulation, Jung et al. (2022) underline a positive 
influence of guided regulation on the use of high-
er-level cognitive skills. Cavalcante et al. (2021) have 
investigated self-regulation and co-regulation in FC, 
concluding that further research into the different di-
mensions in regulation of learning is needed. In this 
sense, various authors are exploring the sharing of 
regulation processes (shared regulation and co-regu-
lation), with positive learning outcomes (Jafarian et 
al., 2021; Jung et al., 2022; Kim et al., 2021; Park & 
Kim, 2022; Zheng et al., 2020). 

With regards to self-regulation of learning, the re-
sults of the research by Park and Kim (2022) show that 
it has a positive impact on co-regulation, behaviour, 
and academic outcomes. On this line, various studies 
report a direct relationship between self-regulation 
skills and academic performance (Aslan, 2022; Hyppö-
nen et al., 2019; Montgomery et al., 2019; Nacaroğlu  
& Bektaş, 2023). For their part, Doo and Bonk (2020) 
have shown that self-regulation has effects on learn-
ing engagement and on the success of FC. Further-
more, some studies have found that FC improves 
students’ self-regulation skills. For example, Zarouk 
et al. (2020) and Bredow et al. (2021) conclude that 
FC increases cognitive and metacognitive functions.  

Latorre-Cosculluela et al. (2021) have found an im-
provement in self-efficacy (one of the aspects of 
self-regulation) in the use of FC. However, there is 
also evidence that university students have limited 
self-regulation skills (Han et al., 2023a; Klimova et 
al., 2022; Valenzuela et al., 2020) and so the success 
of implementing FC might be reduced. Likewise, 
some authors (López et al., 2019; Moreno-Guerrero et 
al., 2021) reveal serious shortcomings in teachers for 
the application of an FC-based learning methodology 
or focus. The authors essentially identify the use of 
new technologies, number of devices or digital skills, 
and teachers’ beliefs as obstacles to the success of FC.

In summary, teachers’ competences and students’ 
regulation strategies require analysis in FC situations 
as there is little literature on the role of self-regula-
tion (Alamry, 2017; Rasheed et al., 2020). Further-
more, the literature on other forms of regulation of 
learning in FC is even more limited, albeit likewise 
necessary (Luo et al., 2020). In this sense, the contri-
bution of Vermunt (1998), which, from a variables-fo-
cused perspective, describes three types of regula-
tion (self-regulation, external regulation, and lack of 
regulation) is of value. Furthermore, in the case of 
the first type, it proposes two subscales according to 
whether the person tends towards regulation of con-
tent, of processes, or of outcomes (see Table 1). All 
of this is in a line of research that has emphasised 
the high levels of external regulation that universi-
ty students seem to require (Martínez-Fernández & 
Vermunt, 2015; Vega-Martínez et al., 2023; Vermunt 
et al., 2014), and which raises the need to distinguish 
between the presence of external regulation and 
self-regulation (De la Fuente et al., 2022).

Table 1. Regulation strategies.

Self-regulation

…of processes and outcomes
Assessing progress in learning as an attempt to respond to the questions/doubts that the 
student poses regarding the content of a module.
…of content
As well as the official content/materials of a module, this involves searching for additional 
information in other sources.

External regulation

…of processes
Limiting oneself to studying according to the instructions given in the course materials and/
or by the teachers.
…of outcomes
Only evaluating learning from the results of the tasks carried out in a module.

Lack of regulation Being aware of the difficulty of determining whether someone has command of the content 
of a module, or of managing the study material.

Source: Vermunt (1998).
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On the basis of what is set out above, the aim of this 
study is to analyse the relationship between regulation 
profiles in university students and satisfaction in an 
FC didactic experience. So, we propose answering two 
questions:

1.	 What regulation profiles are identified in univer-
sity students?

2.	 What relationship is observed between the 
regulation profiles, satisfaction, and the sen-
sation of learning with an FC-based didactic 
experience?

2.  Method

2.1.  Study design 
This article is part of a teaching innovation project 

called Seqüències d’aprenentatge actiu i autoregulat en 
contextos síncrons i asíncrons (Active and self-regulated 
learning sequences in synchronous and asynchronous 
contexts) and funded by the Universidad Autónoma de 
Barcelona. It consists of a teaching team of eleven peo-
ple from the faculties of Educational Sciences, Sociolo-
gy, and Economics, who redesigned eight modules dur-
ing the 2021–2022 academic year (see Table 2). Their 
aim was to incorporate the flipped classroom teaching 
strategy to foster active and self-regulated learning.

Table 2. Characteristics of the modules participating in the project.

Module Programme Year N Duration of FC Application sessions

1 Early Childhood Education 1 70 3 months 7

2 Primary Education 1 76 3 months 7

3 Master’s in Educational  
Psychology - 9 2 months 7

4 Social Education 3 48 2 months 9

5 Early Childhood and Primary 
Education 3 63 2 months 9

6 Economics 3 36 1 month 7

7 Social Education 3 70 1 month 8

8 Pedagogy 3 60 3 months 8

Although the modules are delivered over one se-
mester or a whole academic year, the application of the 
flipped classroom ranged from one to three months. As 
a result of the pandemic, in modules 1 and 2, the teach-
ing modality was intermittently face-to-face, alternat-
ing face-to-face teaching with virtual or hybrid sessions 
(with students connecting to the face-to-face class 
online) as the situation required. The other modules 
were face-to-face. The instruction design process was 
carried out over a semester. The objective in modules 1 
and 2, which already used FC, was to increase consulta-
tion of resources outside class and provide evidence of 
knowledge acquisition. In the rest of the modules, the 
focus was on reducing lectures and promoting active 

learning in class. It was agreed that all of the designs 
would include at least one didactic strategy for self-reg-
ulated learning, one resource in a format other than 
the normal one, and one digital technology. A list of  
strategies for fostering self-regulation was established 
after a period of document review, training, and team-
work. So, an effort was made to ensure that the students 
consulted the resources in a guided way and demon-
strated their learning. For example, the handouts of-
fered questions for reflection that had to be answered 
after consulting a resource (e.g., in a forum) or guide-
lines for summarising content (e.g., through a mind 
map to be presented in class). Verification tests, one of 
the most used strategies, required students to answer 
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a series of questions with short responses during the 
consultation of resources (by means of short interactive 
H5P videos) or after it (using voting tools such as Men-
timeter). Knowledge verification tests at the end of the 
face-to-face sessions were also used, requiring students 
to summarise the key ideas covered in the session. Joint 
construction of rubrics was used for reflecting on and 
becoming aware of the assessment criteria, and also as 
a resource to guide the learning process. In most cas-
es, activities associated with consulting resources were 
assessed but not evaluated; in other words, they were 
given a percentage score but not a grade. 

Table 3 shows the specific strategies for each stage 
in the flipped classroom (before, during, and after the 
synchronous session). The design of all of the modules 
included consulting resources in advance in a variety of 
formats (textual, audiovisual, visual, and interactive), 
associated with carrying out activities to verify and 
apply knowledge. In most cases, the synchronous time 
was dedicated to active learning (e.g., role plays, collab-
orative mindmaps, debates, problem solving, resolving 
dilemmas, presentations, etc.). In some modules, strate- 
gies for verification and application of knowledge were 
also defined after the synchronous time.

Table 3. Didactic strategies for regulation of learning applied during the flipped classroom.

Module

Didactic strategies for regulation of learning

Before the
synchronous session

During the 
synchronous session

After the 
synchronous session

1 and 2 *
Handouts
Recording doubts about resources
Knowledge verification test

Guidelines for regulation of 
collaborative learning
Self-evaluation test

Knowledge verification test

3 Creation of knowledge verification 
test by students

Knowledge verification test

4 Handouts
Recording doubts about resources Group construction of a rubric

5 Group construction of a rubric

6 Verification of knowledge test Group construction of a rubric

7 Handouts Knowledge verification test
Interactive presentations

8 Handouts
Knowledge verification test

* Modules 1 and 2 share the same design, although they are delivered in two-degree programmes.

In parallel with the implementation of teaching inno-
vation in the modules mentioned, we carried out longi-
tudinal research, collecting data in each of the groups of 
students involved. This article presents the quantitative 
results relating to the regulation profiles identified in the 
students using the Inventory of Learning Styles (ILS) at 
the start of the experience. Equally, students’ satisfac-

tion with the FC experience and the perceived learning 
was measured at the end of the experience using an ad 
hoc questionnaire. The data from the questionnaires 
were listed and the results obtained were discussed with 
the participating teachers in the framework of the teach-
ing innovation project, with the aim of contrasting the 
students’ perceptions with those of the teachers.
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Table 4. Composition of sample by programmes.

Programme Distribution of participants

Primary Education 34.8 %

Pedagogy 24.2 %

Social Education 21.9 %

Early Childhood Education 11.8 %

Master’s in Educational Psychology 4.5 %

Economics 2.8 %

2.2.  Participants
The sample comprised 202 university students (86% 

female, 13% male, 0.5% non-binary, and 0.5% who did 
not wish to report their gender) aged between 18 and 
49, with a mean age of 21.8 (SD = 4.3). We received 178 
responses to the self-report questionnaire on regulation 

strategies, as well as 121 responses to the satisfaction 
scale. We combined into a single table, identifying each 
student with a code. Most of the students were taking 
bachelor’s courses in educational sciences, while 4.5% 
were participants in the Master’s in Educational Psy-
chology (see Table 4). 

Table 5. Exploratory factor analysis for the regulation strategies subscales.

Regulation strategies (items)
Factors

1 2 3 4

7. In addition to the syllabus, I study other literature related to the content of the course. .76

21. I add something to the subject matter from other sources. .70

13. I do more than I am expected to do in a course. .61

27. If I do not understand a study text well, I try to find other literature about the subject 
concerned. .56

26. When I am studying, I also pursue learning goals that have not been set by the teacher 
but by myself. .42 .30

1. If a textbook contains questions or assignments, I work them out completely as soon as I 
come across them while studying. .37

24. I use the instructions and the course objectives given by the teacher to know exactly what 
to do. .37

2.3.  Instruments and procedure
The information collection strategy used two instru-

ments. First, the students completed a version of the re-
gulation subscales (Martínez-Fernández, 2012) from the 
ILS (Vermunt, 1998; 2020). This instrument comprises  
twenty-eight items answered on a five-point Likert- 
type scale ranging from “I do this seldom or never” to 
“I do this almost always”. The subscales are distributed 
into self-regulation, with fifteen items; external regu-
lation, with sixteen items; and lack of regulation, with 
seven items. This questionnaire was applied in a group 
setting in class, with participants answering using their 

portable devices or mobile phone. A member of the re-
search team explained the purpose of the research, and 
informed the respondents that the information would 
be kept in confidence and that the results would be 
returned in future. The students had the opportunity 
to decide whether to give informed consent before an- 
swering the questionnaire.

A factorial analysis with maximum likelihood extrac-
tion and oblimin rotation displays a four-factor structure  
(KMO = .731; χ ² = 1211,95; df = 378; p <.001) (see 
Table 5). 
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9. I notice that it is difficult for me to determine whether I have mastered the subject matter 
sufficiently. .72

6. I notice that I have trouble processing a large amount of subject matter. .71

20. I realise that I miss someone to fall back on in case of difficulties. .50

12. I realise that the objectives of the course are too general for me to offer any support. .48

18. I notice that the study instructions that are given are not very clear to me. .44

3. I realise that it is not clear to me what I have to remember and what I do not have to remember. .41

19. I study the subject matter in the same sequence as it is dealt with in the course.

10. To test my learning progress when I have studied a textbook, I try to formulate the main 
points in my own words. .66

17. To test my learning progress, I try to answer questions about the subject matter which I 
make up myself. .64

25. To test my own progress, I try to describe the content of a paragraph in my own words. .64

23. To test whether I have mastered the subject matter, I try to think up other examples  
and problems besides the ones given in the study materials or by the teacher. .44

11. When I start reading a new chapter or article, I first think about the best way to study it. .42

28. If I am able to complete all the assignments given in the study materials or  
by the teacher, I decide that I have a good command of the subject matter. .37

14. If I am able to give a good answer to the questions posed in the textbook or  
by the teacher, I decide that I have a good command of the subject matter. .32

8. I learn everything exactly as I find it in the textbooks.

4. I experience the introductions, objectives, instructions, assignments and test items given 
by the teacher as indispensable guidelines for my studies. .47

16. I study according to the instructions given in the study materials or provided by the teacher. .46

2. I study all the subject matter in the same way. .32

15. When I have difficulty grasping a particular piece of subject matter, I try to analyse why 
it is difficult for me.

5. I test my learning progress solely by completing the questions, tasks and exercises provid-
ed by the teacher or the textbook.

22. When doing assignments, I train myself thoroughly in applying the methods dealt with in 
a course.

Explained variance (40.38 %) 17.12 8.97 8.53 5.76

Extraction method: maximum likelihood.
Rotation method: Oblimin with Kaiser’s normalisation.

Source: adapted from Martínez-Fernández (2012) based on Vermunt (1998).
Note: to facilitate interpretation of the factors, we omitted factor weightings with absolute values below .30.
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The interpretation of the results (40.38% of the 
explained variance), based on the content of the 
items and of the theoretical reference framework, 
enables us to infer four factors or types of regulation 
strategy: (1) content self-regulation, (2) lack of reg-
ulation, (3) process self-regulation, and (4) external 
regulation.

The students then completed an ad hoc question-
naire at the end of the FC didactic experience that 
measured their degree of satisfaction with the FC di-
dactic experience. This instrument was used to find 
information about: (1) general details, including the 
module, gender, age and university access route; 
(2) profile, with three items about the objective for 
taking the module; (3) valuation of the flipped-class-
room process, with seven items; and (4) perception 
of the learning outcomes, with eight items. All of 
the items in these questions are answered using a 
five-point Likert-type scale ranging from “disagree 
entirely” to “agree entirely”. Finally, one section 
(5) measures participants’ satisfaction through four 
questions that combine the open response option 
with a five-point Likert scale. The questionnaire, 
hosted on a platform of the university, was complet-
ed individually.

2.4.  Statistical analysis
We performed a series of exploratory analyses to 

review the behaviour of the data and we cleansed the 
database. Subsequently, we analysed the resulting 

data using exploratory factor analysis (EFA), with 
maximum likelihood extraction and oblique rota-
tion, to find the structure of the data. To identify the 
regulation profiles, this variables-centred perspec-
tive was combined with an analysis focused on the 
participants and based on cluster analysis using the 
k-means technique. When establishing the number 
of clusters, a certain balance in the number of par-
ticipants in each group, the existence of significant 
differences between all means, as well as the consid-
eration of theoretical criteria to interpret the final 
answer were pursued. After assigning the subjects 
to each cluster, we used one-way ANOVA to analyse 
possible differences in student satisfaction between 
different regulation profiles. 

3.  Results
A first approximation shows that this sample of 

students distinguishes between process self-regu-
lation (factor 3) and content self-regulation (factor 
1). This is a relevant finding, particularly because 
“content self-regulation” is the clearest factor and 
the one with the greatest weight when explaining 
variance. It would also be interesting to observe 
how this content self-regulation relates to external 
regulation or the lack of regulation. So, consider-
ing the four factors extracted in the variables-cen-
tred analysis and taking into account the mean of 
the items involved, the four respective variables are 
constructed (see Table 6).

Table 6. Descriptions of the regulation strategy subscales (scale 1 to 5) (N = 178).

Subscale Alpha Min. Max. Mean (SD)

Content self-regulation .77 1.14 4.71 2.63 (.73)

Lack of regulation .72 1 4.83 2.77 (.71)

Process self-regulation .72 1.86 4.86 3.56 (.66)

External regulation .43 1.33 5 3.34 (.75)

Higher means in absolute terms are apparent in both 
process self-regulation and external regulation. In addi-
tion, as is to be expected, there is a significant positive 
correlation between self-regulation of content and of 
processes (r = .36; p <.00). Also (in line with Martínez- 
Fernández & Vermunt, 2015), there is a significant pos-

itive correlation between strategies for self-regulation 
(of content and of processes) and external regulation (r 
= .20; p = .01), even though this may seem paradoxi-
cal. Finally, as was also to be expected, lack of regula-
tion has a significant negative correlation with process 
self-regulation (r = -.16; p = .03).
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Table 7. Regulation profiles.

Regulation subscales 1 2 3 4 5

Content self-regulation (2.63) 2.55 3.05 2.07 3.50 2.14

Lack of regulation (2.77) 2.45 3.25 3.64 2.04 2.54

Process self-regulation (3.56) 3.44 4.09 3.17 3.95 3.26

External regulation (3.34) 2.53 3.65 3.01 3.75 3.84

N 40
(23 %)

34
(19 %)

32
(18 %)

31
(17 %)

41
(23 %)

Note: 1 (passive); 2 (process self-regulation); 3 (lack of regulation); 4 (self-regulation); 5 (external regulation).

We opted for a cluster analysis on the basis of the 
data obtained in the analysis of the variables, and 
with the aim of making the identification of regula-
tion profiles more robust. So, taking into account the 
fact that there are three major theoretical groups of 
strategies (self-regulation, external regulation, and 
lack of regulation), the inclusion of five subscales 

across the three main strategies, and the fact that 
four factors are extracted in the factorial analysis of 
this study, we tested possible groupings into three, 
four, and five profiles. From them, and following the 
psychometric and theoretical criteria mentioned in 
the procedure, we opted for the five profile solution 
(see Table 7).

So, one group (1) was identified with values be-
low the mean in each of the four subscales (passive). 
The second group (2) stands out for its mean score in  
process self-regulation strategies. The third group (3), 
in lack of regulation. Group four (4), in self-regulation 
of content and processes. And group (5), in external reg-
ulation strategies.

The sum of the results indicates that only 36% 
of the students stand out in self-regulation profiles 
(groups 2 and 4), while the remaining 64% is shared 
between dependence on external regulation (23%), 
lack of regulation (18%), or passive regulatory behav-
iour (23%).

In relation to satisfaction with the flipped-class-
room didactic strategy (FC), a small difference was 
found between the most self-regulated groups (2 and 
4) and the students identified as passive (F = 2.60; 
df = 4; p = .04). In this sense, self-regulated students 
report a degree of satisfaction (on the 1 to 5 scale) of 
4.16 and 4.53, respectively, compared with a mean sat-
isfaction of 3.70 that the group with the passive profile 
reports (group 1). Equally, another of the differences 
found corresponds with satisfaction with the learning 

achieved. The most self-regulated groups report signif-
icantly higher satisfaction (4.07 and 4.17, respectively) 
(F = 3.61; df = 4; p = .01) than that reported by the 
passive group (3.45).

Finally, a series of correlations between regulation 
variables and measures of satisfaction was found. So, 
content self-regulation is strongly related to satisfac-
tion with the learning process (r = .47; p <.001), and 
less strongly with the learning outcomes obtained  
(r = .32; p <.001) and the teaching process (r = .27;  
p <.001). Process self-regulation also shows significant 
relationships with the same measures of satisfaction, but 
with lower intensity with the learning process (r = .37;  
p <.00), teaching process (r = .22; p <.05), and 
the learning outcomes obtained (r = .22; p <.05). 
Process self-regulation is related to satisfac-
tion with communication during the FC process  
(r = .22; p <.05). Nonetheless, external regulation 
is also significantly positively related to satisfaction 
with the learning process (r = .36; p <.00) and to the 
teaching process (r = .31; p <.00), but it is not related 
to satisfaction with the learning outcomes obtained. 
Lack of regulation is not related to any of the satis-
faction variables.
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4.  Discussion and conclusions
This study addressed two questions. Firstly, it con-

sidered the regulation profiles of a sample of universi-
ty students, finding that a low proportion of students 
have self-regulation profiles (in line with earlier stud-
ies, such as Han et al., 2023a; Klimova et al., 2022; 
Valenzuela et al., 2020). These levels of low self-regu-
latory capacity in university students seem to prevent 
satisfaction with active didactic models such as FC. 
And this information should undoubtedly inspire deep 
reflection by secondary-education teachers and teach-
ers in the early stages of university study. So, in the 
academic levels prior to higher education, self-regulat-
ed learning should be fostered and its value, promoted, 
with the aim of reducing the friction in the transition 
to university studies that require high levels of auton-
omy (Kyndt et al., 2017). In this sense, the proportion 
of students who require external regulation or who ex-
perience a lack of regulation (at least, with certain lev-
el of awareness) is alarming in the case of university 
students who have little or no preparation to assume 
an active and independent role in their studies (in line 
with Martínez-Fernández, 2015, and Vega-Martínez et 
al., 2023). If we add to them the students who have 
a passive regulatory profile, the task of “becoming 
aware and acting accordingly” appears to be a major 
challenge for today’s university agenda.

In regard to the second question, which addresses 
the relationship between regulation profiles, satisfac-
tion, and the sensation of learning with an FC-based 
didactic experience, it is no surprise that the students 
with self-regulation profiles report the greatest sat-
isfaction with the experience. This raises the need to 
distinguish between regulation profiles when saying 
that students report satisfaction (Sointu et al., 2022; 
Strelan et al., 2020). In other words, it is necessary 
to identify which students are satisfied from the per-
spectives of teaching and learning and the outcomes 
obtained. 

Students with a self-regulation profile, when en-
countering an FC didactic experience, clearly seem to 
derive satisfaction and a perception of learning from 
it. Such an assessment is in accordance with Bredow 
et al. (2021) and Zarouk et al. (2020). It is also in line 
with authors who emphasise the role of self-regulation 
in explaining the best results and experiences of learn-
ing (De la Fuente et al., 2020; Martínez-Fernández,  
2019; Vermunt, 1998), or of the role of autonomy in 
FC-based learning (Mengual-Andrés et al., 2020). 
Nonetheless, external regulation is also related with 

satisfaction with processes (learning and teaching) (as 
noted by Jafarian et al., 2021; Jung et al., 2022; Kim 
et al., 2021; Park & Kim, 2022; Zheng et al., 2020), 
although not with the results obtained. This requires 
in-depth analysis to identify genuinely self-regulated 
learning pathways and also the options that are gen-
erated from external regulation (De la Fuente et al., 
2022). Students, who require (depend on) external 
regulation, are likely to have expectations of learning 
outcomes that do not materialise. It seems clear that 
a lack of self-regulation would explain this result; and 
so, we believe it is important that didactic actions take 
these profiles into account with the aim of offering 
them the best learning pathways.

Finally, regarding the link between regulation 
profiles and satisfaction, the low satisfaction (with 
learning, teaching, and outcomes) that students 
with a passive profile report could be explained pre-
cisely by the fact that this didactic strategy requires 
high levels of active, autonomous, and self-regulated 
learning. Passive students must surely dislike this 
type of methodology as they lack the skills to take 
advantage of this type of experiences; hence their low 
satisfaction. Recent research into learning patterns 
has found that the passive profile is related to low 
performance, emotional difficulties, and even high 
levels of academic stress when encountering challeng-
ing didactic proposals (Ahmedi, 2022; Vega-Martínez, 
2022).

The foregoing should be qualified taking into ac-
count the possible limitations of this study: (a) it is an 
exploration of regulation profiles using a model that 
has still not been explored in depth; (b) a clearer rep-
resentation of students at different levels/years of the 
course is needed; (c) a more uniform measure of the 
effectiveness of a flipped-classroom didactic strategy is 
required, one that is understood and accepted as such; 
and (d) there is a clear need to differentiate learning 
profiles and itineraries. 

Despite these limitations, the results of this inves-
tigation seem to establish a need to identify students’ 
regulatory profiles before implementing active learn-
ing methodologies. As Cavalcante et al. (2021), Luo et 
al. (2020) and Vermunt (2020) claim, it is necessary to 
expand research into the different dimensions of reg-
ulation. Accordingly, the learning pathway will differ 
depending on the student’s starting point (self-regu-
lation, external regulation, passive profile, regulation 
of processes, of content, etc.). Therefore, designing 
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personalised learning itineraries is proposed as a very 
necessary way to optimise the success of education-
al initiatives. Still more relevant would be fostering 
the potential of people who learn in the university, so 
that they achieve the desired self-regulation and this  
enables them to be satisfied with their learning  
processes and outcomes.

Future lines of research should include analysis 
of different specific commands relating to successful 
FC experiences, analysis of the processes of change 
(expectations-results) from a longitudinal perspec-
tive, as well as the possible (necessary) transfer of 
active learning to other modules that are not de-
signed with an FC focus. Equally, and in line with 
authors such as López Belmonte et al. (2019) and 
Moreno-Guerrero et al. (2021), we claim the need to 
analyse the digital competence of the teachers who 
participate in FC experiences, as well as their tech-
nical, pedagogical, and regulatory skills in the face 
of such a challenge. This is a mixture of variables 
and relations that undoubtedly poses a very inter-
esting challenge for researchers in the field of teach-
ing and learning processes.
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Abstract: 
INTRODUCTION. In recent years, development of the 

ethical and civic competence (ECC) that service-learning 
promotes has aroused the interest of educational communi-
ties around the world, in line with the pursuit of a holistic  
humanist education that prepares students for the challenges  
of living and coexisting in society. However, research into the 
impact of the implementation of service-learning seems to 
show that assessment of this competence is not well devel-
oped. Therefore, the aim of this study is to provide a critical 
analysis of the most significant ECC assessment methods 
and instruments in order to develop lines for improvement 
to promote assessment in educational action and scientif-
ic knowledge of this essential aspect in service-learning  
projects. METHOD. To achieve this objective, we devel-
oped an assessment tool, the content of which was validat-
ed through expert judgement. This tool made it possible 
to analyse the ECC assessment methods selected owing to 
their importance in the area studied based on formal and 
content-related identifying criteria. RESULTS. In this anal-
ysis, we found methods mainly from Spain and the USA, gen-
erally designed for summative assessment in questionnaire 
format. These methods essentially focus on civic assessment 
of ECC, centring on assessing the development of social re-
sponsibility and interpersonal skills. Study of the develop-
ing reflexivity is dominant in the assessment of the ethical 
dimension. DISCUSSION AND CONCLUSIONS. A number 
of areas for improvement are presented, which are aimed at 
creating a mixed multifocal assessment method that makes 
it possible to assess the dimensions of ECC in all of their 
complexity. Thus, we hope to contribute to the consolidation 
of service-learning to promote a holistic education that is 
committed to society and to people’s well-being.

Keywords: service-learning, assessment, competence, 
ethics, civics, moral education, character education, edu-
cation for citizenship, community education, social justice, 
common good, expert judgement.

Resumen: 
INTRODUCCIÓN. El desarrollo de la competencia éti-

ca y cívica (CEC) que promueve el aprendizaje-servicio ha 
suscitado el interés de comunidades educativas de todo el 
mundo en los últimos años, en consonancia con la búsque-
da de una educación integral humanista que prepare a los 
educandos para los retos de vivir y convivir en sociedad. No 
obstante, la evaluación de esta competencia parece desarro-
llada en un grado menor a la luz de las investigaciones rela-
cionadas con el impacto de la aplicación del aprendizaje-ser-
vicio. Por ello, este estudio tiene como objetivo analizar, de 
forma crítica, los métodos e instrumentos de evaluación más 
relevantes. El fin es elaborar unas líneas de mejora que im-
pulsen dicha evaluación hacia la acción educativa y el cono-
cimiento científico sobre este aspecto central en proyectos 
de aprendizaje-servicio. MÉTODO. Para la consecución de 
este objetivo, se construyó una herramienta evaluativa cuyo 
contenido fue validado por expertos. Con ella, se analiza-
ron los métodos de evaluación de la CEC seleccionados por 
su relevancia en el área estudiada de acuerdo con criterios 
identificativos, de forma y de contenido. RESULTADOS. En 
este análisis, encontramos métodos provenientes, en su ma-
yoría, del contexto español y norteamericano, y concebidos 
en general para la evaluación sumativa en formato de cues-
tionario. Estos métodos se enfocan, sobre todo, en la eva-
luación cívica de la CEC; en concreto, en la evaluación del 
desarrollo de responsabilidad social y de habilidades inter-
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personales. En la evaluación de la dimensión ética, prevale-
ce el estudio del desarrollo de la reflexividad. DISCUSIÓN 
Y CONCLUSIONES. Se presentan unas líneas de mejora 
orientadas hacia la creación de un método evaluativo mixto 
y multifocal que permita evaluar las dimensiones de la CEC 
en toda su complejidad. Con ello, se espera contribuir a la 
consolidación del aprendizaje-servicio para la promoción de 

una educación integral comprometida con la sociedad y el 
bienestar de las personas.

Palabras clave: aprendizaje-servicio, evaluación, compe-
tencia, ética, civismo, educación moral, educación del carác-
ter, educación para la ciudadanía, educación comunitaria, 
justicia social, bien común, juicio de expertos.

1.  Introduction
Since the late 20th-century, pedagogical approaches 

aimed at a holistic educational model that goes beyond 
the solely intellectual aspect have gained momentum 
in educational research and actions in the USA and 
have spread around the world. One of the proposals 
that make up this current is character education, 
which from its beginnings has taken on a multifaceted 
definition, with different disciplinary approaches from 
education, philosophy, and psychology, principally 
(Bernal, 2020). Character education has spread in the 
field of pedagogy, albeit not without various issues; for 
instance, the concern about its potential risk of indoc-
trination (Smith, 2022) or the challenge of reaching a 
consensus about the content of this teaching (Arthur, 
2005) in a diverse and plural social context. And it has 
done as a form of moral education, with a neo-Aris-
totelian perspective in most cases, that is aimed at 
progress in the acquisition of virtues (not only mor-
al, but also intellectual, and instrumental) that guide 
the individual towards a full and flourishing life  
(Kristjánsson, 2015; Harrison et al., 2016; Fuentes, 
2018). This necessarily involves the development of 
ethical, civic, and emotional aspects (Esteban, 2015). 
It is at this point where moral education, in close re-
lationship with character education, relates to citi-
zenship education as the acquisition of ethical virtues 
is connected to the development of civic virtues, and 
these feed back into one another and need one another 
to flourish (Camps, 2005). Nonetheless, although mor-
al education per se involves shaping citizens (Arthur, 
2005), education for citizenship is necessary for the ex-
plicit learning of content and civic virtues. Such learn-
ing will be acquired through experiences that provide 
spaces for reflection and critical analysis of reality in 
relation to the social functioning of our micro- and 
macro-communities (McLaughlin, 2006).

This trend has aroused interest in the search for 
new forms of educational action that contribute to 

the acquisition of these virtues, with service-learning 
(SL) standing out in this context. Service-learning has 
grown and expanded exponentially in recent years all 
over the world. It stands out among the different inno-
vative methodologies for its ability to have a positive 
impact in not just academic and cognitive, vocational 
and professional, personal and social areas, but also, 
and especially, in integrating this impact with the de-
velopment of ethical and civic competence (ECC) among 
its participants (Furco, 2004). The implementation of 
SL contributes to the balance between pedagogical in-
dividualism and communitarianism identified by Quin-
tana (1988) as one of the contradictions of education. In 
other words, to the symbiosis between individual and 
moral development, and social productivity as a citizen 
who collaborates to benefit his or her community and 
the common good (Etzioni, 2001; Redondo-Corcobado 
& Fuentes, 2022). So, development of the ethical di-
mension and development of citizenship are presented 
as interrelated in academic literature about SL, as ele-
ments that form part of the very essence of education 
contained in SL projects.

A number of studies refer to civic development dri- 
ven by participation in SL projects, raising questions 
about the development of an active, democratic, and 
participatory citizenship through social action in the 
community that promotes civic commitment and so-
cial responsibility (Martínez-Odría, 2007; Tapia, 2010; 
Martínez, 2010; Bringle & Clayton, 2021). All of this 
helps the individual to comprehend and become aware 
of political problems, to develop social skills in the 
space shared with others, as well as to construct its own 
identity in relation to its community (Puig et al., 2011; 
Salam et al., 2019; Fuentes et al., 2022).

This civic dimension is driven by a development of 
ethics with which it feeds back and which is unavoid- 
able in SL (Opazo et al., 2015; González-Geraldo et al., 
2017). Such development of ethics adopts an inductive 
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process for acquiring virtues through which, starting 
with the experiential situation facilitated by participa-
tion in this type of project, individuals develop abstract 
arguments and their own cognitive processes (Zayas et 
al., 2019). These relate to questions such as social jus-
tice (Stith et al., 2021), judgement and deliberation for 
decision making (Puig et al., 2011; Chiva et al., 2018) 
based on the axiological system itself, or critical and 
self-critical reflection, understood as a form of criti-
cal thinking (Rodríguez-Izquierdo, 2018) and which is 
one of the intrinsic and central elements of SL (Deeley, 
2016). 

This reciprocal development involving the ethical 
and civic dimensions makes it possible to move towards 
a balance between them. This must be the objective of 
SL, which Zayas et al. (2019) define as a civic ethics. 
That is, as the combination of the ethical development 
of individuality and connection with the community, 
which avoids the dissolution of the individual in the 
collectivity and prevents development of the personal-
ity that is disconnected from problems relating to the 
common good. 

However, while the development of ECC has been 
one of the principal objects of interest of SL for many 
academics and professionals from the field of education, 
and assessment of the different impacts of the applica-
tion of SL has been a focus of attention for all of the 
educational community since it started to be practised 
in the USA (Moely et al., 2002), assessment of the de-
velopment of ECC in SL has not undergone a similar 
evolution. In this sense, the trend has essentially been 
to assess the learning of content more than communi-
ty-related learning, in line with what Pollack (2015) 
called the “pedagogicalization of SL”. By this, he refers 
to its reduction to a teaching method that only or pri-
marily perfects acquisition of theoretical knowledge by 
students, thus displacing any attention to its capacity to 
transform them as people and citizens and, ultimately, 
to transform the community. 

This trend could result from the difficulties asso-
ciated with the comprehension and assessment of the 
ethical and civic learnings that relate to its particu-
lar nature (García-Gutiérrez et al., 2018). For exam-
ple, to the fact that development of these virtues is 
not dichotomous (Curren & Kotzee, 2014) and can-
not be assessed as suitable or unsuitable, but rather 
is gradual; that is to say, that individuals cannot be 
assessed on the basis of whether they have acquired 
one of a number of virtues, but for their own progress 

in the process of this acquisition. Another important 
challenge for assessing ECC in SL is that it is an ob-
ject that is hard to measure, as it involves different 
ideas, skills, and attitudes, and so requires a general 
and specific, quantitative and qualitative assessment. 
It is what Alexander (2016, p. 316), returning to the 
words of Ryle (1971), calls a thick and thin description. 
In other words, a complex and multifocal assessment 
method that combines various techniques with quan-
titative and qualitative focuses to embrace all of the 
elements to assess. To do this, some authors such as 
Pérez (2016) present a series of different techniques 
for assessing moral and non-moral virtues including 
questionnaires, rubrics, field diaries, discussions, ob-
servation, and interviews among others.

Furthermore, if assessment of ECC is not under-
taken with sufficient breadth and depth or is done in a 
piecemeal way focussing on a single dimension of learn-
ing, it is possible that the assessment will be reduced 
and simplified to predetermined patterns of behaviour. 
From them, erroneous inferences can be drawn, or they 
can even result in some forms of indoctrination that do 
not consider the reflexive dimension of the individual 
and the necessary link with the behavioural and af-
fective dimensions (Ibáñez-Martín, 2021). This would 
correspond with the non-expansive model of Alexander 
(2016), which refers to ethical and moral indoctrina-
tion, through the reproduction of “prefabricated” traits 
or behaviours and which implies virtually no personal 
and/or social growth by the individual, but rather the 
simple learning of irreflexive behaviours that are li- 
able to turn students into “moral automata” (Puig et 
al., 2017, p. 125, own translation). 

Furthermore, the participatory and democratic na-
ture of SL means that this assessment has to include all 
actors involved in the project, both academic and social, 
from inside and outside the classroom, considering the 
individuals and other people who comprise the school, 
family, and social community where ethical-civic learn-
ing occurs (Bringle, 2021). If to this we add the need to 
perform the assessment in sufficient depth and by con-
structing, applying, and analysing a complex method  
of assessment in the short time scale these projects of-
ten have, or the in the short-, medium-, or long-term 
transformational intent of SL projects, assessing ECC 
can involve a very high level of difficulty to be confront-
ed by already overloaded teachers (Palape et al., 2022).

This imbalance between the interest in ECC that SL 
promotes and its assessment is the motivation behind 
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this study. So, the aim of this article is to analyse crit-
ically the methods and instruments for assessing ethi-
cal-civic competence in SL, as well as developing lines to 
improve the promotion of this assessment in education-
al action and scientific knowledge of this fundamental 
aspect in this type of projects.

2.  Method 
We developed an ad hoc assessment tool that in-

cludes the criteria for carrying out the analysis based 
on a theoretical review of the most relevant elements 
and subdimensions of ECC associated with SL. This 
tool was subjected to a process of content validation 
by means of the judgement of a panel of experts.  
Escobar-Pérez and Cuervo-Martínez (2008) define this 
as “an informed opinion by people with a track record 
in the field, who are recognised by others as qualified 
experts on it, and who can give information, evidence, 
judgements, and valuations” (p. 29, own translation). 
Fifteen specialists in the field, eight male and seven 
female, participated in this judgement, following the 
selection criteria proposed by Skjong and Wentworht 
(2001) for this type of process: all of the participants 
had experience in providing judgements and evi-
dence-based or experience-based decision-making and 
they had a good reputation in the field of academic re-
search into SL, ethics, and citizenship. They also had a 
mean of eight years’ experience of SL-related teaching, 
research, and/or management of institutional bodies, 
such as coordinating offices for this type of initiative 
in faculties or universities. The choice of experts also 
aimed to ensure the presence of higher education insti-
tutions from across Spain, with experts from nine uni-
versities involved: Universidad de Castilla La Mancha, 
Universidad Complutense de Madrid, Universidad de 
Santiago de Compostela, Universidad de Barcelona, 
Universidad de Valencia, CES Don Bosco, Universidad 
de Murcia, Universidad Autónoma de Barcelona, and 
Universidad Católica de Valencia.

These experts qualitatively and quantitatively as-
sessed the items presented with regards to their perti-
nence, relevance, and clarity in the study of ethical-civic 
assessment in SL. Aiken’s V content validity coefficient 
(Aiken, 1980; Penfield & Giacobbi, 2004) was calculated 
for all of their responses, and this was considered satis-
factory from a minimum value of 0.8 (Merino & Livia, 
2009), giving a positive result in the three dimensions 
analysed (0.9, 0.87, and 0.83). 

The qualitative responses helped improve the 
delineation, classification, and structure of the ele-
ments to be analysed with this tool, which was finally 
structured into three categories of analysis criteria: 
firstly, identification criteria, relating to the prove-
nance of the tool, such as the year of publication, the 
authors, and its provenance; secondly, formal crite-
ria, relating to the type of assessment, assessor, recip-
ients, and instrument analysed; and, finally, content 
criteria. In this last category, which forms the most 
extensive part of the study, assessment instruments 
were analysed on the basis of how much they explore 
the elements that comprise the ECC subdimensions 
of SL. So, after the contributions by the experts in 
the validation process, the presence and depth of 
the following elements in the methods analysed was 
examined: for the ethical competence, reflexive ca-
pacity, the sense of social justice, the capacity for 
judgement-deliberation and self-knowledge; and for 
the civic competence, democratic citizenship, social 
responsibility, the sense of belonging to the com-
munity, and interpersonal skills (Table 1). It should 
be noted that the categorisation of the different di-
mensions and subdimensions connected to ECC that 
is described above and represented in Table 1 is not 
intended to be a simplification based on a global an-
thropological conception of the ethical and the civic, 
but is the result of reflection on the link between this 
competence and its different elements with the spe-
cific proposals of SL.

Ethical and civic competence (ECC)

Ethical dimension Civic dimension

Reflexive capacity Democratic citizenship 

Sense of social justice Social responsibility

Capacity for judgement-deliberation Sense of belonging to the community

Self-knowledge Interpersonal skills

Table 1. Dimensions and subdimensions of ethical and civic competence in service-learning.
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The instruments analysed were selected by a process  
of triangulation with the participation of two experts. 
After carrying out an exhaustive review of the literature 
about existing methods for assessing SL, the experts se-
lected and independently examined high-impact publi-
cations in English and Spanish that focused on ethical 
and/or civic assessment, whether they were fully dedi-
cated to the specific assessment of these dimensions or 
included it as part of a general assessment. Consequent-

ly, fourteen instruments were valued by both experts as 
pertinent for the study and eventually selected. They 
had been published between 1997 and 2020 (Table 2), 
a period that coincides with the start of the expansion 
of the relevant literature on SL in Spain (Redondo-Cor-
cobado & Fuentes, 2020). All of them stood out, either 
for the variety of elements assessed relating to the eth-
ical-civic dimension and/or for the depth with which 
some of these elements were tackled.

Year of publication Author(s) of the publication Title of the publication

1997 Eyler et al. The impact of service-learning on college students

2002 Moely et al.
Psychometric properties and correlates of the Civic 
Attitudes and Skills Questionnaire (CASQ): A measure of 
students’ attitudes related to service-learning

2010 Prentice & Robinson Improving student learning outcomes with service  
learning

2011 Steinberg et al. Civic-minded graduate: A north star (assessment tools)

2015 Campo
Una rúbrica para evaluar y mejorar los proyectos de 
aprendizaje servicio en la universidad [A rubric for assess-
ing and improving service-learning projects at university]

2015 Batlle
Avaluació dels aprenentatges en els projectes d’aprenen-
tatge servei [Assessment of learning in service-learning 
projects]

2015 Hébert & Hauf
Student learning through service learning: effects on 
academic development, civic responsibility, interpersonal 
skills and practical skills

2016 Gregorová et al. The impact of service-learning on students’ key compe-
tences

2017 Puig et al. ¿Cómo evaluar proyectos de aprendizaje servicio? [How 
can service-learning projects be assessed?]

2019 López-de-Arana et al.

Diseño y validación de un cuestionario para la autoevalua- 
ción de experiencias de aprendizaje-servicio universitario 
[Design and validation of a questionnaire for self-assess-
ment of university service-learning experiences]

2019 Rodríguez-Izquierdo

Validación de una escala de medida del impacto del 
aprendizaje-servicio en el desarrollo de las competen-
cias profesionales de los estudiantes en formación do-
cente [Validation of a scale to measure the impact of 
service-learning on the development of the professional 
competences of teacher training students]

2020 León-Carrascosa et al.

Diseño y validación de un cuestionario para evaluar la 
metodología aprendizaje-servicio [Design and validation 
of a questionnaire to assess the service-learning method-
ology]

2020 Santos-Rego et al. El aprendizaje-servicio y la educación universitaria [Ser-
vice-learning and university education]

2023 Furco et al. Service-Learning Quality Assessment Tool (SLQAT)

Table 2. Publications that include the instruments selected for analysis in the study.
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3.  Results
The results of the analysis provide data that are very 

instructive for assessment of ECC. Half of the results are 
from Spain and the other half are from other countries, 
mainly the USA. These methods, with three exceptions 
(Eyler et al., 1997; Moely et al., 2002; Steinberg et al., 
2011), are not specifically directed at assessing aspects 
of ECC but rather include these aspects as part of a 
more general assessment along with other types of di-
mensions, such as academic performance or the logistics 
of the project. Ten of them opt for a questionnaire for-
mat with multiple-choice answers or a Likert-type scale. 
Three choose the rubric format. Only the civic-minded 
graduate scale (Steinberg et al., 2011), which is one of 
the exceptions mentioned, uses a complex mixed assess-
ment method combining various assessment techniques 
of different types, thus adding a rubric, a narrative anal-
ysis, and an interview to the CASQ instrument (Moely et 
al., 2002). The great majority of these methods are pro-
posed as a summative assessment by the person leading 
an SL project of students participating in it, generally 
from higher education, without including the perspective 
of other agents such as the coordinators or participants 
from collaborating entities. In some cases, their use is 
also intended as an initial assessment, or both are com-
bined as a pre-test/post-test. 

Regarding the analysis of content relating to the 
ethical dimension, the most widely assessed skill is “re-
flexive capacity”, which relates to critical thinking and 
the capacity to analyse the immediate environment in 
search of needs and their possible causes and solutions 
and self-analysis of one’s own experiences, learnings, 
and training. On the other hand, there is little explicit 
coverage of the “sense of social justice”, although it is 
included in the instruments of Eyler et al. (1997), Moely 
et al. (2002), and Herrera et al. (2011), as well as in the 
SLQAT questionnaire (Furco et al., 2023). In all of them, 
this subdimension centres on pro-equality attitudes, at-
titudes towards diversity, and the defence of human dig-
nity. For its part, “capacity for judgement-deliberation” 
is considered in almost none of the instruments ana-
lysed and the only references found to this subdimension  
(Gregorová et al., 2016; León-Carrascosa et al., 2020) re-
late it to decision making skills. As for “self-knowledge”, 
which only five instruments analyse (Campo, 2015; 
Hébert & Hauf, 2015; Gregorová et al., 2016; López-
de-Arana et al., 2019; Rodríguez-Izquierdo, 2019), this  
focusses on questioning and comprehension of one’s own 
skills for managing and development of the personality, 
as well as one’s own cultural biases, stereotypes, and 
prejudices. 

So, with regards to these subdimensions, we can 
identify some ethical aspects assessed to a lesser extent, 
such as the assessment of situations based on a system 
of values and virtues for taking decisions, self-criticism, 
identifying one’s own cognitive processes and behav-
iour patterns, and the capacity for self-transforma-
tion starting from resignification and reidentification. 
Nonetheless, it is worth emphasising the proposal for 
assessment made by Rodríguez-Izquierdo (2019), which 
is directed at assessing future education professionals’ 
development of professional competences using SL. 
This creates a scale whose elements are almost com-
pletely identified with ECC, and in most cases with the 
specific elements of the ethics subdimension.

If we compare this development of ethical assess-
ment with the development of the civic dimension, an 
approach to assessment that largely focusses on the lat-
ter is apparent. In fact, although the three tools iden-
tified as being explicitly and exclusively dedicated to 
aspects relating to ECC include essential questions in 
ethical assessment such as “sense of social justice” or 
“critical and reflexive analysis” of the surrounding real-
ity, they are actually conceived and centred principally 
on the exploration of skills and civic attitudes. In the 
case of Spain, the CUCOCSA questionnaire (Santos- 
Rego et al., 2020), the questionnaire developed by 
León-Carrascosa et al. (2020), and the rubric of Puig 
et al. (2017) are notable for the depth of their study of 
the civic dimension. The last of these stands out for 
dedicating two of the three categories of dynamisms of 
SL to questions relating to reflection, analysis of sur-
roundings, social participation and awareness, and in-
terpersonal relations. In the case of CUCOCSA, for the 
development of two of its four scales based on the afore-
mentioned CASQ questionnaire and the CMG scale, 
thus providing a valuable adaptation for the assessment 
of civic-social and participatory competences in our con-
text. For its part, the questionnaire by León-Carrascosa 
et al. (2020) investigates both the learning dimension 
and the service dimension, aspects related to reflection, 
decision making, participation, responsibility, and so-
cial awareness and communication. 

Nonetheless, although, in a general sense, a greater 
weight is observed in civic assessment, there is something 
of an imbalance in the subdimensions analysed within 
this dimension. The majority of the instruments cen-
tre on performing a broad assessment of “interpersonal 
skills”, including elements such as pro-sociality, collabo-
rative work, the expression and listening communicative 
capacity, the dialogic capacity for negotiation, the search 
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for common goals, and the acceptance of different points 
of view, leadership, and empathetic capacity. The other 
pillar that supports assessment in this dimension is “so-
cial responsibility”. In different cases analysed (Prentice 
& Robinson, 2010; Hébert & Hauf, 2015; Gregorová et 
al., 2016; Puig et al., 2017; Rodríguez-Izquierdo, 2019; 
León-Carrascosa et al., 2020), this is associated with in-
creased awareness and sensitisation of the importance 
and influence of action and commitment of the individ-
ual as part of society, at a micro and macro level, on the 
causes of and improvements to social problems, on po-
litical events, and on care for the environment. On the 
contrary, aspects relating to “democratic citizenship” 
barely appear, associated almost solely with participation 
in matters from public life, which, for the most part, only 
affect the project developed. For its part, only one of the 
instruments analysed takes into account the “sense of 
belonging to the community” (Eyler et al., 1997). In this 
way, the civic aspects that are assessed less in the analy-
sis relate to the civic matters of linking identity to one’s 
own community, the perception of one’s own space in it, 
active participation in public life, and the search for ac-
tions aimed at the common good.

4.  Discussion and conclusions
The analysis carried out in this study has found gaps 

in the scientific-pedagogical literature relating to the 
lack of consensus and depth in ethical-civic assessment 
in SL. Also, some important approaches to take into ac-
count for future research in this sense, mainly focused 
on questions that are considered essential in the civic 
dimension of SL. The preference for assessment in this 
dimension could be because its principal subdimensions 
are often translated into observable behaviours by the 
individual in the community, since development in these 
dimensions only makes sense when we conceive of the 
subject in society, necessarily linked to others (Camps, 
2005), unlike those related to the ethical dimension. 
Another hypothesis is that SL initiatives focus more on 
civics than ethics, in which case the development in this 
latter dimension would be more of an indirect conse-
quence owing to the aforementioned joint development 
of both dimensions (given their interrelated nature) 
than the result of a specific and deliberate planning of 
learning outcomes for this purpose. It is also necessary 
to consider the fact that some authors might view civic  
assessment as an indirect measure of ethical develop-
ment in SL, given that certain theoretical positions, 
such as those proposed by Arthur (2005), regard a de-
gree of prior acquisition of ethical virtues as a prerequi-
site for the very existence of citizen development.

The results of this study are significant and enable pro-
gress from the instruments already developed to be able to 
move forwards in knowledge of and practice in this field 
and so strengthen the development of ECC in SL. Start-
ing from these works, it is apparent that constructing a 
method that makes it possible to consider all of the sub-
dimensions identified in this study in the areas of ethics 
and civics is necessary, especially in those that are devel-
oped to a lesser extent. Regarding the aspects that are 
represented less in the analysis performed, there is a 
striking contrast between their limited development in 
the assessment of SL and their large significance in the-
oretical literature on this topic, as in the case of the de-
velopment of democratic citizenship, with SL being seen 
in this literature as one of the principal current proposals 
for citizenship education itself (Puig et al., 2011). Another  
example in the field of ethics would be self-knowledge, 
which starts to establish itself as one of the central ele-
ments of SL, especially in studies from Asia (Snell & Lau, 
2020). Nonetheless, it is necessary to note that, while these 
two aspects are not included in standardised instruments 
like the ones analysed, they are sometimes assessed in par-
allel using other qualitative techniques developed on an 
ad hoc basis for each specific project, such as field diaries, 
discussion groups, interviews, or informal conversations.

Accordingly, this study concludes that the academic 
production of the last two decades shows that the assess-
ment methods available for civic-ethic assessment of SL 
are insufficient, and so a new assessment method is need-
ed. A method that can address this complex construct with 
precision by systematising the practice of assessment of 
this aspect to drive its progress in the scientific and social 
plane. All of this from a mixed methodological model that 
combines techniques for gathering and analysing infor-
mation from different focuses and a multifocal charac-
ter, making it possible to assess these dimensions from 
the joint perspective of all of the participating agents. 
In short, a method that, in line with Aramburuzabala  
et al. (2019), combines participatory and joint assessment 
with the complementary application of quantitative and 
qualitative tools. This new focus would permit a thick 
and thin description like the one Ryle (1971) described, 
which would be very valuable for revealing more about 
the effects of using SL on the development of ECC, both 
in the moment of its application and in its impact over 
time. Besides, it would enable the necessary realisation 
of longitudinal studies (Blanco-Cano & García-Martín, 
2021) due to the consistency in the method.

It is important to consider a variety of difficulties that 
can arise when developing this method to assess ECC. 



Paloma REDONDO-CORCOBADO
R

ev
is

ta
 E

sp
añ

ol
a 

d
e 

P
ed

ag
og

ía
ye

ar
 8

2
, 
n
. 
2
8
7
, 
Ja

n
u
ar

y-
A
p
ri

l 2
0
2
4
, 
1
2
5
-1

3
4

132 EV

Firstly, there could be a difficulty in proposing an assess-
ment method that standardises this assessment practice 
but can be adapted to the circumstantial characteristics 
of each project (such as, for example, the type of partici-
pants and contexts), making it possible to cover all of the 
socio-educational reality of the projects. Furthermore, 
standardisation itself would entail a difficult conceptual 
consensus around the elements that are encompassed in 
ECC that is not without controversy. Secondly, such an 
extensive assessment could result in a method that works 
poorly and so is unlikely to be put into practice because 
of lack of time and the different stresses that people who 
try to carry out a project of these characteristics often en-
counter (Palape et al., 2022). Finally, it would be necessary 
to increase the methodological training of the people who 
will coordinate this assessment (Aramburuzabala et al., 
2019), both to apply information-gathering and analysis 
techniques and to integrate all of the data that derive from 
the different focuses applied and their interpretation with 
regard to the degree of development of the object studied.

Concerning the limitations of this study, we should 
note that although it selected tools published in high-im-
pact journals mainly used in this sphere by other types 
of research, these might not fully reflect all of the tools 
existing for this purpose. There may be others that have 
been published outside the search criteria applied or that 
are used in educational practice but have not been col-
lected in academic publications. Furthermore, the wide 
variety of formats, contexts, and aspects analysed in 
these tools means that it is hard to make comparisons 
between instruments that might be similar or equivalent 
in some aspects and complementary in other cases. 

Ultimately, the ECC developed in SL is a highly com-
plex construct and there is a lack of consensus around 
its conceptualisation and assessment caused by the 
challenges of diagnosing and measuring the character-
istics that are inherent to the particular nature of this 
dimension of SL. All of this produces a dissonance with 
the significant and rapid expansion of this methodology 
and its practices in educational institutions all over the 
world. Despite these difficulties, development of the civic 
and ethical dimensions in the people who comprise our 
society creates a holistic educational pathway focused 
on full development of the individual, the common good, 
and social change (Bernal & Naval, 2023). This is why 
this research highlights the motivation and the need to 
develop a global assessment method that makes it possi-
ble to consider the immediate and long-term ethical-civic 
impact of SL projects in depth and with scientific rigour. 
This will enable an education that is more humane, en-

gaged and connected to the social fabric and its needs, 
and to people’s happiness and well-being.
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Abstract:
The development of computational thinking has become 

one of the educational priorities in several countries around 
the world. In this article, two experiences are described in 
which two block programming tools are used. The first ex-
perience only used BlocksCAD, while the second added the 
use of Blockly and the work on some mathematical algo-
rithms in a maths classroom. The number of participants in 
the experience was twenty-eight in the group that only used 
Blocky and thirteen in the group that combined the use of 
both tools, all of them of the third year of secondary educa-
tion (between 14 and 15 years old) in a school in Spain. The 
results show that, although the use of BlocksCAD alone al-
lows an increase in the development of CT, if other resources  
such as Blockly are also used in the mathematics class-
room, the effect is multiplied. In addition, considering the 
satisfaction results of the participants in the experience, to-
gether with the possibility of printing their own creations 
through 3D modelling (a fact claimed by the students them-
selves), this encourages us to continue using both tools and 
even to try to combine them with other tools and to design 
experiences that encompass entire academic courses or, at 
least, entire trimesters.

Keywords: computational thinking, problems, mathema-
tics, mathematical modelling, technologies, BlocksCAD, 
Blockly, Secondary, Spain, education, 3D printing, group 
comparison, satisfaction.

Resumen:
El desarrollo del pensamiento computacional se ha con-

vertido en una de las prioridades educativas en varios países 
del mundo. En este artículo, se describen dos experiencias en 
el aula en las que se utilizan dos herramientas de programa-
ción por bloques. En la primera, solo se empleó BlocksCAD. 
En la segunda, se trabajó, además, con Blockly y con varios 
algoritmos matemáticos. El número de participantes en la 
experiencia fue de veintiocho en el grupo que solo utilizó 
Blockly y de trece en el que combinó el uso de ambas herra-
mientas. Todos ellos cursaban tercero de educación secunda-
ria (entre 14 y 15 años) en un colegio de España. Los resulta-
dos muestran que, si bien el uso de BlocksCAD ha permitido, 
por sí solo, incrementar el desarrollo del PC, la combinación 
con otros recursos como Blockly en el aula de matemáticas 
puede multiplicar su efecto. Además, los participantes expre-
saron su satisfacción con la experiencia. Como propuesta de 
futuro, se plantea la posibilidad de que el alumnado pueda 
imprimir sus propias creaciones mediante modelado 3D, algo 
que ellos mismos pidieron. Esto nos animaría a seguir utili-
zando ambas herramientas e, incluso, a intentar combinarlas 
con otras y diseñar experiencias que abarquen cursos acadé-
micos o, al menos, trimestres completos.

Palabras clave: pensamiento computacional, problemas, 
matemáticas, modelado, tecnologías, BlocksCAD, Blockly, se-
cundaria, España, educación, impresión 3D, comparación de 
grupos, satisfacción.
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1.  Introduction
In a society like the current one, in continuous 

change, digital literacy acquires its full potential and 
training in the technological field is essential for fu-
ture students so they can respond to the challenges  
that society will face. Moreover, the introduction 
of educational technology in the Spanish system is 
clear in recent years (Vargas-Quesada et al., 2023). It 
is for this reason that in the nineties the term STEM 
(science, technology, engineering and mathematics) 
emerged at the NSF (National Science Foundation) 
in the United States, which encompasses the four 
areas of knowledge that are worked on in the scien-
tific and technological fields. This model arises from 
the work of Seymour Papert in the eighties on the 
development of thinking in childhood, artificial in-
telligence and computer technologies for education 
in order to train future professionals to meet the de-
mands of society.

There are many studies that propose working under 
the STEM model in classrooms (including Andersen, 
2014; Orcos & Magreñán, 2018; Robinson, et al. 2014; 
Schroth & Helfer, 2017; Tofel-Grehl & Callahan, 2017). 
That is why curricula must evolve towards the inclusion 
of practices based on the implementation and develop-
ment of strategies that help to promote critical thinking 
and talent among students in the scientific-technologi-
cal field (Miedijensky & Tal, 2016).

Digital literacy has evolved from what Paul Glister  
(1997) proposed in the late 1990s, the ability to un-
derstand and use information from many digital 
sources, towards computational thinking (from now 
on, CT). More and more studies based on classroom 
strategies at all academic levels show the effective-
ness of the work of CT in securing achievements in 
the STEM field.

In the field of 3D modelling and printing, more and 
more computer programs being developed with increas-
ingly simple interfaces so that they can be used by dif-
ferent age ranges in an intuitive way.

In this paper, a proposal is presented to work on CT 
in a class of third-year secondary education students 
through the use of BlocksCAD, a 3D modelling and 
printing tool. In this work, we worked with two groups 
of students: one made up of twenty-eight students, 
who only used BlocksCAD software, and another with 
thirteen students, who also used Blockly for two hours 
a week while studying mathematics. BlocksCAD is a 

tool that is gaining more and more weight in secondary  
education classrooms due to its ease of use. Its block 
programming and the fact that it is a very visual pro-
gram make it a very useful and comprehensive tool 
for entry-level CT. The proposal that has been worked 
on consists of seven one-hour sessions that include a 
pre-test on knowledge of CT, several sessions of direct-
ed work with BlocksCAD, a final practical activity in 
which students had to integrate the acquired knowl-
edge and the completion of a post-test and a satisfac-
tion survey.

A study by Beltrán-Pellicer and Muñoz-Escolano 
(2021) explored the modelling of shapes such as spheres, 
cubes or tori in the environment with BlocksCAD, col-
lecting the steps, rotations, translations, etc., carried 
out and finding two main difficulties: the complexity of 
the interface for not so simple objects and the ignorance 
of procedures. As a result of this experience developed 
for geometry work, the authors considered that the 
tool could be useful for the future work of CT. It is for 
this reason that research is needed into the potential of 
BlocksCAD.

The objectives of this study are to improve the de-
velopment of CT in a sample of third-year compulso-
ry secondary education students through the use of 
BlocksCAD and to compare the results obtained when 
using only said software or when combining its use with 
Blockly in a Maths Extension classroom.

2.  Theoretical framework
This section contains the theoretical framework 

that supports this article. It begins with a description 
of CT. Afterwards, its relation to the STEM field and 
problem-solving is analyzed, as well as its use in the 
classroom with 3D modelling programs. Finally, the 
tools used in this study are described.

2.1.  Computational thinking (CT)
As Wing (2006) comments, CT “is a fundamental 

competence for everyone, not just for programmers” 
(p. 33). Wing defines CT as problem-solving, systems 
design and an understanding of human behaviour 
through fundamental computer concepts.

CT does not refer only to the ability to program as 
it implies thinking at different levels of abstraction, 
which is why it applies to many contexts of everyday 
life. It is also based on the STEM model (science, tech-
nology, engineering and mathematics), since, when this 
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type of thinking is performed, many other skills are also 
developed (Dapozo et al., 2017).

Zapata-Ros (2015) emphasises that CT is a specific 
thought in which

coding skills are the most visible part of a way of 
thinking that is valid not only in this area of mental 
activity, which supports the development and creation 
of programs and systems […]. It is a way of thinking 
about the analysis and relationship of ideas, organi- 
zation, and logical representation. Those skills are fa-
voured with certain activities and with certain learn-
ing environments from the earliest stages. It is about 
the development of a specific thought: computational 
thinking. (p. 1)

As Keith et al. (2019) comment, “CT can be thought 
of as a broad foundation consisting of the heuristics 
used by computer scientists and as a way to think about 
the diverse thinking skills associated with computing” 
(p. 225). As such, it should not only be developed by sci-
entists, but by everyone, since it encourages logical and 
critical development.

Wing (2008) talks about CT as a type of analytical 
thinking that has a lot to do with mathematical prob-
lem-solving skills. In both, the following skills are pro-
moted (Csizmadia et al., 2015): logical thinking (mak-
ing decisions to reach the result or product by applying 
mathematical operators), abstraction (translating a 
problem into mathematical language), algorithmic 
thinking (applying a sequence of steps to arrive at a 
solution through codes) and some pattern recognition 
(identifying parts, similarities and connections and us-
ing them to achieve the fastest solution).

2.2.  CT and 3D modelling in the classroom
It was not until the beginning of the 21st century 

that the need to implement the STEM model in class-
rooms was seen due to the rapid technological boom and 
the need for specialists in this area (Sanders, 2009).

Tissenbaum et al. (2019) show that, as students learn 
about computing, they should have the opportunity to 
create through it in a way that has a direct impact on 
their lives and on the community. To do this, they need 
to have access to platforms and learning environments 
to make their designs to develop digital empowerment 
(Freire, 1993; Thomas & Velthouse, 1990). 

Tissenbaum et al. (2019) indicate that CT training 
requires that students should feel responsible for ar-

ticulating and designing their solutions, rather than 
working towards predetermined “correct” answers 
(p. 35). Moreover, students need to feel that their work 
is authentic in relation to the broader computing and 
engineering communities, practices and products. Fur-
thermore, a significant number of activities have to be 
situated in contexts that are authentic and personally 
relevant. In addition, students should feel that their 
work has the potential to have an impact on their own 
lives or their community, and they should feel capable of 
pursuing new computing opportunities because of their 
current work.

A systematic study by Ting-Chia et al. (2018) high-
lights that, on the one hand, 

CT activities are primarily introduced in courses in 
program design, computer science, biology and robot 
design. CT is a skill that could be widely applied in the 
living environment rather than being used exclusively by 
computer engineers. On the contrary, it is a skill that de-
serves a positive attitude in daily life. (p. 308) 

On the other hand, they emphasise that 

most of the research focuses on project-based learn-
ing, problem-based learning, cooperative learning and 
game-based learning, so, future research should at-
tempt to introduce different learning strategies, in-
cluding scaffolding learning strategies, storytelling, 
learning and aesthetic experience, among others, in 
order to assist learners in multiple ways in terms of 
subject development or high-level skills training, that 
is, training in critical thinking and problem-solving 
skills. (p. 308)

Grover and Pea (2018) discuss CT concepts and prac-
tices for classrooms similar to those discussed above. 
These concepts include logic and logical thinking, al-
gorithms and algorithmic thinking, patterns and their 
recognition, abstraction and generalisation, evaluation 
and automation.

In relation to evaluation, models and simulations 
must be evaluated from the point of view of whether 
they are correct and suitable for the mission to be 
achieved, in addition to other aspects such as simpli-
fication or speed. Çoban and Korkmaz (2021) show 
that, when evaluating CT in classrooms, validated 
and reliable instruments must be designed that allow 
for the level of achievement of these components or 
skills to be assessed. Tang et al. (2020), in their sys-
tematic study on the evaluation of CT in classrooms, 
stress that 
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high school students, college students, and teach-
ers and professional development programs need 
more CT assessments; most CT assessments focus on 
student programming or computer skills; traditional 
tests and performance assessments are often used to 
assess CT skills, and surveys are used to measure stu-
dents’ CT dispositions; more reliability and validity 
evidence should be collected and reported in future 
studies. (p. 1)

Regarding automation, Wing (2008) comments that 
computing is the automation of abstraction. Among the 
processes considered, problem decomposition, computa-
tional artifact creation, testing and debugging, iterative 
refinement and collaboration and creativity are includ-
ed. The author concludes that CT can be integrated into 
many subjects and contexts.

CT is worked on in the classroom through differ-
ent software such as Scratch, Lego EV3 and others 
that are generating a lot of motivation among students  
(Howland et al., 2019; Resnick et al., 2009; Jocius et al., 
2021). However, as Tikva and Tambouris (2021) com-
ment, there is no curricular conceptualisation about CT 
and, for this reason, many teachers fail when they in-
troduce it in the classroom (Lee et al., 2020). As such, 
the best way to integrate it is through STEM disci-
plines, as reflected in many studies based on the con-
struction of models and computational simulations to 
understand and study scientific phenomena (Hansen et 
al., 2015; Karaahmetoğlu & Korkmaz, 2018; Sengupta 
et al., 2013; Wilensky et al., 2014).

Bull et al. (2015) explain that computer design pro-
jects that involve physical prototypes such as 3D mod-
elling can provide a basis for improving the learning  
process in science and mathematics. 3D printers ap-
plied to mathematics education constitute a resource 
that allows for the proposal of activities that involve 
inquiry learning or learning based on problem-solving 
(Wang et al., 2019).

As Ford and Minshall (2019) comment, “the emer-
gence of additive manufacturing and 3D printing tech-
nologies is introducing industrial skills deficits and 
opportunities for new teaching practices in a range of 
subjects and educational settings” (p. 1). In their sys-
tematic study, they state that when introducing 3D 
modelling in classrooms, the following is required: 
teaching both teachers and students about 3D printing, 
teaching design skills and creativity, as well as method-
ologies to promote its development; producing models 
that facilitate learning and create assistive technolo-

gies. As Blikstein (Blikstein et al., 2017) points out, the 
use of 3D modelling in classrooms also has a positive 
impact in that it provides opportunities for different 
learning styles.

 A study by Jiang and Li (2021) on the impact of 
Scratch on CT digital competence in primary educa-
tion shows its need for integration with other areas 
such as mathematics to promote a significant develop-
ment of computational skills through contextualized 
problems. For its part, the secondary education study 
by Sen et al. (2021) collects an experience based on the 
implementation of Lego EV3 software and Tinkercad  
for 3D modelling. The results show that the use of 
this type of software and 3D modelling encourages 
students to carry out effective critical thinking during 
the development of designs that were original, but, at 
the same, time realistic. In the same vein, the study 
by Roscoe et al. (2014) explores the combination of  
Minecraft and 3D modelling, and there are many stud-
ies aimed at describing improvements in creativity 
(Craddok, 2015; Kostakis et al. 2015), technical draw-
ing (Lütolf, 2013), product design (Chao et al., 2017; 
Steed & Wevers, 2016), mathematical achievement 
(Stansell et al., 2015) and, more specifically, in the field 
of geometry (Corum & Garofalo, 2015; Huleihil, 2017).

2.3.  BlocksCAD and Blockly tools
The appliance of technology in the classroom has 

been a key research topic in recent years (Cox et al., 
2022; Prendes-Espinosa & Cartagena, 2021; Wijers et 
al., 2010). The benefits of its use have been shown, as 
long as it is planned and the characteristics of both the 
class and the content to be worked on are considered. 
Furthermore, students value in a really positive way the 
use of didactic resources based on technology to improve 
their teaching-learning process (Medina et al., 2013). 
Moreover, there are different technology-based method-
ologies that have shown positive results in mathemat-
ics, such as flipped classroom (Orcos et al., 2020; Wei 
et al., 2020) and gamification (Fuentes-Cabrera et al., 
2020; Jiménez et al., 2020; Magreñán et al., 2023), and 
the use of technology in mathematics classrooms has 
been studied extensively (Kaufmann et al., 2000; Ko-
renova, 2017; Meadows & Caniglia, 2019; Orcos et al., 
2022; Zulnaidi et al., 2020). In this paper, we are inter-
ested in the use of two different softwares: BlocksCAD  
and Blockly.

BlocksCAD is a free block programming tool that 
eliminates the obstacle that textual syntax can pose in 
programming (Beltrán-Pellicer et al., 2020), making it 
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very similar to Scratch. As Solomen Menashi, project 
director of BlocksCAD, explains, its origins lie in the 
need to create software that is intuitive like Lego but 
with the power and precision of real modelling software 
(Berdik, 2017).

As Chytas et al. (2018) say, “however even free 
block-based parametric tools like BlocksCAD and 
Beetle Blocks can support the creation of sophisti-
cated projects which include algorithmic concepts 
to generate complex geometries” (p. 1976). In their 
study on BlocksCAD, they use the terms “parametric 
design“ as an algorithmic process to build relation-
ships between complex geometries and structures. 
They conclude that CT is not fostered solely through 
programming activities and can and should be com-
bined with design and other STEM topics to solve 
challenging engineering designs.

A study by Beltrán- Pellicer and Muñoz- Escolano 
(2021) explores the modelling of shapes such as spheres, 
cubes or tori in the environment with BlocksCAD, col-
lecting the steps, rotations, translations, etc., carried 
out and obtaining interesting results by improving re-
flection, spatial capacity, etc. 

On the other hand, the use of game-based learning is 
gaining more and more followers due to the proven ben-
efits of its use in different branches, including math-
ematics and programming and even in course design 
(Huang & Hew, 2021). In this sense, serious games have 
proven to be very valuable tools in programming learn-
ing (Frankovic et al., 2018). There are different serious 
games such as the Blockly Games tool, which has proven  
to be a good tool to understand block programming 
since it allows users to work with loops, conditionals or 
nesting sub-stacks, for example, but they must have a 
concrete plan (Fraser, 2014). Thanks to certain particu-
larities of this tool, such as having several levels in each 
game, not requiring registration or being able to use it 
from any device with an internet connection, it is al-
ready beginning to be used in primary education class-
rooms (Alonso, 2021). In addition, some of the games on 

this tool have given satisfactory results in terms of the 
perceptions of students of different ages (De Figueredo 
et al., 2019).

3.  Methodology
In this section, the methodology used in this study 

is shown, including a description of the group of partic- 
ipants involved in the experience, the activities that 
the students did during the experience, the information 
tools used to collect information and the analysis of the 
collected data. 

This work is descriptive, using a descriptive, infer- 
ential and interpretive quantitative methodology, since 
the results obtained by the participants in the required  
constructions and the types of structures that have 
been used to make them are analysed. In addition, af-
ter the experience, a satisfaction survey was completed 
by the students to gauge their impressions regarding 
the use of the program and its capacity for teaching in 
mathematics classrooms, so the answers given are also 
presented and analysed.

3.1.  Participants
The participants in this experience are from the 

third year of secondary education in a school located 
in Spain. The total number is forty-one participants 
was divided into two groups: one group that was  
studying the Mathematics Extension subject, made up 
of thirteen students, and another that was not stud-
ying this subject, made up of twenty-eight students. 
The group of participants was selected from among 
those who carried out the complete experience and 
who spent, at least, ten minutes on both the initial 
and the final test, plus the time to fill in the personal 
data and examples, to avoid copying or answering at 
random. The age range of the participants was be-
tween 14 and 15 years, as seen in Table 1. The group 
that worked exclusively with BlocksCAD is called G1, 
while the group that worked with both tools is called 
G2. The total number of students is called G.

Table 1. Descriptive analysis of the participants in the experience.

Group Boys Girls Total

G1 n = 12 
Mean of age=14.083

n = 16 
Mean of age=14.188

n = 28 
Mean of age=14.050

G2 n = 9 
Mean of age=14.222

n = 4 
Mean of age=14.000

n = 13 
Mean of age=13.933

G n = 21 
Mean of age=14.143

n = 20 
Mean of age=14.150

n = 41 
Mean of age=14.146

https://blockly.games/?lang=en
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3.2.  Experience development
As previously mentioned, this study involves two 

groups of students who participated in different expe-
riences, but both based on the use of BlocksCAD. Next, 
they will be described, starting first with the common 
part of both.

The experience begins with a validated pre-test, 
which was developed by Román-González et al. (2015) 
and that can be found in Román (2015). This test, de-
signed to be carried out with students up to the second 
year of secondary education in Spain (that is to say, the 
year immediately prior to the one in this study), showed 
that the participants had a low level of CT. So, this ex-
perience was developed to improve it. It is important to 
remember that this group of students was affected by 
the Covid-19 pandemic and they could not work on CT 
due to the lockdowns.

Once the students’ level of CT was detected, two 
well differentiated groups were observed: those with a 
low level of CT and those with a medium level. There-
fore, the decision was made to design these interven-
tion proposals and adapt them to each group to improve 
their level of CT.

As already mentioned, for the G1 group, the experi-
ence was carried out with just BlocksCAD and consisted 
of five differentiated sessions of one hour each. This group 
reached the lower level in the pre-test (17.14 out of a possi-
ble 28 points). Each of the sessions are shown below.

In the first session, the fundamental idea is for stu-
dents to become familiar with the BlocksCAD tool and 
its menu options, including how to save, how to load 
and ways to create or retrieve creations. This can be 
seen at the top of Figure 1.

Figure 1. BlocksCAD main interface.

In addition, in this first session, students worked 
with the first constructions associated with the creation 

of shapes in 3D and 2D that the program allows and 
that are shown in Figures 2 and 3.

Figure 2. Simple 3D shapes allowed in BlocksCAD.

Figure 3. Simple 2D shapes allowed in BlocksCAD.
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In the second session of guided work with BlocksCAD, 
the students had to work with the main options in the 

“Transforms” menu and those in the set operations menu 
that are shown in Figure 4.

Figure 4. Main operations in the “Transforms” menu in BlocksCAD (left) and operations in the set operations 
menu (right).

These two sessions were considered the first block of 
work with BlocksCAD, which was carried out over the course 
of a week. For the second block, which included three ses-
sions, the participants worked on the different math menus 

and logic blocks (Figure 5), loops and variables (Figure 6), 
and, finally, functions (Figure 7). The first two sessions were 
based on working on all the menus mentioned above except 
for the functions, that were performed in the third session.

Figure 5. “Math” menu operations (left) and “Logic” menu operations (right).
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To finish, the third block consisted of two more ses-
sions: the first, where students had to deliver a con-
struction applying BlocksCAD, which required the use 
of CT; and the second, where they repeated the CT test 
and completed the satisfaction survey.

In addition, the G2 group, during that time, 
worked in the Math Extension classroom with 

Blockly Games, where there are different mazes to 
be solved by means of sequence blocks, similar to 
BlocksCAD. In addition, they identified the steps 
to take in some mathematics’ algorithms, such as 
solving an equation of second degree or the division 
algorithm. An example of a screen in Blockly can be 
seen in Figure 8.

Figure 6. “Loops” menu operations (left) and “Variables” menu operations (right).

Figure 7. “Modules” menu operations that allow you to create in BlocksCAD.

Figure 8. Example of one of the Blockly Games, with the final solution.

Source: https://blockly.games/maze?lang=en&level=7&skin=0 

https://blockly.games/maze?lang=en&level=7&skin=0
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3.3.  Information collection tools
To obtain information to analyse whether the use of 

these tools has been effective in improving CT, different 
information tools have been used, which are listed below:

•	 The CT assessment test designed by Román-González 
et al. (2015) has been used as the pre-test. This test 
consists of twenty-eight questions with a single valid 
answer, and it has a maximum completion time of 
forty-five minutes. The questions link the use of con-
ditionals, loops and functions, among other aspects.

•	 To measure the performance of the students in the 
first two blocks, they had to deliver exercises 1 and 
2 shown below.

•	 In addition, to measure the degree of understanding 
of the commands, students had to deliver a final task 
shown below.

•	 On the other hand, the post-test used was the same 
as the pre-test, since the answers were not provided 
to the students.

•	 Finally, to find out the students’ impressions of the 
experience, a satisfaction survey was completed, 
which is shown below and is an adaptation of the 
one used by San Cristobal et al. (2017).

Exercise 1. Perform the following tasks:

•	 Build a sphere with radius 5 and paint it yellow.
•	 Draw a cube with dimensions 10 × 8 × 3.
•	 Draw a cylinder.
•	 Draw a cone and a truncated cone.
•	 Build a pile of three coloured spheres of radius 10 

that touch at one point.

•	 Build a stack of three cylinders with heights 10 and 
radius 10, 8 and 6.

•	 Draw a cone, on top of a truncated cone and on top of 
a sphere, each one of a different colour and touching 
at a single point.

•	 Build a white ring like the one in the image.
•	 Build three ice creams like the ones in the image, 

but with different flavours.
•	 Build a yo-yo.

Exercise 2. Perform the following tasks:

•	 Try to paint ten cubes that alternate between green 
and red.

•	 Now, instead of cubes, paint spheres that do not in-
tersect (touch at one point).

•	 Now build it with cubes that are floating (that is, the 
z coordinate is greater than 0).

•	 Make a flag in two colours.
•	 Now make the flag fill the entire screen.
•	 Try to build a chess board with cubes (remember it 

is an 8 × 8 board and that, when the sum of the row
•	 and the column is even, it is coloured and, when it is 

odd, it is white).
•	 Build two trees, one like the one in the example and 

the other with a black treetop.
•	 Fill in the axis by interspersing green treetops and 

black treetops.
•	 Make the design of a castle with four towers.
•	 Now design the “brick” function and build a wall of 

bricks of different colours.

Final task. Create the following models (Figure 9)

Figure 9. Some of the models created by the students.
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Satisfaction survey

Part 1 questions:

•	 Q1: Did you already know about the program?

	� Yes

	� No

•	 Q2: Would you like to do more classes like 
this?	

	� Yes

	� No

Questions with answers 1 to 10:

•	 Q3: How much did you like the experience?

•	 Q4: Has the program made learning more enjoyable?

•	 Q5: I liked this class more than a “traditional“ class.

•	 Q6: I think the learning is more active and experi-
ence-based.

•	 Q7: I have more possibilities to work at my own pace.

•	 Q8: I have fun while learning.

•	 Q9: How capable do you think you are of making a 
3D model?

Likert-type questions:

•	 Q10: How much did you learn/remember in class?

	� Nothing

	� Little
	� Enough
	� A lot

Open-ended questions:

•	 Q11: Do you have any other comments?

3.4.  Data analysis
Firstly, to detect the level of each group and to carry 

out the intervention more appropriately, a descriptive 
analysis of the students’ scores in the pre-test was per-
formed. Secondly, to observe if the improvement seen 
in both groups is significant, Student’s t tests were 
performed for groups related to the global group and 
the G1 group. Then, the non-parametric test Wilcox-
on W was performed to obtain the difference between 
the pre-test and the post-test. Moreover, the size effect 
was also computed to compare the results obtained in 
both groups. Afterwards, a descriptive analysis of the 
survey responses was performed, also showing some 
links between some of the answers. Finally, a descrip-
tive study was done of the marks obtained in both 
deliverables; of the possible correlations between the 
marks for both pieces of work, the final exam and the 
results of the post-test; and of the difference in scores 
obtained.

4.  Results and discussion
The results obtained by the total group (G), both 

in the pre-test and in the post-test, as well as in the 
BlocksCAD exam, are presented in this section and then 
studied separately. Finally, he results of the satisfaction 
survey are analysed.

4.1.  Total group results
Table 2 shows the results obtained by the students 

belonging to the total group (G), in the different deliv-
erables for the tasks.

Table 2. Descriptive analysis of the results obtained by the participants in the experience  
in the different tasks. 

Statistics Task 1 Task 2 Final task

Mean 7.649 8.988 8.207

Median 7.100 9.000 8.000

Mode 6.700 10.000 8.000
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Therefore, it is observed that the results related to 
the use of iterations, functions, variables and condition-
als are quite positive, especially in task 2. In addition, 
in the final task, the average grade is higher than 8, 
which is an indicator that they have understood what 
they have worked on.

Regarding the pre-test and post-test results shown 
in Table 3, it can be deduced that there is a mean differ-
ence of 2.366, higher in the post-test.

In light of the results in Table 3, the Student’s t test 
for comparison of means for related groups was per-
formed. The results of which are shown in Table 4.

It is observed that, in general, in the total group, 
the post-test mean is 2.366 points higher than the  
pre-test mean, which is a significant difference. In addi-
tion, two different definitions were used to calculate the 
effect size obtained in the experience in the total group. 
The first, used by Morris (2008) and Morris & DeShon 
(2002), was defined by the difference of means between 
the post-test and the pre-test divided by the standard 
deviation of the marks in the pre-test (D1). The second 
consisted of dividing the difference of means between 
pre-test and post-test by the square root of the means 
of the variations (D2). The results are shown in Table 
5, where it is observed that the effect size of the results 
obtained is medium in size.

Table 3. Average of the results obtained in the pre-test and the post-test.

Group Pre-test mean Post-test mean

G 18.34 20.71

Table 4. Results of the Student’s t test for related groups.

Group Par Mean difference Value of t Sig. (bilateral)

G Pre-test - Post-test -2.366 -4.295 0.000

Consequently, considering the whole group of 
students, who used one or both of the aforemen-
tioned tools, it can be observed that the average of 
correct answers obtained in the test improves sig-
nificantly. Moreover, according to the effect size, the 
results obtained regarding the acquisition of CT in 
the sample improved in general. These results allow 
for the use of these tools to be considered in schools 
in order to work on CT in mathematics classes with 

students in the third year of compulsory secondary 
education.

4.2.  Results of each group separately
In this section, the same statistics for each group 

separately as for the entire group are shown. Table 6 
shows the results obtained by the students who worked 
only with BlocksCAD (G1) and by those who combined 
it with Blockly (G2).

Table 5. Effect sizes obtained from experience.

Group Variance pre-test Variance post-test D1 D2

G 18.680 24.962 0.547 0.506

Table 6. Descriptive analysis of the results obtained by the participants in the experience  
in the different tasks.

Group Statistics Task 1 Task 2 Final task

G1
Mean 7.268 8.839 7.8393

Median 7.100 8.500 8.000
Mode 6.700 8.000 8.000

G2
Mean 8.469 9.308 9.000

Median 9.600 10.000 9.000
Mode 10.000 10.000 8.000
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Therefore, it is observed that the results related to 
the use of iterations, functions, variables and condition-
als are quite positive, again especially in task 2. In addi-
tion, in the final task, the average grade in both groups 
is 8 or 9, which is an indicator that the students have 
understood what they were working on.

Regarding the pre-test and post-test results shown 
in Table 7, it appears there is an improvement in both 
groups, although these are uneven. In the group that just 
used BlocksCAD, the improvement is two points, while, 
in the group that combined the use of BlocksCAD with 
the use of Blockly Games, the improvement is four points.

Table 7. Rank sum of the Wilcoxon test (post-test- pre-test).

Group Ranks (positive-negative-equal) Mean Rank (positive-negative)

G1 17-5-6 12.06-9.60

G2 11-1-1 6.95-1.50

In light of the results in Table 7 and considering 
there are no parametric assumptions, the Wilcoxon W 
test for comparison for related groups was carried out 

to compare the results and draw conclusions. The re-
sults obtained using SPSS are shown in Table 8.

Table 8. Results of the Wilcoxon W.

Group Par Value of Z Sig. (bilateral)

G1 Pre-test - Post-test -2.564 0.010

G2 Pre-test - Post-test -2.944 0.003

 The results show that there are significant differ-
ences in both cases, with a significance level of 0.05. 
On the other hand, and as previously mentioned, the 
difference in the group of students who combined the 
use of BlocksCAD and Blockly Games is greater than 
in the group who only worked with BlocksCAD, which 
also improved the results significantly. In addition, 

as non-parametric statistics have been used, the ef-
fect size in the experience for both groups have been 
obtained throught a matched-pairs rank biserial cor-
relation coefficient, which is considered a measure of 
effect size for the Wilcoxon signed-rank test (King et 
al., 2018). The results can be seen in Table 9.

Table 9. Effect sizes obtained from the experience.

Group Variance pre-test Variance post-test RBCC

G1 16.423 20.840 0.1000

G2 14.744 3.859 0.6513

Therefore, it is observed that the effect size of the 
obtained results is much greater in group G2, which in-
dicates that the combined use of both tools in the sam-
ple gives better results. 

Consequently, considering each group separate-
ly, the results show that there is an improvement in 
both cases, which is greater in the group that worked 
with the combined tools. This fact can strengthen 

the argument that the use of these tools can help 
to improve the acquisition of CT in mathematics 
classrooms with students in the third year of com-
pulsory secondary education. Finally, in the group 
who worked with both tools, the effect size is notably 
greater than the effect size in the group who only 
worked with BlocksCAD. As such, in the considered 
sample, it seems that the combined use of both tools 
gives better results.
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4.3.  Satisfaction survey results
This section presents the results of the satisfaction 

survey provided to the students after the completion of 
the test. Firstly, the response values of questions Q1 and 

Q2 are shown in Table 10. These results show that there is 
not a big difference between the two groups regarding the 
percentage of students who knew about the program and 
those who would like to do more similar classes using it.

Table 10. Answers to questions Q1 and Q2 of the satisfaction survey.

Group % of positive responses to Q1 % of positive responses to Q2

G 12.2% 80.5%

G1 10.7% 82.1%

G2 15.4% 76.9%

On the other hand, Figure 10 shows the means of 
the responses to questions Q3-Q9. Once again, these re-
sults show how there are no great differences between 
the two groups and that, in addition, the students’ eval-
uations of the experience are positive.

From Figure 10, it can be concluded that, in general, 
the students liked the experience and that they think 
the program or programs made their learning more en-
joyable. It is also notable that they prefer this type of 
class to traditional classes, as seen in the responses to 

Q5, with a result greater than 8.5 in mean. On the other 
hand, it is clear from the responses to Q6 and Q8 that 
the learning is more active and that the students had 
fun while working and learning, an aspect that is really 
interesting for the teacher community. Furthermore, 
the responses given by students to Q7 show that they 
think they have more possibilities to work at their own 
pace and not be hurried or dependent on the rhythm of 
the class. Finally, from the responses given to Q9, stu-
dents think they are now capable of making 3D models, 
which was one of the objectives of this study.

Figure 10. Average responses of students to questions Q3-Q9.

Finally, with respect to question 10, the data for 
which can be seen in Figure 11, it appears that there 
is no great difference between the answers given to 
the question “How much have you learned?”. In both 
groups, the percentage of those who think “little” is 

low, while the predominant response, by a significant 
margin, was “enough”. Also striking is the fact that, for 
students who only worked with BlocksCAD, the answer 
“little” does not appear, so their feeling is that, at least, 
they have learned “enough”.
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On the other hand, some of the answers given by 
the students in the open-ended question stand out since 
they appear repeated on several occasions. Based on 
these responses, it is clear that the students liked the 
experience, a fact that has been verified by the respon-
sible teacher:

•	 “I really liked this activity because I found it very 
fun and interesting, it has further developed my cre-
ativity.”

•	 “I liked being able to work with the instructions to 
be able to create more complex models later.”

•	 “I liked being able to work with the instructions to 
later create more complex models.”

On the other hand, there were other answers that 
were not so positive but that should also be taken into 
account. For example:

•	 “I liked it although some models took me a while to 
make.”

•	 “I need more time to do what is asked in class.”

Finally, it also highlights that the students claimed 
to print their own creations in order to have them at 
home.

5.  Conclusions
The experience that has been described, and that 

lasted for seven sessions, combines different skills that 

students have to acquire. These include mathematical 
skill, which encompasses CT, a key interest in this pa-
per due to its importance in our society, together with 
technological skill. On the other hand, by involving dif-
ferent subjects which combine all the previous skills, 
such as mathematics or information and communica-
tion technologies (which are highly interrelated), the 
STEM field is worked on, as has already been present-
ed by authors such as Lee et al. (2020) or Robinson et 
al. (2014); even the STEAM field is worked on, adding 
the artistic aspect that allows 3D modelling.

By way of conclusion, it was found that the work 
with BlocksCAD helped with the acquisition of CT 
in the group of students in the sample. This conclu-
sion was already intuited in works by authors such as 
Beltrán-Pellicer et al. (2020) or Beltrán-Pellicer and 
Muñoz-Escolano (2021), who show how this tool can be 
introduced in mathematics classrooms. The results ob-
tained in this study exposes that, in the sample used, in 
general, the students improved their CT capacity. 

Moreover, it was proven that the combined use of 
BlocksCAD and Blockly Games, as well as the work of 
mathematical algorithms from a Blockly perspective, 
helped the acquisition of CT, even reaching very large 
effect sizes. This indicates that not only can the acqui-
sition of CT be worked on with BlocksCAD but that, in 
combination with other tools, its effect can be multi-
plied. Using Blockly Games, which is essentially a game 
where students work through a series of steps to find 
the solution to a problem, allows them to develop CT, as 
already mentioned by Roscoe et al. (2014). 

Figure 11. Average responses of students to question Q10.
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Furthermore, from the responses to the satisfac-
tion survey, it can be seen that students liked the ex-
perience and that it helped them in different ways, 
as they felt the learning process was more enjoyable 
and more active, and they had fun during the experi-
ence. They also felt they could work at their own pace, 
which was a really important aspect for them, and 
that they were now able to make 3D model, which was 
one of the main objectives of the study. Finally, they 
expressed that they really prefer this kind of class to 
traditional ones.

 Considering all the answers and the results obtained 
by the students, the objectives of this study have been 
achieved. These aims were to improve the development 
of computational thinking in a sample of third-year  
secondary school students through the use of BlocksCAD 
and to compare the results obtained when using only 
said software or when combining its use with Blockly in 
a maths extension classroom. Furthermore, although it 
was not an objective of the study as such, good satisfaction 
results have been obtained from the experience. This is 
a very positive aspect that, together with the rest of the 
objectives, supports the idea that, with good planning, the 
use of both tools can help in the development of CT.

In terms of future work, it is felt it would be even 
more beneficial to choose to print some of the pieces 
designed in the classroom. This could be seen as an in-
centive for students, and even more so in light of the 
Covid-19 pandemic, which is having a negative effect 
on student motivation, an aspect that is corroborated 
by the work of Lütolf (2013) and Kostakis et al. (2015).
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Abstract:
University teachers have had to adapt to the changes re-

quired by virtual education. The aim of this study is to adapt 
and validate the scale of adaptation to virtual academic me-
dia in Peruvian university teachers. The participants were 
252 university teachers selected using purposive non-proba-
bility sampling. The instrument being adapted was the stu-
dent adaptation to college questionnaire of Rodriguez-Ayan  
and Sotelo (2014), which consists of eleven items distribut-
ed across three dimensions. The content validity was stud-
ied by means of the judgement of twelve experts. We carried 
out exploratory factor analysis (EFA) and confirmatory 
factor analysis (CFA) and estimated the reliability using 
Cronbach’s alpha. Before calculating the Kaiser-Meyer-Olkin 
coefficient (0.916) and performing Bartlett’s test of spheric-
ity (χ2 = 2571.3, p <0.001), we performed EFA. As a result, 
we found an underlying three-factor model, which was cor-
roborated by CFA with satisfactory goodness of fit indexes  
(χ2 = 107.55, df = 37, χ2/df = 2.907; p = 0.000; RMR = 0.034; 
GFI = 0.943; AGFI = 0.899; CFI = 0.972; TLI = 0.959; NFI 
= 0.959; IFI = 0.973, and RMSEA = 0.077), and acceptable 
reliability (alpha = 0.897). The scale of adaptation to virtual 
academic settings shows evidence of validity and reliability 
and can be applied to Peruvian university teachers.

Keywords: educational system, evaluation, validation, 
online learning, information technology, teaching, higher 
education, university teacher, Peru, questionnaire, test 
reliability, test validity.

Resumen:
Los docentes universitarios han tenido que adaptarse a los 

cambios que demanda la educación virtual. El objetivo de este 
estudio es adaptar y validar la escala de adaptación a los medios 
académicos virtuales en docentes universitarios peruanos. Los 
participantes fueron 252 docentes universitarios seleccionados 
con base en un muestreo no probabilístico intencional. El ins-
trumento objeto de adaptación fue el cuestionario de adaptabi-
lidad a la vida universitaria de Rodriguez-Ayan y Sotelo (2014), 
el cual consta de once ítems distribuidos en tres dimensiones. 
La validez de contenido se estudió por medio del juicio de doce 
expertos. Se realizó un análisis factorial exploratorio (AFE) y 
un análisis factorial confirmatorio (AFC), y se estimó la fiabili-
dad a través del coeficiente alfa de Cronbach. Previo al análisis 
del coeficiente Kaiser-Meyer-Olkin (0.916) y a la prueba de es-
fericidad de Barlett (χ2 = 2571.3, p <0,001), se efectuó el AFE. 
El resultado fue un modelo de tres factores, que fue corrobo-
rado por el AFC con índices de bondad de ajuste satisfactorios 
(χ2 = 107.55, df = 37, χ2/df = 2.907; p = 0.000; RMR = 0.034; 
GFI = 0.943; AGFI = 0.899; CFI = 0.972; TLI = 0.959; NFI 
= 0.959; IFI = 0.973 y RMSEA = 0.077) y una confiabilidad 
aceptable (alfa = 0.897). La escala de adaptación a los medios 
académicos virtuales da muestras de validez y confiabilidad, y 
puede ser aplicada en docentes universitarios peruanos. 

Palabras clave: sistema educativo, evaluación, validación, 
aprendizaje en línea, tecnología de información, enseñanza, 
enseñanza superior, profesor de universidad, Perú, cuestio-
nario, fiabilidad del test, validez del test.
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1.  Introduction
The current social environment has undergone 

significant changes owing to the rapid advance of 
technology and its spread into different areas. It is 
now common for information and communication 
technologies (ICT) to be integrated into people’s dai-
ly routines (Aguilar y Otuyemi, 2020). The changes 
caused by the digital era have had a significant impact 
on ways of working and communication, with a move 
from paper-based records to software that facilitates 
much more effective data management. This context 
has led university teachers to reflect on the integra-
tion of digital technology in their classes (Rivera et 
al., 2021). Preparing for a virtual class requires more 
than having knowledge of a specific field and the de-
sire to communicate effectively. It is essential to have 
basic teacher training in ICT, that includes the ability 
to manage virtual classrooms, as well as presenting 
information in an instructive and interesting way 
(Juanes et al., 2020).

The growth of online social networks has created 
new working contexts, making exploration of their 
use within the university community attractive and 
important, especially between students and teach-
ers. This idea has arisen when observing the growth 
of these platforms and discussions on the topic 
(Arceo et al., 2021). The change from in-person 
classes to online ones has put considerable pressure 
on teachers, both in doing their jobs and in the need 
to adapt to this new situation (Tejedor et al., 2021). 
These technologies have brought about the creation 
of innovative educational focuses that are adapted 
to students’ needs, giving rise to a varied offer of 
online training, ranging from short courses to diplo-
mas and other postgraduate qualifications (Navarro 
et al., 2021).

Increasing digitisation requires educators to be 
trained in how to integrate these tools flexibly into 
the teaching process, especially in higher education, 
where command of technological and digital compe-
tences is essential to promote the development of 
skills that allow students to use these tools (Cruz 
et al., 2022). For the integration of technologies in 
universities to be a success, teachers must adapt to 
changes in their teaching methods and improve their 
pedagogical competences (García, 2023). In this con-
text, teachers currently find themselves facing new 
challenges, as they have had to acquire technologi-
cal skills that are now fundamental in teaching, un-
like with technology’s earlier role as a supporting 

tool (Cardona, 2021). In this sense, educators as a 
group have undergone significant changes and have 
had to transform their pedagogical focuses to adapt 
to online teaching, with the aim of maintaining 
their functionality and preserving their livelihoods 
(Vicentini, 2020).

In this digital setting, teachers at various levels of 
education have abruptly had to reinvent their educa-
tional focuses, finding themselves obliged to adopt new 
working tools that go beyond the field of paper, tests, 
and other formative methods (Arriagada, 2020) with 
the aim of reacting to the new demands, which combine 
with the previously known ones in the context of online 
teaching (Murillo, 2020). The need to plan and prepare 
lessons, review materials, adapt content and manage 
the design, delivery, receipt and feedback on students’ 
individual activities are some of the challenges they 
have had to meet (Ruiz, 2020). 

Adaptability is people’s ability to handle constant 
changes in their working environment, responding 
proactively to the demands of their role at work (Arias, 
2021). In this instance, adaptability enables greater 
synchronisation of workers with their duties as they 
conform to the needs of the employer and the demands 
of their position (Arnau, 2011). People’s capability for 
adaptation is reflected in their capacity to respond 
positively to changing situations, and is defined as 
the ability to learn and adjust to fluctuations in sur-
roundings (Garzón, 2018). Adaptability is regarded as 
a type of psychological focus, a personality trait that 
involves flexibility and willingness to change (Fraga, 
2014). Teachers and universities had to confront an 
unusual situation when adopting a hybrid educational 
focus to keep providing lectures throughout the aca-
demic year (De Obesso et al., 2023). In this situation, 
students and their families, like the teachers, had to 
adapt to the requirements, tools, and essential ele-
ments to continue learning from their homes (Portillo 
et al., 2020).

When referring to adaptation in the field of ICT, it 
is essential to understand that this involves changes. 
It entails defining which areas will be affected and 
the situations that will require changes, such as re-
organising routines, changes to working timetables 
and patterns, and changes to the management and 
dissemination of information; all of this through 
new patterns relating to ICT (Arias, 2021). In rela-
tion to this, researchers note that teachers’ capacity 
to adapt has transcended the educational sphere, as 
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the online workload, the urgent need for training, 
technological challenges (access and handling), and 
communicating with an audience through a camera, 
among other experiences, have led to psychological 
exhaustion that has affected the mental health of the 
population in general, and of teachers in particular 
(Reynosa et al., 2020).

With regards to measuring adaptability, the liter-
ature includes numerous studies that have examined 
the psychometric properties of documented evaluation 
instruments. For example, in Spain (Arnau, 2011), indi-
cators of analysis of internal validity have been present-
ed. They show the presence of three factors explaining 
56.58% of variability, which coincide with the theoreti-
cally proposed dimensions of attitudes (cognitive, behav-
ioural, and emotional) that should be considered if we 
intend to improve the predisposition towards action. A 
study in Argentina (Rodriguez-Ayan & Sotelo, 2014) on 
the adaptation of students in Uruguay to university life 
included a questionnaire and analysed its psychometric 
characteristics. The results showed that the academic 
and social dimensions were positively associated with 
academic performance, while there was no correlation 
between social adaptation and emotional exhaustion. 
On the other hand, a negative impact was observed in 
institutional adaptation in performance. In Peru, Arias 
(2021) research has been performed on adaptation to 
information and communication technologies (ICT) in 
the context of workplace procrastination in the public 
sector. The main results showed that workers in this 
sector displayed a low degree of adaptability to ICT, re-
sulting in high workplace procrastination. This study 
showed a significant inverse relationship between the 
two variables.

Although there are tools for measuring adaptation, 
versions adapted to the current context and moment to 
evaluate adaptation to online classes have seemingly 
not yet been developed. In this context, and taking into 
account the evident deficiencies in Peru’s higher edu-
cation system, we believe it is crucial to investigate the 
psychometric properties of a scale designed to measure 
the adaptation of higher-education teachers to virtual 
academic settings. 

Consequently, the aim of this study is to modify the 
adaptation to virtual academic media scale for univer-
sity teachers in Peru, given the current importance and 
relevance of having an instrument of this type. The spe-
cific objectives are to validate the scale of adaptation to 
virtual academic media for university teachers in Peru 

and to examine the psychometric properties of a scale of 
adaptation in the context of virtual education.

2.  Methodology

2.1.  Type of study
This research is an instrumental, cross-sectional 

study; its aim is to validate a scale for measuring the 
adaptation of university teachers in Peru to virtual aca-
demic media (Montero & León, 2002).

2.2.  Participants
Regarding the participants in the research, we used 

purposive non-probability sampling to select a total of 
252 university teachers from three leading Peruvian 
higher-education institutions. Of this group, 31.50% 
were male, and 68.50%, female. The ages of these 
teachers ranged from 26 to 53 years, with a mean age 
of 34.26 years and a standard deviation of 8.97. With 
regards to their place of residence, 13.91% lived on 
Peru’s coast, 58.39% in the mountains, and 27.70% in 
the jungle.

We should also note that the participants taught in 
a range of academic disciplines, distributed as follows: 
39.08% in nursing, 27.72% in medicine, 17.20% in psy-
chology, 9.69% in dentistry, 3.41% in biology, and 2.90% 
in nutrition.

2.3.  Instrument
The research was carried out in the context of the 

Covid-19 pandemic, which necessitated the implemen-
tation of social isolation and quarantine measures in 
Peru. To collect the data, we designed a questionnaire 
using Google Forms and made it available for comple-
tion between 21 and 30 December 2021. This question-
naire was administered through social networks 
(Facebook and WhatsApp) and the academic platforms 
of the three participating universities. Teachers were 
asked to participate voluntarily, and they were given 
access to detailed information about the aims of the 
research, the commitment to respect their privacy, and 
the need for them to give informed consent. Only those 
who agreed to participate in the study and gave their 
consent answered the questionnaire.

The instrument that was adapted for this research 
was the “Teachers’ Stressors in Times of Pandemic 
Scale”, originally developed by Oros et al. (2020) for 
teachers in Argentina. This scale comprises 21 items 
distributed in five dimensions and uses a Likert-scale 
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that runs from “Not at all stressful” (1) to “Very stress-
ful” (5). To evaluate its quality, we analysed its content 
validity, with the participation of twelve experts in the 
field of education. We also carried out an exploratory 
factor analysis to determine the construct validity, us-
ing the applicable KMO and Bartlett chi-squared sam-
pling adequacy indexes. The scale also showed an ac-
ceptable internal consistency, with a coefficient omega 
(ω) of 0.92.

2.4.  Process
We went on to collect the data and cleansed them 

carefully to identify missing data and outliers. We also 
recalibrated the scores for the inverse items. We did the 
study in various stages.

First, to evaluate comprehension of the items, we 
adapted it culturally through semi-structured inter-
views with twelve experts in higher education. We did 
this because, although the terms were the same in 
Spanish, their interpretation could differ owing to cul-
tural differences. As a result of this process, we modi-
fied items 1, 2, 4, 6, 7, and 9 to 21, ensuring there were 
no linguistic biases (Van de Vijver & Hambleton, 1996).

Second, we submitted the adapted scale for assess-
ment by twelve specialists in higher education, who 
evaluated the clarity, representativeness, and relevance 
of the items. They used a validation format that made it 
possible to calculate the Aiken’s V coefficient to deter-
mine the validity based on the content (Ventura-León, 
2019).

Finally, to collect data, we administered the ques-
tionnaire using Google Forms, with the link to it be-
ing active from 9 to 30 August 2021. We contacted the 

participants through social networks such as WhatsApp 
and teachers’ institutional email addresses. The impor-
tance of informed consent was emphasised and we ex-
plained that participation was entirely voluntary.

2.5.  Data analysis
The analysis was divided into three different phases. 

In the first phase, we carried out an exploratory factor 
analysis (EFA) to evaluate the model’s adequacy, us-
ing Bartlett’s chi-squared and the Kaiser-Meyer-Olkin 
(KMO) coefficient. Then, in the second phase, we per-
formed a confirmatory factor analysis (CFA), in which 
we evaluated various measurements of fit, such as the 
comparative fit index (CFI), the Tucker-Lewis index 
(TLI), the goodness of fit index (GFI), and the adjust-
ed goodness of fit index (AGFI). In the third phase, 
we determined the reliability of the construct using 
Cronbach’s alpha, along with the respective confidence 
intervals. We used the SPSS Amos version 25 software 
for all of these analyses.

2.6.  Ethical considerations
This research was approved by the ethics committee 

of the Universidad Peruana Unión with reference num-
ber: 2021-CE-EPG-000066.

3.  Results

3.1.  Cultural adaptation of the scale of adaptation 
to virtual academic media

Table 1 shows the adaptation of the items from the 
original version in time and context for the aims and 
objectives of the present research, situations during the 
Covid-19 pandemic.

Table 1. Adaptation of items from the scale of adaptation to virtual academic media.

Item Original version Adapted version

1 I have made new friends at university. I have been able to contact my colleagues using the vir-
tual platform provided by the university where I work.

2 I have met people I can study with at university.
Through the virtual academic platform, I have been 
able to make a group for study/research or other relat-
ed activities.

3 I communicate well with my classmates. Communication with my peers through the virtual 
academic platform is adequate.

4 I participate in the recreational activities organised 
in my faculty.

The virtual academic platform enables recreational 
activities.
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3.2.  Content validity
All of the items received a favourable evaluation 

(Table 2). In this case, items 2, 6, and 9 were shown 
to be most relevant (V = 0.94, CI 95%: .80-0.99); items 
2, 6, 9, and 11 were shown to be most representative 
(V = 0.94, CI 95%: .80-0.99); and items 1, 2, 8, 9, 11 
were clearest (V = 0.94, CI 95%: .80-0.99).

We performed an exhaustive review of the format va-
lidity based on reviewing the responses and suggestions 

of the experts. With this information, we repeated the 
Aiken V analysis. This detailed revision has allowed us to 
improve the quality and coherence of the study (Table 2).

3.3.  Exploratory factor analysis
The result of the Kaiser-Meyer-Olkin measure was 

0.916, while Bartlett’s test of sphericity had the fol-
lowing values: χ2 = 2571.3, p <0.001. Consequently, 
we could reject the null hypothesis that there was no 
correlation between the variables. Furthermore, the 

5 In my free periods, I use the canteen, multi-function 
building, etc. to meet and speak with classmates.

In free periods, I can use the virtual academic platform 
to meet with students/colleagues.

6 I am aware of what research and university exten-
sion are.

The virtual academic platform has tools for research 
and university extension.

7 I am aware of what university autonomy and 
co-governance are.

The virtual academic platform gives me the possibility 
of interacting with my managers and/or the universi-
ty’s senior management.

8 I have the information I need about the student 
welfare service.

Through the virtual academic platform, I have access 
to digital libraries/databases. 

9 I have the information I need about my modules 
(timetables, programmes, activities I must do, etc.).

The virtual academic platform has all of the informa-
tion about my modules, timetables, academic events, 
and other things. 

10 I am clear about what the essential concepts I 
should learn in my subjects are.

The virtual academic platform enables me to show 
clearly the objectives of the subjects I teach.

11 I am clear that the teachers of my modules expect 
that I will be able to complete or resolve problems.

I am clear that my immediate managers expect that 
I will be able to achieve learning through the virtual 
academic platform.

Table 2. Aiken’s V for the evaluation of the relevance, representativeness, and clarity of the items on the scale.

Item
Relevance (n = 12) Representativeness (n = 12) Clarity (n = 12)

M SD V CI 95 % M SD V CI 95 % M SD V CI 95 %

1 2.67 0.49 0.89 0.73-0.96 2.75 0.45 0.92 0.76-0.97 2.83 0.39 0.94 0.80-0.99

2 2.83 0.39 0.94 0.80-0.99 2.83 0.39 0.94 0.80-0.99 2.83 0.39 0.94 0.80-0.99

3 2.75 0.45 0.92 0.76-0.97 2.75 0.45 0.92 0.76-0.97 2.75 0.45 0.92 0.76-0.97

4 2.67 0.49 0.89 0.73-0.96 2.67 0.49 0.89 0.73-0.96 2.75 0.45 0.92 0.76-0.97

5 2.58 0.67 0.86 0.70-0.94 2.75 0.45 0.92 0.76-0.97 2.75 0.45 0.92 0.76-0.97

6 2.83 0.39 0.94 0.80-0.99 2.83 0.39 0.94 0.80-0.99 2.83 0.39 0.94 0.80-0.99

7 2.75 0.45 0.92 0.76-0.97 2.75 0.45 0.92 0.76-0.97 2.75 0.45 0.92 0.76-0.97

8 2.67 0.65 0.89 0.73-0.96 2.67 0.65 0.89 0.73-0.96 2.83 0.39 0.94 0.80-0.99

9 2.83 0.39 0.94 0.80-0.99 2.83 0.39 0.94 0.80-0.99 2.83 0.39 0.94 0.80-0.99

10 2.75 0.45 0.92 0.76-0.97 2.75 0.45 0.92 0.76-0.97 2.75 0.45 0.92 0.76-0.97

11 2.75 0.45 0.92 0.76-0.97 2.83 0.39 0.94 0.80-0.99 2.83 0.39 0.94 0.80-0.99

Note: M = mean, SD = standard deviation, V = Aiken’s V coefficient, CI 95% = confidence interval of Aiken’s V.
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levels obtained with both instruments confirmed that 
performing an EFA with the sample was appropriate 
(Quiroz Campas et al., 2021). We did this taking into 
account a principal components extraction method and 
Varimax rotation. As a result, we found that items were 

in three underlying factors: the first with 5 items, the 
second with 3 items, and the third with 3 items (Table 
3). In this case, the accumulated variance was 77.65%, 
which indicates that little information is lost when ob-
taining three factors.

Table 3. Results of the exploratory factor analysis (EFA).

Indicator
Factor

1 2 3

AD2 .819

AD1 .817

AD3 .693

AD5 .619

AD4 .488

AD8 .841

AD7 .821

AD6 .710

AD11 .867

AD10 .836

AD9 .789

Note: extraction method: principal component analysis.

3.4.  Confirmatory factor analysis (CFA)
A CFA was then carried out based on the eleven in-

dicators and the three factors or latent variables. As 
can be noted, all the goodness of fit indexes complied 
with the criteria of the case (Table 4) and confirmed 

the three-factor model (Figure 1): χ2 = 107.55, df = 37,  
χ2/df = 2.907; p = 0.000; RMR = 0.034; GFI = 0.943; 
AGFI = 0.899; CFI = 0.972; TLI = 0.959; NFI = 0.959; 
IFI = 0.973, and RMSEA = 0.077. Therefore, the scale 
is valid, and the model, adequate.

Table 4. Goodness of fit indexes.

Goodness of fit index Value Goodness of fit index Value

RMR 0.034 TLI 0.959

GFI 0.943 NFI 0.959

AGFI 0.899 IFI 0.973

CFI 0.972 RMSEA 0.077
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3.5.  Reliability
We calculated the internal consistency using Cronbach’s 

alpha, obtaining a figure of 0.89 (CI 95% = 0.85-0.90), which 
indicated that the instrument is highly reliable.

4.  Discussion
Peru, like all countries, had to confront the crisis 

caused by the Covid-19 pandemic unexpectedly and 
suddenly (Figallo et al., 2020). with education having 
to be provided through virtual platforms, thus necessi-
tating the adaptation of teachers and students. In view 
of this, the aim of this research was to adapt and vali-
date a scale of adaptation to virtual academic media of 
university teachers in Peru. Consequently, we conclude 
that this scale is applicable not only to research in the 
context of Peru, but also to contexts that include uni-
versity teachers. 

Analysis of the EFA and CFA shows that the model 
displays an adequate fit to the scale. The existence of 
three factors was also established, relating to the so-
cial, institutional, and academic sphere. This finding 
is similar to those from other research (Arnau, 2011; 
Riquelme-Plaza et al., 2022), which show that the in-

strument is valid and reliable to evaluate maintenance, 
problems, information management, and recent changes 
in teaching and learning processes. Besides, it helps 
to measure students’ acceptance of online learning, 
similar to the study of Segura-Robles et al. (2022). In 
this way, it is possible to assume that this measurement 
can be used in new studies in Peru (Gassen et al., 2020; 
Surkan et al., 2021), as the results corroborate satisfac-
tory psychometric and validity properties of the scale. 
Nonetheless, some authors consider this instrument to 
be multidimensional, with four factors: academic, in-
stitutional, social, and personal-emotional adaptation 
(Domínguez-Lara, 2017). For them, transition to uni-
versity life is closely linked to the physical and mental 
well-being of teachers and students in the university 
(Chacaltana-Hernández, 2022). 

The results presented here underline the profound 
importance of the capacity to adapt to the challenges 
presented by virtual university platforms in the midst 
of stressful situations, given that the effect of stress 
(strongly marked in women) is lost when the level of 
adaptability before the event is high. Consequently, the 
motive of study scale provides a favourable empirical 
result for adaptation to virtual classes and university 

Figure 1. Internal structure of the scale of adaptation to virtual academic media.
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teachers’ predisposition towards adaptation to fu-
ture professional changes. In turn, it is configured as 
a valid instrument to prepare an intervention aimed 
in an integrated way at future research works.

The importance of these results revolves around 
their utility in the context of the pandemic, for the 
effect and challenge that technological innovation 
has entailed for university teachers (as they have 
had to use virtual platforms) has been a cause for 
concern in the global and local university communi-
ty. In combination with this, other authors (Reynosa 
et al., 2020) maintain that the magnitude of the 
spread of Covid-19 disrupted the global educational 
dynamic, imposing a break with everyday life and 
meaning that prevention, self-care, and access to 
technology were accepted as the most viable way to 
preserve human life without giving up on education. 
So, the process of teacher adaptation in the context 
of Covid-19 has driven the need for teacher training 
in the use of ICT.

In view of these findings, it is important to devel-
op teachers’ command of ICT in future through con-
tinuous professional development, including after the 
pandemic (González, 2021). It is also necessary to note 
that students must be introduced to the use of digital 
tools before these are implemented in the educational 
process, as these new technologies have brought about 
a change in education, both in the way in which the 
teaching-learning process takes place and in the sce-
narios in which it occurs. (Hernández et al., 2018). In 
the case of teachers, there is little evidence of auto-
didacticism in the use of virtual tools to combine the 
methodological strategies and making the educational 
process dynamic.  

This work’s limitations include the use of purpo-
sive non-probability sampling. Also, as the sample 
was not random, the results cannot be generalised be-
yond the context from which they were extracted. Fu-
ture studies could use probability sampling to make 
the findings generalisable. Secondly, the scale was 
not applied to a broader sample of public and private 
universities in the country to compare the viability of 
adaptation.

We conclude that the scale of adaptation to virtual 
academic media in university teachers in Peru demon-
strates adequate psychometric properties and can be 
used for research in Peruvian settings.

5.  Conclusions
In conclusion, this validation of a scale for measuring 

the adaptation of university teachers in Peru to virtual 
academic settings, backed by solid psychometric proper-
ties, confirms its reliability and validity, and underlines 
its applicability to the context of Peru. The purpose of 
this adaptation is to provide a valid and reliable instru-
ment that makes it possible to obtain the opinions of uni-
versity teachers in Peru about virtual academic media. 
Consequently, it represents a contribution to scientific 
literature as instruments that measure this variable had 
not previously been found. This tool not only strength-
ens current research, but is also a valuable resource for 
future research. Accordingly, we hope that this scale will 
contribute to a deeper comprehension of the adaptation 
of teachers to virtual education in Peru.

In view of the previous analysis, it is important to 
note the emergence of future lines of research directed 
at the study of online learning, distance learning strate- 
gies, online distance learning platforms, and strategies 
for emotional support for teachers, among others. It is 
also expected that this research will promote continuous 
improvement in this educational field, thus supporting 
the continuous development and improvement of online 
teaching. As university teachers in Peru adopt more ef-
fective strategies and adapt to the changing demands of 
virtual education, it is hoped that a learning environ-
ment in constant evolution that benefits teachers and 
students alike will be fostered. This research lays the 
foundations for future developments and refinements 
in online pedagogy, which will boost the quality of high-
er education in Peru and in other parts of the world that 
currently face similar challenges.
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Abstract:
The importance of supporting students’ emotional devel-

opment is increasingly apparent in education, especially in 
secondary education. In this stage, adolescents experience a 
variety of changes and needs that require training and emo-
tional support. However, in order to be able to implement 
effective educational programmes that promote emotional 
development, it is essential to know the level of emotional 
competence of students, and assessment instruments that 
can appropriately evaluate this competence are needed for 
this purpose. This paper presents the validation of the emo-
tional development questionnaire for secondary school stu-
dents (CDE-SEC). A sample of 1296 students from years one 
to four of compulsory secondary education from different 
schools in Spain was used, although partial samples were 
used for specific analyses. Several studies were carried out to 
demonstrate the internal consistency and validity of the in-
strument: calculation of the reliability coefficient, confirma- 
tory factor analysis, and the correlation of the CDE-SEC 
with recognised measures of emotional intelligence, person-
ality, adjustment difficulties, social behaviour, and self-es-
teem. In addition, a regression study was used to calculate 
the incremental validity. The results indicate that the CDE-
SEC is a theoretically well-founded questionnaire with good 
psychometric characteristics. In short, it is considered to be 
an optimal tool for assessing the emotional competence of 
secondary school students and evaluating the effectiveness 
of educational programmes to promote personal, emotional, 
and social development.

Keywords: emotional competence, questionnaire, validity, 
factor analysis, secondary education.

Resumen:
La importancia de atender al desarrollo emocional del 

alumnado está cada vez más presente en el ámbito educati-
vo y, especialmente en la educación secundaria. En esta eta-
pa los adolescentes experimentan diversidad de cambios y 
necesidades que requieren de formación y acompañamiento 
emocional. Sin embargo, para poder aplicar programas edu-
cativos eficaces que promuevan el desarrollo emocional es 
imprescindible conocer el nivel de competencia emocional 
de los estudiantes y para ello se necesitan instrumentos de 
evaluación que puedan valorar apropiadamente esta compe-
tencia. En este trabajo presentamos la validación del Cues-
tionario de Desarrollo Emocional para estudiantes de Secun-
daria (CDE-SEC). Se ha contado con una muestra de 1296 
estudiantes de primero a cuarto de la Educación Secunda-
ria Obligatoria de diferentes centros educativos de España, 
aunque se han utilizado muestras parciales para análisis 
específicos. Se han realizado diversos estudios para demos-
trar la consistencia interna y la validez del instrumento: 
el cálculo del coeficiente de fiabilidad, un análisis factorial  
confirmatorio y la correlación del CDE-SEC con medidas 
reconocidas de inteligencia emocional, personalidad, di-
ficultades de ajuste, comportamiento social y autoestima. 
Asimismo, se ha estudiado la validez incremental median-
te un estudio de regresión.  Los resultados indican que el 
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CDE-SEC es un cuestionario bien fundamentado teórica-
mente y con buenas características psicométricas. En defi-
nitiva, se considera una herramienta óptima para evaluar 
la competencia emocional de los estudiantes de educación 
secundaria y para evaluar la eficacia en la promoción del 

desarrollo personal, emocional y social de programas educa-
tivos dirigidos a tal fin.

Palabras clave: competencia emocional, cuestionario, vali-
dez, análisis factorial, secundaria.

1.  Introduction
Secondary education is a key formative stage for 

adolescents. During this stage, it is necessary to foster 
academic and professional development, as well as ad-
dressing personal, emotional, and social development 
(Álvarez-Justel & Álvarez-González, 2022; Pérez-Escoda  
& Filella, 2019). 

Habits and behaviours are acquired during adoles-
cence that shape the course of their life through tran-
sitions and behavioural patterns that affect well-be-
ing and development (Montes-Solís, 2023). Similarly, 
young people undergo numerous changes associated 
with maturational progress, identity building, and 
academic transitions. They experience changes that 
are physiological, cognitive, affective-emotional, so-
cial, etc. in nature and which require educational 
support that responds to their emotional and for- 
mative needs. 

So, emotional education is presented as a key and 
indispensable element in the integral development 
of students (Eusebio, 2021) and as a resource to face 
the challenges of a changing society (Mestres, 2022; 
Pérez-Escoda & Filella, 2019). Emotional education 
proposes the development of emotional competences, 
understood as a collection of knowledge, capacities, 
skills, and attitudes necessary to understand, express, 
and regulate appropriately emotional phenomena 
(Bisquerra & Pérez-Escoda, 2007; Pérez-Escoda & 
Filella, 2019).

Based on scientific evidence, intervention to im-
prove emotional competences is valuable and useful for 
adequate social adjustment of students (Cejudo, 2015; 
Peña-Casares & Aguaded-Ramírez, 2019). Further-
more, developing these competences favours problem 
solving, learning processes, and interpersonal relation-
ships; it improves prosocial behaviour, as well as stu-
dent well-being and the school environment (Midgett et 
al., 2017); and it reduces disruptive behaviour (Álvarez- 
Justel, 2021; Amutio et al., 2020). Besides, it has a  

preventive nature that minimises vulnerability, fos-
ters positive tendencies and has a beneficial impact 
on health and on improving coping strategies (Gómez-
Baya et al., 2017; Ros et al., 2018). It is also an impor-
tant aspect of responsible citizenship (Pérez-Escoda & 
López-Cassà, 2022). 

In this sense, the current educational legislation in 
Spain (the LOMLOE, the Organic Education Act 3/2020 
Amending the Education Act 2/2006) considers emo-
tional competences to be key to a full and comprehen-
sive education. In secondary education, tutorial action 
and guidance are fundamental aspects of the formative 
process and of the integral development of the students 
(Álvarez-Justel & Álvarez-González, 2022; Ferrer- 
Esteban, 2023). So, according to Álvarez-González 
(2017), when speaking of an integral education, it is also 
necessary to propose tutoring and guidance based on 
the integrated model of tutoring and guidance, which 
includes, among its objectives, promoting personal and 
social development (self-knowledge and knowledge of 
others, autonomy, self-esteem, emotional awareness 
and regulation, social competence, life competences, 
etc.). Objectives that coincide with the development of 
emotional competences. 

There has recently been a significant increase in 
programmes focussing on the development of emo-
tional competences and, therefore, based on emotion-
al education (Sánchez et al., 2018). Álvarez-Justel  
and Álvarez-González (2015) and Ferrer-Esteban 
(2023) provide a list of educational programmes 
that develop different emotional competences in sec- 
ondary education. 

Numerous experiences of the implementation of this 
type of programmes in secondary education have proven  
to be effective for students, with significant results for 
improving educational quality and human development 
(Rodríguez-Ledo et al., 2018). In the meta-analysis of 
the impact of programmes for young people, Durlak et 
al. (2010) discover significant improvements in adaptive 
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attitudes, positive social behaviour, reduction of behav-
ioural problems, reduced emotional distress and better 
academic performance; they even contribute to suicide 
prevention. These programmes algo help to mitigate im-
pact of circumstances that are common in adolescence, 
such as behavioural and relational problems, bullying, 
addictive substance use, antisocial behaviour patterns, 
and decreasing self-esteem (Keefer et al., 2018). Conse-
quently, experts agree on the need to implement educa-
tional programmes that develop emotional competences 
to favour students’ health and well-being, their integral 
development, and their social adjustment.

As has been shown, emotional competences are 
part of education and human development, especially 
for adolescents. Designing and implementing effective 
interventions involves knowing their recipients’ start-
ing level of emotional development. A rigorous bibli-
ographic review identified a lack of instruments for 
these ages; in particular, a lack of instruments with 
a solid theoretical foundation. Therefore, we proposed 
creating and validating the emotional development 
questionnaire for secondary school students (CDE-
SEC). The aim was to make available a useful and 
valid tool that permit the detection of young people’s 
emotional needs and enable the design and/or adapta-
tion of educational interventions in the different years 
of secondary education. It is a matter of providing 
an instrument that offers valuable information that 
makes it possible to guide decisions regarding the most 
appropriate content and strategies for interventions in 
the field of education.

1.1.  The CDE-SEC instrument
The proposed emotional development question-

naire is based on the pentagonal emotional educa-
tion model, which defines emotional competence as 
the set of knowledges, capacities, skills, and atti-
tudes necessary to be aware of, comprehend, express, 
and appropriately regulate emotional phenomena 
(Bisquerra & Pérez-Escoda, 2007; Pérez-Escoda & 
Filella, 2019).

Preparation of this instrument started in 2008 
with the creation of the CEE (emotional education 
questionnaire) (Álvarez, 2001). Since then, a rigorous 
evaluation process has been followed to offer a valid 
and reliable instrument that enables to know the lev-
el of emotional development of students in secondary 
education in accordance with the pentagonal model 
of emotional education (Bisquerra & Pérez-Escoda, 
2007). To do so, we designed a new version with a large 

number of items that was subjected to expert valida-
tion. Various pilot studies were performed that made 
it possible to develop the initial statistical analyses to 
determine the technical properties of the instrument 
and adapt its wording to the respondents (Pérez- 
Escoda, 2016).

In this article, we present the study of the psycho-
metric properties of the emotional development ques-
tionnaire for secondary school students (CDE-SEC). 
The instrument comprises thirty-three items answered 
on a Likert-type scale, with eleven answer options rang-
ing from 0 (“Disagree fully”) to 10 (“Agree fully”). After 
defining the structure of the scale, it was then comput-
erised to enable online response. 

2.  Methodology

2.1.  Procedures
The students answered the computer-based ques-

tionnaires in class with the teacher present. Student 
participation was voluntary and the schools had the 
informed consent of the students’ families. Owing 
to limitations of time, availability of the instru-
ments, and permission from the centres, the full set 
of questionnaires was not administered to all of the 
students. Consequently, partial samples were used 
for some of the analyses presented in this study. The 
size of the sample used for each analysis is shown in 
section 2.2.

2.2.  Participants
To study the descriptive data, structure, composi-

tion, and reliability of the CDE-SEC, we used a sample 
of 1296 students from years one to four of compulsory 
secondary education (ESO) from different public, pri-
vate, and state-funded private centres in Spain. The 
participants were aged between eleven and seventeen 
(M = 13.92, SD = 1.429). The distribution by age was 
as follows: 12 aged eleven, 262 aged twelve, 260 aged 
thirteen, 256 aged fourteen, 318 aged fifteen, 172 aged 
sixteen, and 16 aged seventeen. The distribution by 
school year was as follows: 346 from the first year, 302 
from the second year, 253 from the third year, and 395 
from the fourth year. 50.2% of the sample were female, 
and 49.8%, male. 

All 1296 participants answered the CDE-SEC. 
However, only 297 of the them answered the Trait 
Emotional Intelligence Questionnaire (TEIQue) 
(Petrides, 2009). This questionnaire was adminis-
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tered to study the convergent validity of the CDE-
SEC. To observe the correlations of the scales from 
the questionnaire with the big-five personality traits 
(extroversion, agreeableness, openness, conscien-
tiousness, and neuroticism), we examined a sample 
of 256 students who completed the Spanish version of 
the Big Five Questionnaire for children and adoles-
cents (BFQ-NA).

We analysed the criterion validity of the CDE-SEC 
based on a sample of 629 students; specifically, we used 
the relationship between emotional competence and 
prosocial behaviour and adjustment difficulties accord-
ing to the Strengths and Difficulties Questionnaire 
(SDQ). As a second verification of the criterion validity, 
a sample of 344 participants was used, who also com-
pleted the self-esteem scale of Rosenberg (Rosenberg, 
1989). Finally, to investigate the incremental validity of 
the CDE-SEC, we examined a sample of 174 students 
who had answered the SDQ, BFQ-NA, and CDE-SEC 
questionnaires, and another of 164 students who ful-
filled the self-esteem, BFQ-NA, and CDE-SEC ques-
tionnaires.

2.3.  Ethical declaration
We followed the recommendations of the Bioethics 

Committee of the Universidad de Barcelona and the 
ethical norms established by the Helsinki Declaration 
of 1964, including all subsequent modifications. 

The participating schools notified the families of 
the research. The parents or guardians of the students 
were asked to sign informed consent forms and return 
them to the administrators of the school. The research 
group signed a research agreement with each educa-
tional centre guaranteeing the confidentiality of the 
results. 

2.4.  Statistical analysis
For the study, a descriptive analysis of the emotional 

development questionnaire (CDE-SEC) was performed. 
We also carried out a factor analysis to identify the 
items with the highest loadings in the emotional intel-
ligence factor. In addition, we analysed the reliability 
of the questionnaire, its convergent validity, the cor-
relation with the personality dimensions, its criterion 
validity, and its incremental validity in relation to the 
big-five personality dimensions. We used IBM SPSS 27 
for all the statistical analyses.

•	 Factor analysis: we forced one unrotated factor us-
ing principal components. Elements with loadings of 
less than .30 in this factor were eliminated.

•	 Reliability analysis: Cronbach’s alpha was used to 
calculate the reliability of the scale.

•	 Convergent validity: as stated above, partial sam-
ples were used to test the convergent validity. We  
analysed the correlations between the CDE-SEC and 
another measure of emotional intelligence, the Trait 
Emotional Intelligence Questionnaire (TEIQue) and 
its four subscales.

•	 Correlations with the personality dimensions: the 
Pearson zero-order correlation between the CDE-
SEC scale and the different personality dimensions 
measured by the BFQ-NA (Barbaranelli et al., 2003) 
was calculated.

•	 Criterion validity: to test the criterion validity of 
the CDE-SEC, three hierarchical regression analy- 
ses were performed. In the first, the dependent 
variable was the prosocial behaviour measurement 
with the fifth dimension of the SDQ questionnaire. 
In the second, the dependent variable was adjust-
ment difficulties, again measured with the SDQ 
questionnaire. In the third, the dependent variable 
was self-esteem, measured with the RSES ques-
tionnaire. For the three analyses, age and gender 
were included in the first step and, subsequently, 
emotional competence. 

•	 Incremental validity: to investigate the incremental 
validity of the CDE-SEC compared to other measure-
ments whose capacity to predict prosocial behaviour 
and adjustment difficulties is already established, a 
hierarchical regression analysis was performed. In 
the first step, the demographic variables of age and 
gender were introduced into the regression equa-
tion. The second step included the five personality 
dimensions measured by the BFQ (Barbaranelli et 
al., 2003): neuroticism, openness, extroversion, con-
scientiousness, and agreeableness. Emotional com-
petence was added in a third step.

2.5.  Measurement instruments
•	 Emotional competence: the CDE-SEC instrument 

was used, and its validation is presented in the  
present study. This evaluates the level of emotion-
al competence of secondary students aged between 
twelve and eighteen. 
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•	 Emotional intelligence: the Trait Emotional In-
telligence Questionnaire - Adolescent Short Form 
(TEIQue-ASF) (Petrides et al., 2006) was applied. 
This is an adapted version of the short form for 
adults of the TEIQue developed by Petrides (2009). 
It was translated into Spanish and adapted by  
Ferrándiz et al. (2012). According to its authors, this 
questionnaire has an overall alpha coefficient of α 
= .83. It consists of thirty items with a seven-point 
Likert-type scale, ranging from 1 (“Very rarely”) to 
7 (“Very often”). This questionnaire is divided into 
four scales: emotionality, self-control, sociability, and 
well-being. It also provides an overall EI quotient 
considering all of the scales from the questionnaire. 
The test was applied to 259 of the participants. In 
this study, the reliability coefficient of Cronbach was 
α = .81.

•	 Personality: the adapted Spanish version of the 
BFQ-NA (Big Five Questionnaire - Children and 
Adolescents) (Barbaranelli et al., 2003), which is 
used to measure the big five personality model in 
adolescents, was administered. This model was first 
proposed by Fiske (1949) and then confirmed by 
McCrae and Costa (1987). It proposes that person-
ality is structured around five central factors: ex-
troversion, agreeableness, openness, conscientious-
ness, and neuroticism (McCrae & Costa, 1987). The 
Spanish version of the BFQ-NA was developed by 
Del Barrio et al., (2006). This instrument displayed 
adequate psychometric characteristics, with relia-
bilities (using Cronbach’s alpha) of between .78 and 
.88; and test-retest coefficients between .62 and .84. 
Furthermore, the confirmatory and exploratory fac-
tor analyses displayed a structure with five factors 
corresponding to the big five (Soto et al., 2011). This 
test comprises sixty-five items to be answered on a 
five-point Likert-type scale, with values from one 
point (“Completely false for me”) up to five points 
(“Completely true to me”). In our study, 259 partici-
pants completed this test. The Cronbach’s alpha for 
the scale as a whole was α = .88, while the reliability 
of the subscales was as follows: conscientiousness α 
= .84; agreeableness α = .80; neuroticism α = .84; 
extroversion α = .81; openness α = .86.

•	 Adjustment difficulties and prosocial behaviour: 
we administered the Strengths and Difficulties 
Questionnaire (SDQ) (Goodman, 1997). This is a 
self-report instrument extensively used to evalu-
ate different mental, emotional, and behavioural 
problems in children and adolescents. The SDQ 

comprises twenty-five items, distributed across 
five subscales (of five items each): emotional 
symptoms, conduct problems, hyperactivity, peer 
problems, and prosocial behaviour. The first four 
subscales form a total difficulties score, while the 
fifth subscale provides a measure of prosocial be-
haviour. The test has a Likert answer format with 
three answer options: 1 (“Not true”), 2 (“Some-
what true”) and 3 (“Certainly true”). In this study, 
we used the Spanish version developed by García 
et al. (2000), which is available online (http://www.
sdqinfo.com). The test was administered to 436 of 
the study participants. The reliability coefficients 
of the subscales were very similar to those report-
ed by Kersten et al. (2015): emotional symptoms α 
= .65; conduct problems α = .55; hyperactivity α 
= .66; peer problems α = .44; prosocial behaviour 
α = .59; total difficulties score α = .59.

•	 Self-esteem: the Rosenberg Self-Esteem Scale 
(RSES) was applied (Rosenberg, 1989). This is a 
short test with good psychometric properties. It 
evaluates self-esteem, understood as an overall eval-
uation of a person’s positive or negative view of his 
or herself. In this study, we used the translation by 
Martín-Albo et al. (2007). The scale comprises ten 
items with a four-point Likert-type answer format, 
from strongly disagree to strongly agree. Five of the 
items provide positive self-esteem scores, while the 
other five items are coded inversely. This test was 
administered to 344 students from the sample. The 
Cronbach’s alpha for the scale in our study was .71.

3.  Results

3.1.  Factor analysis of the CDE-SEC, descriptors 
and reliability

The result of the Kaiser–Meyer–Olkin test of sam-
pling adequacy was .88 and Bartlett’s test of spherici-
ty was significant (p <.000), indicating that all of the 
variables were very suitable for factor analysis, and 
so we then performed a confirmatory factor analysis. 
We eliminated all items with factor loadings below 
.30. In total, we eliminated thirteen items, leaving a 
33-item scale. The explained variance was 15.8% (See 
Table 1).

The values of the resulting scale with thirty-three 
elements ranged from a minimum of 1.22 to a maxi-
mum of 9.85, with a mean of 7. The standard devia-
tion was 1.26. The complete CDE-SEC scale displayed 

http://www.sdqinfo.com
http://www.sdqinfo.com
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Table 1. Factor analysis of the CDE-SEC with one unrotated factor.

Component matrix

Item 20 .705 Item 22 -.454 Item 30 .337 Item 38 -.240
Item 34 .684 Item 24 .453 Item 39 .333 Item 8 -.240
Item 27 -.620 Item 36 -.436 Item 32 -.331 Item 42 -.230
Item 45 .596 Item 46 .422 Item 37 .326 Item 14 -.223
Item 3 .575 Item 10 .392 Item 17 -.321 Item 31 -.197
Item 2 .572 Item 9 -.376 Item 11 .321 Item 4 -.197
Item 7 .560 Item 18 .370 Item 13 -.307 Item 44 -.174
Item 25 -.532 Item 12 .368 Item 29 -.304 Item 21 -.147
Item 6 .517 Item 43 .360 Item 16 .301 Item 40 .103
Item 15 .513 Item 26 -.359 Item 33 -.275 Item 41 -.022
Item 1 .479 Item 5 .356 Item 35 -.265
Item 28 .455 Item 23 -.339 Item 19 -.262

Note: n = 1296

a reliability measured using Cronbach’s α of .87 and a  
McDonald’s omega reliability coefficient of ω = .96.

3.2.  Convergent validity
The correlation between the total emotional compe-

tence coefficient calculated for the CDE-SEC and the 
total coefficient of the TEIQue (Petrides, 2009) was r 
= .68. The correlations with the TEIQue subscales of 
well-being, self-control, emotionality, and sociability 
were .63, .53, .41, and .24 respectively (p <.001 for all 
of them).

3.3.  Correlations with the personality dimensions
The correlations between the CDE-SEC and the 

five personality traits measured with the BQF-NA (Del 
Barrio et al., 2006) were as follows: .32 (conscientious-
ness), .38 (openness), .29 (extroversion), .37 (agree- 
ableness), and -.39 (neuroticism), with p <.001 for all 
of them.

3.4.  Criterion validity
The results show that, beyond the demographic vari-

ables of age and gender, emotional competence predicted 
prosocial behaviour (β = .26, p < .000). It also predicted 
adolescents’ difficulties of adaptation (β = -.56, p <.001) 
and self-esteem (β = .66, p <.001). The total variance ex-
plained for prosocial behaviour was 5% when only demo-
graphic variables were included and 11% when emotional 
competence was included. In relation to adjustment diffi-
culties, demographic variables explained 0% of the vari-
ance, while adding emotional intelligence increased the 
explained variance to 31%. For self-esteem, the explained 
variance went from 4% to 61% (see Tables 2, 3, and 4).

3.5.  Incremental validity
We analysed the results obtained from the 173 par-

ticipants who responded to the three questionnaires 
that measured prosocial behaviour, personality dimen-
sions, and emotional competence. 

Table 2. Regression analysis. Prediction of prosocial behaviour based on emotional  
competence measured with the CDE-SEC.

Predictors
Non-standardised 

coefficients 
Standardised 
coefficients t Sig.

B Standard error Beta R² Δ R²

Step 1. Demographic variables .048 .048

(Constant) 10.497 .820 12.806 .000

Age -.116 .056 -.081 -2060 .040

Gender -716 .133 -.211 -5393 .000

Step 2. Emotional competence .113 .065

(Constant) 3.167 892 8.654 .000

Age .009 .055 -.054 -1432 .153

Gender .115 .129 -.234 -6.154 .000

Emotional competence (CDE-SEC) .002 .002 .257 6.757 .000

Note: n = 629; dependent variable: prosocial behaviour. 
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•	 Prosocial behaviour. In the first step, we found that 
age did not predict prosocial behaviour, but gender 
did, with female students being more inclined to be-
have prosocially. In the second step, we obtained that 
only agreeableness predicted prosocial behaviour. In 
the third step of the analysis, when emotional com-
petence was measured with CDE-SEC, an additional 
predictive power of 3% was found.

•	 Personality dimensions. In the first step, neither gen-
der nor age predicted adjustment difficulties. In the 
second step, we found that openness was the only 
one of the personality dimensions to predict prosocial 
behaviour. In step three, the emotional competence 

measured with the CDE-SEC contributed an addi-
tional predictive power of 34% (see Tables 4, 5, and 6).

•	 Emotional competence. Neither age nor gender pre-
dicted self-esteem. Instead, Instead, three person-
ality dimensions did: conscientiousness, openness 
and extroversion. As for emotional competence mea- 
sured with the CDE-SEC, this provided an addition-
al capacity of explanation of 29% (see Table 7).

4.  Discussion
The aim of this study is to present the psychometric 

properties of the CDE-SEC, an instrument that aims to 

Table 3. Regression analysis. Prediction of adjustment difficulties based on emotional  
competence measured with the CDE-SEC.

Predictors
Non-standardised 

coefficients 
Standardised 
coefficients t Sig.

B Standard error Beta R² Adj. R²

Step 1. Demographic variables .003 .003

(Constant) 13.185 2.673 4.932 .000

Age .115 .184 .025 .622 .534

Gender -.512 .433 -.047 -1.181 .238

Step 2. Emotional competence .316 .313

(Constant) 32.615 2.497 13.061 .000

Age -.150 .154 -.033 -.977 .329

Gender .023 .361 .002 .065 .948

Emotional competence (CDE-SEC) -.078 .005 -.565 -16.897 .000

Note: n = 629; dependent variable: adjustment difficulties. 

Table 4. Regression analysis. Prediction of self-esteem based on emotional  
competence measured with the CDE-SEC.

Predictors
Non-standardised 

coefficients 
Standardised 
coefficients t Sig.

B Standard error Beta R² Δ R²

Step 1. Demographic variables .043 .043

(Constant) 25.422 4.245 5.989 .000

Age -.172 .288 -.032 -.599 .550

Gender 2.284 .602 .202 3.794 .000

Step 2. Emotional competence .466 .423

(Constant) 7.170 3.366 2.130 .034

Age -.121 .215 -.022 -.564 .573

Gender 1.398 .454 .124 3.082 .002

Emotional competence (CDE-SEC) .089 .005 .655 16.397 .000

Note: n = 344; dependent variable: self-esteem. 
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Table 5. Regression analysis. Prediction of prosocial behaviour based on personality and emotional 
competence measured with the CDE-SEC.

Predictors
Non-standardised 

coefficients 
Standardised 
coefficients t Sig.

B Standard error Beta R² Δ R²

Step 1. Demographic variables .134 .134

(Constant) 12.242 1.592 7.689 .000

Gender -.205 .111 -.133 -1.855 .065

Age -1.218 .244 -.359 -4.997 .000

Step 2. Personality .252 .109

(Constant) 7.364 1.946 3.784 .000

Gender -.184 .106 -.119 -1.733 .085

Age -1.155 .245 -.340 -4.715 .000

Conscientiousness .012 .018 .071 .650 .517

Openness -.006 .031 -.020 -.204 .838

Extroversion .036 .025 .117 1.425 .156

Agreeableness .075 .033 .216 2.280 .024

Neuroticism -.010 .017 -.043 -.586 .558

Step 3. Emotional competence .281 .029

(Constant) 6.456 1946 3.318 .001

Gender -.183 .104 -.119 -1.757 .081

Age -1.188 .241 -.350 -4.925 .000

Conscientiousness .010 .018 .060 .563 .574

Openness -.018 .031 -.057 -.576 .565

Extroversion .033 .025 .107 1.335 .184

Agreeableness .064 .033 .183 1.943 .054

Neuroticism -.003 .017 -.012 -.164 .870

Emotional competence (CDE-SEC) .008 .003 .191 2.587 .011

Note: n = 173; dependent variable: prosocial behaviour.

Table 6. Regression analysis. Prediction of adjustment difficulties based on personality and emotional 
competence measured with the CDE-SEC.

Predictors
Non-standardised 

coefficients 
Standardised 
coefficients t Sig.

B Standard error Beta R² Δ R²

Step 1. Demographic variables .010 .010

(Constant) 9.374 5.392 1.739 .084

Gender .400 .374 .082 1.070 .286

Age -.510 .825 -.047 -.618 .537

Step 2. Personality .214 .204

(Constant) 16.618 6.317 2.631 .009

Gender .260 .344 .053 .755 .451

Age .137 .795 .013 .173 .863

Conscientiousness -.010 .058 -.019 -.174 .862

Openness -.311 .102 -.310 -3.045 .003

Extroversion .075 .082 .077 .917 .361

Agreeableness -.121 .107 -.109 -1.128 .261

Neuroticism .139 .054 .190 2.557 .011
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Step 3. Emotional competence .556 .342

(Constant) 26.466 4.842 5.466 .000

Gender .253 .259 .052 .975 .331

Age .494 .600 .046 .824 .411

Conscientiousness .008 .044 .016 .192 .848

Openness -.186 .078 -.185 -2.384 .018

Extroversion .106 .062 .108 1.710 .089

Agreeableness .005 .082 .004 .061 .951

Neuroticism .062 .042 .085 1.500 .136

Emotional competence (CDE-SEC) -.088 .008 -.655 -11.272 .000

Note: n = 173; dependent variable: adjustment difficulties.

Table 7. Regression analysis. Prediction of self-esteem based on personality and emotional competence 
measured with the CDE-SEC.

Predictors
Non-standardised 

coefficients 
Standardised 
coefficients t Sig.

B Standard error Beta R² Δ R²

Step 1. Demographic variables .050 .050

(Constant) 28.602 5.762 4.964 .000

Gender -.399 .402 -.077 -.994 .322

Age 2.315 .889 .201 2.604 .010

Step 2. Personality .258 .208

(Constant) 22.205 6.747 3.291 .001

Gender -.343 .365 -.066 -.940 .349

Age 1.138 .846 .099 1.344 .181

Conscientiousness -.097 .063 -.173 -1.534 .127

Openness .426 .108 .392 3.942 .000

Extroversion .165 .087 .160 1.888 .061

Agreeableness .033 .120 .028 .272 .786

Neuroticism -.164 .058 -.209 -2.835 .005

Step 3. Emotional competence .537 .279

(Constant) 12.545 5.435 2.308 .022

Gender -.364 .289 -.070 -1.259 .210

Age .780 .671 .068 1.162 .247

Conscientiousness -.133 .050 -.236 -2.635 .009

Openness .298 .087 .274 3.444 .001

Extroversion .137 .069 .133 1.982 .049

Agreeableness -.055 .095 -.047 -.582 .561

Neuroticism -.080 .047 -.102 -1.716 .088

Emotional competence (CDE-SEC) .086 .009 .600 9.710 .000

Note: n = 164; dependent variable: self-esteem.
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measure the emotional competence of young people in 
secondary education.  

The results obtained show that the complete scale of 
33 items of the CDE-SEC displays a high reliability of 
.87, measured using Cronbach’s alpha.

For the study of convergent validity, the analysis of 
the correlation between the CDE-SEC and the TEIQue 
scale (Petrides, 2009) (a widely recognised measure 
of trait emotional intelligence) confirms that the two 
questionnaires correlate strongly and positively with 
each other. Furthermore, the CDE-SEC correlates sig-
nificantly with all of the subscales of the TEIQue. These 
results support the hypothesis that the CDE-SEC eval-
uates emotional intelligence. 

Similarly, the correlations between the CDE-SEC 
and the five personality traits measured with the BQF-
NA (Del Barrio et al., 2006) are confirmed. The results 
show that CDE-SEC correlates negatively with neuroti- 
cism and positively with conscientiousness, openness, 
extroversion, and agreeableness. These results agree 
with other previous studies on trait emotional intelli-
gence and emotional competence (Petrides et al., 2007; 
Parodi et al., 2017). As trait emotional intelligence is a 
transversal personality construct (Petrides et al., 2007), 
any instrument for measuring it must necessarily cor-
relate substantially with the big five personality traits. 
The CDE-SEC fulfils this requirement. 

The results of the incremental validity study show 
that emotional competence, measured by the CDE-SEC, 
predicts prosocial behaviour, young people’s difficulties, 
and self-esteem. The higher their level of emotional 
competence, the more aware young people are of their 
own emotions and the needs of others, their relation-
ships are more positive and satisfactory, and their 
prosocial behaviours increase (González-Yubero et al., 
2021; Ruvalcaba-Romero et al., 2017). Similarly, emo-
tional competences increase adolescents’ self-esteem as 
they have resources to face difficulties, and so help with 
their psychological development (Anto & Jayan, 2016; 
Cheung et al., 2015). Therefore, emotional competence 
has a direct impact on the cognitive valuations of life 
and on adaptive behaviour, as well as with the individ-
ual’s overall perception of his or her self; findings that 
have also been identified in other studies (Orozco, 2021; 
Petrides et al., 2007; Vargas et al., 2018). 

In parallel, we observed that while age did not pre-
dict prosocial behaviour, gender did, with female stu-

dents being more inclined to behave prosocially. These 
results agree with others from previous works on gen-
der differences (Hernández-Serrano, 2016; González & 
Moreno, 2022). We also found that only agreeableness 
predicted prosocial behaviour. Although this concept 
is little explored, some researchers have found a corre-
lation between use of cooperative strategies to resolve 
conflicts and greater agreeableness (Garaigordobil et 
al., 2016). So, agreeableness probably has a positive in-
fluence on adolescents’ disposition to resolve conflicts 
in a prosocial way. Emotional competence measured 
with the CDE-SEC demonstrated the capacity to pre-
dict prosocial behaviour above the different personality 
dimensions.

As for the prediction of adjustment difficulties, we 
did not find evidence for gender or for age. These re-
sults do not coincide with other studies such as those by 
Schoeps et al. (2021) and García & Gómez-Baya (2022), 
which indicate that girls display more emotional symp-
toms (anxiety, fear, and low mood), while boys display 
behavioural problems (aggressive or antisocial behav-
iour), giving rise to different ways of adapting to the 
physical and psychological changes of puberty. 

The CDE-SEC also demonstrated its power of pre-
diction above the different personality dimensions. In 
addition, we found that the openness personality trait 
negatively predicted adjustment difficulties. This find-
ing is similar to other studies that find that some per-
sonality traits seem to be better at explaining or pre-
dicting the presence of certain problems in adolescence 
(Molina et al., 2014).

Furthermore, in our study, neither age nor gender 
predicted self-esteem. These results are not new in the 
literature. For example, Orth et al. (2018) also did not 
find significant differences in self-esteem by gender. 
Nonetheless, more recent studies indicate that boys 
tend to display higher levels of self-esteem than girls 
(Gardner & Lambert, 2019) and that these increase 
with age (Bleidorn et al., 2016).

In contrast, we found that, in relation to personali-
ty, the dimensions of conscientiousness, openness, and 
extroversion predicted self-esteem. These results are 
consistent with earlier studies that show that self-es-
teem is associated positively with openness, conscien-
tiousness, extroversion, agreeableness, stability, and 
plasticity and negatively with neuroticism (Wagner 
& Gerstorf, 2017), so that the personality traits could 
affect self-esteem (Simkin et al., 2018). On the same 
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lines, emotional competence measured with the CDE-
SEC was also found to provide unique information 
about self-esteem in addition to that provided by the 
personality dimensions.

This work’s main strength is the formulation of an 
instrument that makes it possible to assess secondary- 
school students’ level of emotional competence. In addi-
tion, the correlations between the results of the CDE-
SEC and recognised measures of emotional intelligence, 
personality, self-esteem, adjustment difficulties and so-
cial behaviour, provide sufficient evidence for its use-
fulness and pertinence in guidance processes. For their 
part, the limitations of the work should be reviewed, 
such as the relatively low alpha reliability figures for the 
variables of adjustment difficulties and prosocial behav-
iour. These coefficients, however, are similar to those 
obtained in previous studies (see Di Riso et al., 2010). 
Moreover, this instrument’s explained variance is not 
very high, limiting its capacity to inform about the var-
iation in the data obtained. This drawback is partially 
offset by the fact that the instrument has demonstrated 
different types of validity and high reliability. 

Given these limitations, there is a need for new 
studies to replicate the findings obtained from partial 
samples. Increasing the number of participants and 
including representation of different educational and 
social contexts would be useful. It would also be of val-
ue to carry out longitudinal studies to investigate the 
stability of the instrument over time. Additional studies 
can help to understand better the possible relationships 
between trait emotional intelligence, the big-five per-
sonality dimensions, and predictor variables of proso-
cial behaviour. It would also be of interest to study the 
relationship between emotional intelligence and other 
variables to predict clinical symptoms such as anxiety 
or depression and so develop prevention and interven-
tion measures. 

We believe that having instruments that evaluate 
emotional competences is a vital requirement for the 
design and development of educational programmes 
to promote emotional education. Emotional education 
has multiple benefits for young people as it plays an 
important role in preventing socioemotional problems 
and in personality development. As well as favouring 
psychological adjustment, emotional competence is key 
in moments in which important developmental changes 
can threaten adolescents’ emotional development and 
well-being (Merino et al., 2023).

5.  Conclusions
The CDE-SEC has proven to be an instrument that 

is solidly founded, valid, and reliable, with psychomet-
ric properties that are appropriate and adequate for 
measuring the emotional competence of students in 
secondary education. It also has the capacity to predict 
other important aspects of adolescents’ development 
such as prosocial behaviour, adjustment difficulties, and 
self-esteem, and this predictive capacity is still main-
tained when personality is included in the regression 
equations. The applications of the CDE-SEC in the edu-
cational sphere contribute to the design and evaluation 
of educational guidance programmes, as well as to the 
personalised support for students in secondary educa-
tion to promote social and emotional development.
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Book reviews

Colom, T., Sarramona, J. & Vázquez, G. (2023).
Reflexión y práctica pedagógica [Pedagogical reflection 
and practice]. 
Horsori. 154 pp.

Pedagogical reflection and practice is the latest pub-
lication by three authors who have considerable experi-
ence and notable careers, characterised by underlining 
and publicising the connections between educational 
theory and practice. An approach that, while may not 
surprise people from other fields, is not common in the 
world of pedagogy.

It is true that, in recent times, the need to link 
theory-reflection-research with praxis, experience and 
contextualisation has been demanded in many educa-
tional innovation projects. This, however, has not been 
translated into concrete pedagogical proposals. Hence 
the value of the present work. Hence the value of this 
work.

The book we discuss here is divided into three chap-
ters. In the first, Toni Colom considers the theory of sci-
ence and the theory of education from an epistemolog-
ical perspective. He provides a systematic overview of 
this debate, embodied in the proposals by Mario Bunge 
and Karl Popper, through which he delves into the com-
plexity of education from a preferably qualitative ap-
proach. This enables him to respond to what escapes 
logical linearity. In other words, he is oriented towards a 
singular, unfathomable, and unknown self-organisation, 
with the various contributions of Humberto Maturana 
and Edgar Morin, among others. The author reminds 
us that education is hazardous and complex. Therefore, 
educational realities must be approached with an open 
and undefined structure of knowledge. All of this leads 
us to the current debate about the possible innovations 
that will have to be implemented when tools such as 
ChatGPT or similar are present in classrooms. We will 

have to explore the dimension of what is “undefined” in 
the broadest extent of the concept, creating opportuni-
ties for challenges that are hard to predict. 

Afterwards, Colom proceeds to bring all of the dis-
course about the origin and evolution of the theory of 
education towards its material existence, towards its 
practical application, both in regards to the material 
objects through which we teach and to the individuals 
who are at the centre of this process (without them, 
there is no education, as the author reminds us). Fur-
thermore, in order to be able to advance, this practice 
must be based on critical reflection, on moral-axiolog-
ical criteria that address teachers in their day-to-day 
work. We are also reminded that pedagogical practice 
starts from a technological foundation to locate this 
practical-reflexive orientation in the interests of a 
pragmatic instrumentalization. At this point, James 
and Dewey are mentioned as some of the authors who 
represent this basis. 

In the second chapter, Gonzalo Vázquez takes up 
Colom’s idea of technological reason . He suggests that 
the link between theory and practice is to be found in 
the principles and strategies implemented in different 
learning situations. For example, in the use of experi-
ences (as a Deweyian concept) and/or simulations to be 
able to reach the desired transference, put in place and 
increased in a variety of educational settings through 
this technology. All of this is with the basic idea of incor-
porating processes of dialogue (internal and external) 
through observation, on condition that it is support-
ed and corrected by critical, informed reflection. The  
author places particular emphasis on how emotions, 
both individual and group, contribute as a fundamental 
part of learning processes, underlining their undoubted 
impact in deep learning. Therefore, it is vitally impor-
tant to be able to put in place the conditions, both inter-
nal and external, for self-knowledge.
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It is on self-knowledge that the author bases the idea 
of maturity and cognitive equilibrium. This is of special 
interest for training our future teachers, individuals 
who encounter the dilemmas typical of this changing 
and sometimes bleak society. One example of this is the 
current debate over artificial intelligence, which brings 
us closer to what is unplanned, to what has not yet hap-
pened. Having a new, privileged window, even if it ex-
ceeds human cognition in speed on many levels, elicits 
as much wonder as insecurity. However, it is another 
element for shaping principles and strategies between 
educational theory and mindful, effective, and rigorous 
practice. As Vázquez notes, educational action presents 
the two faces of Janus: it is at, the same time, structur-
ing and unbalancing, although we would add that it is 
also vibrant.

The proposal closes with a third chapter which 
focusses on what its author, Jaume Sarramona, calls 
the “materialisation of educational action”. The fact 
is that theory contributes (as it should) to transform-
ing reality, to making each student’s learning possible 
from his or her own context and uniqueness. The au-
thor meticulously addresses and expands the material-
isation of theory as “form”, presenting the meaningful 
elements that comprise the action of professionalism 
in teachers. And with this intent, he positions the ac-
tivity of didactic planning as the heart of school edu-
cational practice.

It is strongly recommended that teachers with lit-
tle experience and also those with most expertise care-
fully read all of the key elements that must be taken 
into account in classroom planning, which the author 
spells out and, more notably, how all of them are given 
a sequenced time and space throughout the educational 
process. 

Sarramona analyses the extent to which planning 
is a sign of professionalism in teachers. He follows the 
principles of prediction and precaution, but also in-
cluded the artistic and creative aspect, in order to be 
able to give way to the necessary capacity for flexibil-
ity that continuous learning requires. Planning and, 
at the same time, being flexible in order to be able to 
approach the purposes of education. In this way, the 
questions of why we have to educate and what we ed-
ucate for can be answered. Planning and flexibility to 
personalise learning with a variety of strategies and 
resources that the author offers with clear summary 
schemes, based on practical formulations and advice 
with various resources.

Evaluation is shown to be a process that cuts across 
all of the planned didactic sequence. This evaluation’s 
main objective is to help students in their process of 
self-regulation. This evaluation must be at the heart of 
the rhythm and style of all learning, requiring teach-
ers to construct instruments for systematic observation 
that make it possible to measure results and verify the 
fitness of the educational materialisation as proposed 
and implemented. 

Toni J. Colom, J. Sarramona, and G. Vázquez offer 
us wise pages in this joint book that combine theoretical 
knowledge and a practice-based outlook, a valuable tool 
for current and future teachers, as well as for the people 
who train them. 

Dr Isabel Alvarez i Canovas  
and Dr Joana Ferrer i Miquel ■ 

Berkowitz, M. W. (2022).
Modelo PRIMED para la educación del carácter. Seis princi-
pios esenciales para la mejora escolar [PRIMED for charac-
ter education: Six design principles for school improvement].
EUNSA. 355 pp.

To be, or not to be, that is the question. As it is in 
character education as well. In his pedagogical research, 
Marvin Berkowitz reduces the problem he confronts to 
its most basic components, as Shakespeare already did 
in the field of literature, and, in so doing, uncovers the 
metaphysical scope of his professional endeavour. In the 
case of PRIMED for character education, this undertak-
ing is based on teaching and, as noted above, appeals 
to what is most radical, which is “how to be” and “how 
to live” (p. 4). Throughout this work, this is precisely a 
matter of attaining an effective practice to achieve “the 
flourishing of human goodness in schools” (p. 4), which 
is what gives most meaning to people’s life and being. 
This goodness is considered in the spirit of his book as 
“the inclination and capacity to make the world a more 
just and compassionate place for everyone and for that 
to be central to one’s sense of self” (p. 16). The purpose 
of this publication, expressed in more detail, is set out 
straightforwardly: “how we can build a better world 
through understanding, committing to, and acting 
upon what is most effective in nurturing the flourishing 
of human goodness, especially in kids” (p. 3). Through 
guidelines and specific examples largely implemented 
by notable or pioneering educators, Berkowitz clarifies 
the most appropriate way to achieve this objective of 
goodness, which must emanate from the “inner core, in 
other words, our character” (p. 4). 
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Modelo PRIMED para la educación del carácter is 
marked by great sharpness of ideas, fluent exposition, 
and conceptual clarity. It revolves around six central 
ideas that are, as the subtitle states, the six essential 
principles for improving schools. PRIMED, in fact, is 
an acronym based on these six ideas or “design prin-
ciples” that connect “to guide the construction of an 
comprehensive, evidence-based, and effective charac-
ter education initiative” (p. 172). These principles are 
priority, relationship building, intrinsic motivation, 
modelling goodness, empowering students, and de-
velopmental (pedagogy), as stated in the book’s table 
of contents. The author devotes a chapter to each of 
these elements, divided in turn into multiple sub-sec-
tions. Similarly, the detailed explanation of these six 
essential nuclei is preceded by an introductory chap-
ter and is rounded off, in a final section, by a series 
of closing considerations and notes summarising what 
has been presented. The book has a total of eight parts 
or chapters. 

In line with the above, it could be said that the au-
thor proposes a guide for “effective” character educa-
tion that illuminates and makes it possible to inter-
vene in how “we be with others and then what we do as 
a consequence” (p. 5) in the context of achieving good-
ness in the learning of children and adolescents, the 
fundamental objective of the book. Indeed, “effective 
practice, grounded in deep understanding, is the heart 
of this book” (p. 4). Consequently, there can be no op-
position between being and doing: “we want a synergy 
between being and doing and having it all grounded 
in a deep understanding (knowing) of character, char-
acter development, and character education” (p. 7). 
However, there is a precedence of being over doing and, 
specifically, of teachers’ being over their formative (or 
better performative) activities in students. In effect, 
it “is first of all a matter of being and then a matter 
of doing” (p. 4). In other words: “If we want to rede-
sign schools or classrooms, we have to first redesign 
ourselves... our way of being” (p. 6). The question, of 
course, is how we go about doing this task. If Berkow-
itz takes us away from something in this book, it is the 
idea that there is a handbook to be applied directly or 
instantly that leads to achieving the desired product: 
“schools make the mechanical mistake all the time” (p. 
6) when, in reality, “there are no simple litmus tests 
of character” (p. 131). As Berkowitz observes, “under-
standing what will effectively foster character develop-
ment in schools […] is a much more complex chore and 
will be the focus of most of the rest of this book” (p. 
19). The methodological error described above, which 

is mechanistic in nature, is subsidiary to another that 
consists of wanting to find solutions to problems where 
it is perhaps most logical to look for them, but where, 
in reality, they are not found; in this way, teachers and 
institutions have often “been focusing instead on some 
of the well-intentioned but ineffective character edu-
cation practices” (p. 8). In this regard, “PRIMED is a 
framework for creating classrooms and schools, which 
are places where educators and students want to be” 
(p. 172). However, for a task like this, as noted above, 
everything must start with the transformation of the 
personal being of the teachers; a good metamorphosis 
of this type would serve as an example for character 
education and would favour the transfer to the chil-
dren of knowledge from the curriculum. Indeed, one 
of the mantras that Berkowitz repeats most often is 
that “kids don’t care how much you know until they 
know how much you care”, as children are “hypocrisy 
detectives” (p. 125). 

For the author of this book, truly educating means 
educating with the students. Nonetheless, this re-
quires people who are capable of promoting such an 
undertaking, who are well trained, and who have a 
talent for leadership that people want to imitate: “stu-
dents see and hear all you do and say and remember 
it” (p. 128). Consequently, “character education starts 
in your mirror […] it must start with the adults” (p. 
127), as there can never be “a great school without a 
great leader, and […] never […] a great character ed-
ucation school without a great character educator as 
the leader” (p. 61). At an institutional level, the main 
general methodological challenge for the management 
of educational centres is to discover how to integrate 
character education with the curriculum effectively, in 
a way that is effective for development, which is crit-
ical for a structural support that makes it possible to 
prioritise character education. 

Regarding the six PRIMED principles set out 
above, “prioritising” character education implies that 
it is not principally a means for academic success but 
that, above all, we must value nourishing goodness 
simply because goodness matters. However, if prioriti-
sation must be effective in order to have performative 
reach in the being of the students, “it should be clear 
that it is important to talk about about character and 
to have useful language with which to do so. Core char-
acter concepts are certainly a main part of that” (p. 
43). In this regard, Berkowitz notes the importance of 
taking inspiration in pre-established guidelines-frame-
works to direct us in the task of forging a noble and 
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good character, such as the six pillars of character of 
Character Counts or the publications of Character.org. 
With regards to the “relationship building” principle, 
it must be a true priority for character education to be 
successful; therefore, it is necessary to bear in mind 
that “the real trick here is that relationship building 
[…] must include all in the school and ideally stake-
holders outside the school as well” (p. 80). The third 
fulcrum of PRIMED is “intrinsic motivation”; in this 
sense, if our character resides within us and we want 
to change it, we have to aim at what is inside us. Ap-
plied to pupils, we have to discover how to make them 
internalise what we teach and model. In fourth place, 
there is the relevance of the “modelling”, which, grosso  
modo, has already been set out and which, ultimately, 
is a transversal factor as, if mechanicism is rejected 
when achieving character education objectives, one of 
the operative roads that appears before us is mimesis 
or modelling. The fifth PRIMED standard (“empow-
ering”) illustrates the vital importance of involving 
students in education and in the management of the 
school. Faced with the prejudices of “adultism”, based 
on the false belief that they are incapable, too imma-
ture, it must be accepted that sharing power brings 
many challenges, but is necessary for character educa-
tion. Finally, through the “pedagogy of development”, 
all of the PRIMED structure will be directed at being 
implemented in the ever-increasing direction, the fu-
ture, which frames how we educate, with a long-term 
view and not statically; in effect, children (adults as 
well, ultimately) are in a process of ascent towards 
new reference points in their journey of development 
and pedagogical strategies must be applied to achieve 
them. 

In summary: Modelo PRIMED para la educación del 
carácter urges us to reconsider our approach to classical 
educational problems and offers us a theoretical-practi-
cal framework for solving these challenges in a non-me-
chanical way, characterised by a conceptual toolkit 
with a deep philosophical basis. Indeed, according to  
Berkowitz, character education can only be effectively 
implemented when the personal being of the teacher 
and of the school can be modelled in the student lear-
ner. However, doing this requires transforming the in-
nermost being of the students towards goodness, some-
thing that can only take place thanks to a positive prior 
metamorphosis: that of the character of the person of 
the teacher. 

Unai Buil Zamorano ■

Rivas, S. & García-Diego, H. (Eds.) (2022). 
Escenarios de aprendizaje. Diálogos entre arquitectura, di-
seño y educación [Educational settings: Dialogues between 
architecture, design, and education].
Tirant lo Blanch. 409 pp. 

In a post-pandemic setting that has required the re-
formulation of teaching-learning spaces, the pedagogue 
Sonia Rivas and the architect Héctor García-Diego have 
published the book Educational settings: Dialogues 
between architecture, design, and education. Although 
interest in the influence of space on the quality of 
teaching–learning processes was already present in ed-
ucational discussions, the context of the health crisis 
has brought it to the forefront. The book starts from 
the change in paradigm in the understanding of homes, 
which were traditionally spaces dedicated to privacy, 
rest, and family life but have become places for work 
and study; and how spaces traditionally designed for 
learning (universities and schools) have been permeat-
ed by the need to be places that are accommodating, 
livable, and capable of embracing vulnerability. The 
emergency situation and the experience of the summer 
course on the dialogue between education and archi-
tecture organised by the editors at the Universidad de 
Navarra after the lockdown of 2020, provide a justifica-
tion and purpose for this book. 

Throughout the book, the etymological and neces-
sary connection between the verbs “to learn” and “to 
inhabit” in Spanish (‘aprender’ / ‘habitar’) is repeatedly 
mentioned. What is learnt is absorbed insofar as it is 
inhabited (it becomes a habit) and possessed through 
the senses. Similarly, the spaces where this happens are 
directly influenced by the greater or lesser possibilities 
of time and space that architecture facilitates. The val-
ue of this book (which features a prologue, an introduc-
tion, and twelve chapters) lies both in the contributions 
made by the twenty-one authors who have participated 
from the fields of education and architecture and/or de-
sign (nine chapters are collaborations between authors 
from each discipline) and in its editing. Architecture 
and education open up to each other in a complemen- 
tary and, at the same time, unifying dialogue. 

Stephen Heppell, the author of the prologue, opens 
by setting out what he believes will be the educational 
challenges of the next seventy-five years. The innova-
tive focus is the handling of the undeniable paradigm 
shift that digital tools and social media have introduced 
both in the endeavour of learning and in comprehen-
sion of the material world. Distance learning, which 

http://Character.org
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has a long history, is something more than real in re-
cent years, as Alexi Marmot explains in the introduc-
tion. By its very nature, distance learning does not hap-
pen in a formal architectural space. Hence the response 
that Rivas and García-Diego offer in chapter eight on 
the possibilities and needs for transformation of homes 
that are the site of remote work and/or learning ac-
tivities (whether through unavoidable circumstances, 
like the pandemic, or by choice, for example studying 
a MOOC) and they open a debate on the best material 
conditions (light, furnishings, space) and environmen-
tal ones (order, routines, and family dynamics) for this 
to be a success. 

The book does not present a linear argument and the 
chapters do not share a single theory of education or ar-
chitecture. However, certain questions, reflections, and 
concepts underlie all of them. One of these is the post-
modern concern with ecology and learning. Although 
also forming part of its relationship with the environ-
ment, ecology refers to the question of the total growth of 
the person in relation to its own nature. Juliette Heppell  
sets out the case of the Brightlingsea Beach School 
based on the learning outside the classroom (LoC) 
methodology. In chapter four, Carolina Ugarte and 
Jorge Tárrago Mingo consider the impact that archi-
tectural spaces open to the outdoors and in connection 
with nature have on learning and on well-being and the 
evidence for this. Chapters eleven and twelve implicitly 
illustrate this concept of ecology in the relationship be-
tween architecture and special educational needs. Ligia 
Solís Salido and María Villanueva Fernández provide 
valuable examples of typical school furnishings that fa-
cilitate concentration for students with ADHD. In ad-
dition, the architect Miguel A. Alonso del Val describes 
the design process followed in the Andrés Muñoz Garde 
special education centre in Pamplona.

As noted above, methodological and architectural 
proposals need to go hand in hand to create learning 
spaces that open their doors to vulnerability, personal 
development, and the connection with the other or with 
the task in hand. So, the chapter by Stephen Heppell and 
Farid Mokhtar Noriega provides a holistic analysis of 
healthy learning environments. Also, in chapter three, 
Pablo Campos Calvo-Sotelo and Laura Luceño-Casals 
consider this when providing an overview of training 
places for creative specialities in the university (in this 

case, for degrees in architecture and fashion) while stat-
ing how these spaces influence meaningful learning. 

The combination of principles and retrospective 
examination of practical experiences in Rosan Bosch’ 
contribution in chapter two (where she shows how ped-
agogical principles guide the design of learning spaces 
in her studio) makes this a good companion for chapter 
nine, by María Villanueva Fernández and Sonia Lara 
Ros. Architecture and pedagogy suggest the potential 
of architecture in the development of creativity in the 
triad of society–school-classroom through different ex-
amples of reference schools in the USA, Finland, and 
the Netherlands. Similarly, the essentially theoretical 
chapter by Carmen Urpí Guercia and Clara Eslava  
Cabanellas is of special value as it reclaims and explains 
in Spanish the diagrams John Dewey proposed in Art as 
Experience (1934) for organising the school.

As is apparent, the book’s structure means the chap-
ters can be read in the order proposed or readers can 
plot their own course and see the connections between 
them. The discussion between Ana Costa París and 
Juan Miguel Otxotorena Elicegui on how educational 
theories transform how spaces are understood is based 
on the presentation of a university centre and a school 
designed by Otxotorena. This chapter also comes re-
lates to the one written as a dialogue between Santiago  
Atrio and Jaime Úbeda. The authors ask each other 
questions and answer them, and so the reader finally 
concludes that there is a need to situate human educa-
bility as a guiding vector when generating architectural 
proposals. 

As a systemic reality in which many factors are 
at play and responsibilities are shared, education ul-
timately desires the habitation of its spaces. Spaces 
that have been questioned and transformed as a result 
of social and cultural changes in recent decades, and 
which will continue to be questioned and transformed 
in coming decades. This scenario requires this dialogue 
and comprehension between educators and architects, 
beyond the principles given by their respective disci-
plines. The converging approach this book proposes 
opens up a broad outlook to other dialogic approaches 
of this type.

Carmen María Basanta Vázquez ■
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Instructions for authors

A. Purpose of the journal

Revista Española de Pedagogía was created in 1943 and its 
search for excellence has always distinguished itself. It has been the 
first journal of pedagogical research in Spanish that has been in-
dexed in the most relevant international databases. It accepts only 
original, high quality submissions from anywhere in the world that 
help advance pedagogical knowledge, avoid mere opinion polls, and 
are  of general interest. Articles must follow commonly accepted 
ethical criteria; in particular, in cases of plagiarism and falsifica-
tion of data, the author will be penalized by the rejection of their 
submissions. Articles with more than three authors will only be 
accepted if a reasoned explanation is provided, and in any case, the 
intellectual collaboration of all the signatories must be certified, 
not just data collection. It publishes three issues per year.

B. Languages used in the journal

The REP is published on the journal’s website (revistadepeda-
gogia.org) in Spanish and English. If an article is accepted, an eco-
nomic agreement will be reached with the authors to implement 
the procedure that guarantees the use of appropriate  academic 
language in them, with the translation being done by native expert 
professionals in each of the languages who must translate all the 
contents of the original article, including tables and graphs.

The texts cited in the article that were originally published in 
Spanish, even if they were later published in an English transla-
tion, must also be included in their original language. In this way, 
translators will not have to translate these texts again. In particu-
lar, it is preferable for a classic text to be cited with both versions: 
that of its original and that of the printed translation.

C. Requirements of originals

C.1. The publication of research articles must be in accordance with 
the Publication Manual of the American Psychological Association 7th 
Edition, 2020, (www.apastyle.org). Here are some basic points which 
must be strictly followed by the authors.

1)	� The length of the contributions, including all sections, will be 
between 6000 and 7500 words, using the Times New Roman 
typeface.

2)	� Articles should be submitted following the structure and for-
mats indicated in the template that can be found on the jour-
nal’s website (https://www.revistadepedagogia.org/rep/plantilla_ 
articulo_eng.docx).

3)	� In cases where authors have compound names or use more than 
one last name, such as Hispanic authors, they should be connec-
ted with a hyphen. Example: María-Teresa Calle-Molina.

4)	� 6 to 8 keywords should be included.

5) 	� Following the APA model, the References list will be at the end of 
the article, in alphabetical order by surname, naming all the au-
thors up to a maximum of twenty, with the second line indented.

The translation into English or Spanish should be included in 
square brackets next to the original title of the publications, sin-
ce in the Spanish version of the article, the Spanish translations 
of the titles of the works published in English will be provided. 
DOI of publications should be always included whenever 
possible.

Some examples are given below:

• Books:

Genise, N., Crocamo, L., & Genise, G. (2019). Manual de psicote-
rapia y psicopatología de niños y adolescentes [Manual of Psy-
chotherapy and Psychopathology of Children and Adolescents]. 
Editorial Akadia.

• Journal articles:

Siegel, H. (2002). Philosophy of education and the Deweyan lega-
cy. Educational Theory, 52 (3), 273-280. https://doi.org/10.1111/
j.1741-5446.2002.00273.x

• Chapters in multiauthor books:

Mendley, D. M. (2005). The research context and the goals of tea-
cher education. In M. Mohan & R. E. Hull (Eds.), Teaching 
Effectiveness (pp. 42-76). Educational Technology Publications.

• References to web page:

Guarino, B. (2019, January 3). How will humanity react to alien life? 
Psychologists have some predictions. The Washington Post. https://
www.washingtonpost.com/news/speaking-of-science/wp/2017/12/04/
how-will-humanity-react-to-alien-lifepsychologists-have-some- 
predictions

U.S. Census Bureau. (n.d.). U.S. and world populatíon dock. U.S. 
Department of Commerce. Retrieved July 3, 2019, from  ht-
tps://www.census.gov/popclock/

6)	� References in the body of the article are written in an ab-
breviated way that differs from what is used in the referen-
ce list. Specifically, if the reference is a direct quotation, the 
text must be enclosed in quotation marks and, usually at 
the end, the author’s last name, year and page number are 
placed in parentheses: “(Taylor, 1994, p. 93)”. If it is not a 
direct quotation, and so is not enclosed in quotation mar-
ks, the page number will be omitted: (Taylor, 1994). When 
the author’s name is given  in the text he/she will not be 
included in the parenthesis: “According to Taylor (1994, p. 
93), culture ...” When an idea is supported by several au-
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thors, they will be separated by semicolons: “(Taylor, 1994;  
Nussbaum, 2012)”.

To quote several works by one author, only the years will be 
added after the author, with letters added if it is necessary to dis-
tinguish between publications from the same year: “(Taylor, 1994, 
1996a, 1996b)”.

When citing works by 3 or more authors, only the first one is 
cited followed by “et al”.

Textual quotes will be written in-line if they have fewer than 
40 words. If the quotation has 40 words or more, it will be placed 
in a separate paragraph, without quotation marks, indented by 0.5 
cm and in the body text style in a typeface one point smaller. Fo-
llowing the quotation, the author, the year and the page are added 
in parentheses. The material quoted is reproduced textually, inclu-
ding spelling and punctuation.

Other authors’ texts will be quoted following the criterion of 
consulting the originals that are written in those languages and 
using their official translation when such text has also been edited 
in the other language. If this official translation is not available, 
the quoted text will be offered to the readers translated by the au-
thor of the article (noting that the translation belongs to the au-
thor of the article), or by the sworn translator hired by the journal.

The use of endnotes will be limited. They must have correlative 
numbering, using the automatic system in Word and they will be 
placed after the body of the article and before the References that 
list everything cited in the text.

7)	� To highlight a word, italics will be used. Underlining or bold 
should not be used.

8)	� The number of lists, diagrams, tables and figures in the text 
should be limited. These will be called Tables or Figures. In 
any case, they must be where they should be in the article. In 
tables, columns should be aligned using tabs (only one tab per 
column). When quoted in the text (e.g., “as we see in Figure 1 
on core subjects”), only the first letter will be capitalized, while 
at the top of the Table or Figure the whole word will be in small 
caps, in 12 point capital with Arabic numerals, followed by a 
point, writing the title in normal text.

The text within the table will be written in the same typeface 
as the normal text and in 9 point. The source of the table or figure 
will be placed below it, without a space of separation, stating the 
Source, colon, surnames, comma and year.

Graphs and tables, in addition to appearing where they should 
in the article, have to be sent in their original editable format whe-
never possible. Images should always be sent in high resolution 
(300 dpi).

9)	� Equations will be centered, separated from the main text by two 
lines. They should be referenced in the text, stating the number 
of the equation; therefore, they will be accompanied by Arabic nu-
merals, aligned to the right and in parentheses in the same line.

10)	� The article will conclude with a list of the bibliographical refe-
rences of all the works cited, except for the works cited whose au-
thors include one of the authors of the article. In these cases, the-
se works will be listed in the version with names of the authors, 

while in the anonymous ones they will not be included in the 
references, although they will appear in the text, where they will 
appear as follows: “(Author, 2022, p. 39)”. Citation of publica-
tions belonging to journals or publishers considered “predatory”, 
i.e., those that lack a rigorous and quality scientific evaluation 
system (e.g., double-blind peer review) and whose main purpose 
is not to disseminate knowledge but to obtain an economic profit 
by charging publication fees to authors. Lists of predatory publi-
shers and journals can be consulted at: https://beallslist.net/

11)	� Finally, a brief biography of the authors should be included, of 
a maximum of ten to fifteen lines, which should mention their 
ORCID and the main aspects of their academic career, current 
academic situation and the university where they obtained 
their higher academic degree.

C.2. In addition to research articles, the Revista Española de 
Pedagogía wishes to keep up to date by publishing, in various for-
mats, other works and relevant information in pedagogical science. 
For this reason, it publishes reviews of books, current news, brief 
commentaries on educational problems, readers’ comments on ar-
ticles published in the last year, etc. The reviews, always on recent 
books from relevant publishers, will be between 1200 and 1700 
words. They will be headed by the book’s details as follows:

Villardón-Gallego, L. (Coord.) (2015).  Competencias genéricas en 
educación superior [Generic competences in higher education]. 
Narcea. 190 pp.

Commentaries will be of moderate length. The analysis of pu-
blished articles will be sent, from the journal, to the author of the 
analysed article, so that he/she can prepare a response.

D. Communication with authors and evaluation of originals

The reception of originals is permanently open. Special dead-
lines may be set for public calls for papers for monographic issues.
Special deadlines may be set for public calls for papers for mono-
graphic issues.

The assessment process is objective and impartial. To this end, 
the “double-blind” principle is applied. External reviewers will 
work in the assessment process to guarantee expert opinions.

The corresponding author will receive an automatic notifica-
tion confirming receipt of his article. Within three weeks of this no-
tification, the author will receive the results of the first evaluation 
carried out by the journal's editors. The time frame established 
for completing the review process is four months, counting from 
the email of receipt of the article. After this deadline, the author 
will ordinarily be informed of the final outcome of the assessment. 
An author whose paper has not been selected may resubmit other 
papers at a later date.

The publication of articles does not entitle authors to any form 
of remuneration. All authors are required to use the most effective 
methods to disseminate their articles, obtain citations and contri-
bute to the advancement of pedagogical knowledge.

E. Publication costs

Once the article has been approved for publication in the REP, 
authors only have to pay for the translation of their article into 

https://beallslist.net/
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Spanish or English, if applicable. ITo ensure the quality of publi-
shed works, we follow a policy of accepting only professional trans-
lations from accredited translators.

Payment for translation is based on the following conditions:

• �If the article is supported by a research grant, or similar, 
the invoice will be paid in full by the body supporting the 
research.

• �In the case of a freelance article, the author must pay the 
fixed amount of 400 euros (taxes included), and the journal 
will be responsible for the rest of the cost of the translation.

F. Dissemination of published papers

Once the papers have been published in the Revista Españo-
la de Pedagogía, authors can contribute to dissemination tasks, 
both by supporting the ones that the journal itself carries out and 
by their own initiative.

The  Revista Española de Pedagogía  has profiles on the 
main social networks (Facebook, Twitter and LinkedIn), where it 
disseminates the papers it publishes, consequently we recommend 
that authors follow the journal on these networks and share their 
publications.

https://www.facebook.com/revistadepedagogia

https://twitter.com/REPedagogia

https://www.linkedin.com/company/revista-espanola-de-pedagogia

To assist in the dissemination of their articles, once approved for 
publication, authors will be asked to send:

• �Two key summary sentences of their article of a maximum of 
180 characters for use on social network X. 

• �A summary of your article of about 90 words for use on Facebook  
and Linkedin.

• �A video of approximately 1 minute in length, in horizontal for-
mat, summarizing the main ideas developed in the article for 
use on our social networks would also be appreciated.

• �Our journal is also part of the academic blog Aula Magna 2.0 
(http://cuedespyd.hypotheses.org/), where entries on topics of 
interest for educational research are published periodically, as 
well as reviews of articles, which contribute to its dissemina-
tion. Aula Magna 2.0 publishes an entry dedicated to an article 
of the REP for each published issue, for which the authors will 
be asked to provide a longer summary, of between 600 and 1500 
words, in a language accessible to the general public and a hi-
gh-resolution photograph.

Authors are also encouraged to deposit or disseminate accepted 
articles in:

• �Institutional repository of their university and public reposito-
ries (SSRN, Zenodo, etc.).  

• �Google Scholar, ORCID, Dimensions, PlumX, etc.

• �Scientific social networks.  

• �Social networks (Facebook, Twitter, LinkedIn, etc.).  

• �Personal or institutional website, blog, etc. 

It is required that all the bibliographic data of the published work 
be detailed in these publications.
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https://www.linkedin.com/company/revista-espanola-de-pedagogia




Databases and bibliographic directories
Social Sciences Citation Index, Scopus, Cabell’s International, Catálogo Latindex, 

Contents Pages in Education, Dialnet, Dulcinea, EBSCO Academic Search Complete, 
EBSCO Academic Search Elite, EBSCO Academic Search Premier, EBSCO Academic 
Search Ultimate, EBSCO Education Full Text, EBSCO Education Research Complete, 

EBSCO Education Source, EBSCO Education Source Ultimate, EBSCO Serials Directory, 
Educational Research Abstracts Online (ERA), Fuente Académica, Fuente Académica 

Plus, Fuente Académica Premier, Google Scholar, IBR Online Internationale Bibliographie 
der Rezensionen geistes- und sozialwissenschaftlicher Literatur, IBZ Online Internationale 

Bibliographie der geistes- und sozialwissenschaftlichen Zeitschriftenliteratur, IRESIE. 
Base de datos sobre Educación, JSTOR, Matriz de Información para el Análisis de 
Revistas (MIAR), MLA International Bibliography, Periodicals Index Online (PIO), 

Psicodoc, Redined – Red de información educativa, Social SCIsearch,  
Ulrich’s Periodicals Directory.

Classifications and rankings
Journal Citation Reports (JCR), Scimago Journal & Country Rank (SJR), Scopus Sources, 

Agenzia Nazionale di Valutazione del Sistema Universitario e della Ricerca (ANVUR), 
Clasificación Integrada de Revistas Científicas (CIRC), Dialnet Métricas, European 

Reference Index for the Humanities (ERIH).

Library catalogs
Catálogo Colectivo de la Red de Bibliotecas Universitarias Españolas (REBIUN), Catálogo 
Colectivo de Publicaciones Periódicas (Biblioteca Nacional), Catálogo Colectivo del CSIC, 

Catálogo de la Biblioteca de Educación (Ministerio de Educación y Formación Profesional), 
Catalogue Collectif  de France (CCFr), Catalogue SUDOC (Francia), Library Hub Discover 

(Reino Unido), The British Library Current Serials Received, Worldcat (OCLC).

The Revista Española de Pedagogía was founded in 1943 by the Consejo Superior de 
Investigaciones Científicas and has been published since issue 259 by the Universidad 
Internacional de La Rioja. The journal has a research nature and a universal vocation. 

It was the first journal in Spanish to be indexed in the Education category of  the Social 
Sciences Citation Index and the Journal Citation Reports.

The Revista Española de Pedagogía publishes three issues a year. The authors express the 
ideas contained in their respective articles under their sole responsibility. A full English 

version of  the articles published from 2017 onwards is available on the journal's website.

Correspondence should be addressed to the Directors of the Revista Española de 
Pedagogía: Avenida de la Paz 137, 26006 Logroño, La Rioja, Spain.

For more information, please visit revistadepedagogia.org.

 



Published by the Universidad Internacional de La Rioja

1943
2024


