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Abstract

Affective and Sexual Education (ASE) is becoming prominent in the educational field.
The objective was to investigate teachers’ training in ASE, its practical application, and
its impact on students’” psychosocial well-being. To this end, a qualitative study was
conducted using inductive content analysis. Through convenience sampling, 11 teachers
from Spain participated, completing an open-ended questionnaire via Google Forms. The
data were analyzed using thematic coding in Atlas.ti 9. The results are organized into
two themes (Teacher Competence and Pedagogical Practice, and Psychosocial Impact
and School Climate), subdivided into four subthemes (Teacher Training in ASE, Teaching
Practice in ASE, Psychosocial Aspects and ASE, and School Climate and ASE). The findings
regarding teacher training needs and the positive impact on students” holistic development
and the school climate are discussed. The need for a collaborative approach with families
and the structural and social barriers to its implementation are highlighted.

Keywords: affective-sexual education; teacher training; psychosocial factors; school
coexistence; teachers

1. Introduction

Initial and continuing professional development in ASE significantly influences both
daily classroom practice and students’ psychosocial development (Guzman Mora 2026).
Strengthening the synergy between teacher training and psychosocial outcomes is therefore
essential. The current educational system often prioritizes homogeneity, a structural factor
that may inadvertently hinder students” holistic development (Gomez-Gomez 2023).

Addressing these gaps is vital for transforming school community life. Adoles-
cents increasingly demand comprehensive education that respects classroom diversity,
fosters self-awareness, and provides tools for establishing healthy interpersonal bound-
aries (Manas and Gonzalez 2022).

Defining ASE is a necessary starting point. The International Planned Parenthood
Federation (2006) characterizes ASE as a model for sexuality and relationship education
tailored to the developmental stages and cultural contexts of students. It emphasizes the
provision of objective, scientifically rigorous information. The United Nations Educational,
Scientific and Cultural Organization (2010) expanded this definition, asserting that such
education empowers individuals to critically examine personal attitudes, develop commu-
nication skills, and mitigate health risks. The World Health Organization (World Health
Organization 2023) reinforces that this learning process should begin at age five, as it
remains a shared responsibility among educators, families, and healthcare professionals.
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However, implementing these international guidelines within the Spanish context
faces structural and ideological hurdles. Current legislation (LOMLOE, 2020) mandates
the integration of ASE as a cross-curricular component alongside emotional and health
education, aligning with the 2030 Agenda’s Sustainable Development Goals (SDGs). These
goals underscore shared priorities such as gender equality, public health, and human rights.
Marias and Gonzalez (2022) note that ASE directly supports SDGs 3, 4, and 5, which focus
on healthy lives, inclusive education, and gender equality (Spanish Network of the Global
Compact n.d.). Despite this legal framework, Spain lacks a dedicated ASE curriculum.
Implementation is frequently left to the discretion of individual teachers or autonomous
communities, often relegating the subject to secondary education and neglecting its affective
and relational dimensions (Diaz-Tejerina et al. 2024; Fedele et al. 2025; Garcia-Vazquez et al.
2024; Seiler-Ramadas et al. 2021).

Existing literature reveals a critical deficit regarding faculty attitudes toward affective-
sexual diversity. Sexist prejudices and homonegativity persist among both in-service
teachers and undergraduate students (Lara-Garrido et al. 2022; Gonzdlez et al. 2024; Robin-
son and Ferfolja 2002). Furthermore, research consistently highlights significant training
gaps in both terminology and methodology, which complicate the integration of ASE into
school projects (Diaz-Tejerina et al. 2024; Ferndndez Hawrylak et al. 2022). Gender-based
discrepancies regarding the appropriate age to introduce this content further underscore
the need for standardized training (Diaz-Tejerina et al. 2024).

Marfias Olmo et al. (2023) observe that while families and educators recognize
the necessity of ASE training, they often disagree on responsibility and coordination.
Collaborative frameworks involving the educational community, families, and external
support services—such as social and health care providers—are essential to bridge
these gaps (Perez Rubiano and Fuentes Doria 2023).

Scholarly suggestions for improvement are often grounded in practical experience.
Fernandez Hawrylak et al. (2022) argued for the establishment of protocols to foster
inclusion, while Diaz-Tejerina et al. (2024) advocated for Social and Emotional Learning
(SEL) courses as accessible alternatives to regional programs. ASE curricula are recognized
for their potential to improve health outcomes, cultivate respectful school environments,
and eradicate violence. Ultimately, Gonzélez et al. (2024) emphasized the urgency of
reforming initial teacher education to integrate affective-sexual, bodily, and gender diversity,
thereby ensuring safe, non-discriminatory environments for future generations.

Despite these proposals, a research gap persists regarding how active teachers perceive
the direct impact of their training—or lack thereof—on students’ psychosocial progress.
Previous studies have primarily identified training deficiencies or negative attitudes, yet
few have linked daily practice to the holistic benefits of ASE. This study addresses this
gap by offering an integrated analysis that connects teachers’ self-perceived competencies,
curricular realities, and the psychosocial impact of their pedagogical practice.

The general objective of this study is to gather information regarding teacher training
in ASE, its classroom application, and teachers’ perceptions of its impact on psychosocial
development and school community life. Specific objectives include: (a) identifying teach-
ers’ training and self-perceived competencies; (b) describing the current integration of ASE
into the curriculum; (c) detailing the link between ASE and students’ psychosocial factors;
(d) comparing the role of ASE as a preventive tool for school coexistence; and (e) identifying
implementation barriers and training needs. These objectives provide the basis for the
following research questions: How do teachers perceive their training and their ability to
implement ASE? How do they believe ASE impacts students’ psychosocial development
and school community life?
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2. Materials and Methods
2.1. Design

This study utilized a qualitative approach to examine teacher training in ASE
within Spain. A qualitative content analysis design was adopted, as it provides a
robust framework for drawing inferences from textual data and identifying underlying
thematic patterns (Weber 1990; Hecker and Kalpokas n.d.). This methodology facilitates
the systematic organization and categorization of data, thereby elucidating teachers’
perceptions and emerging conceptual themes. Furthermore, compared to ethnographic
or observational approaches, content analysis via open-ended questionnaires is less
intrusive. By requiring no direct intervention within the participants” professional
environments, this design fosters a more candid and uninhibited expression of their
personal experiences (Hecker and Kalpokas n.d.).

2.2. Participants

Data collection was conducted in the province of Almerfa and the Region of Murcia,
Spain. This geographic selection was purposeful, as teachers from different universities
possess varied backgrounds in initial teacher education. Furthermore, the significant
variations between these two regions regarding curricular specifications, institutional
projects, and continuing education programs are fundamental to understanding the
landscape of ASE training.

The sample comprised 11 teachers selected via convenience sampling, accounting
for diversity in professional experience, educational stages, and school types. Although
the sample size is modest, it is well-suited for a qualitative design centered on open-
ended inquiries, as it prioritizes interpretive richness and discursive depth (Tracy 2021).
Participants were recruited through the researchers’ professional networks, with initial
contacts facilitating access to the final sample. To maintain research integrity, investigators
ensured they held no direct professional or personal affiliations with the participants.

Regarding the sample, 9.1% (n = 1) were male (mean age 33 years), and 90.9%
(n = 10) were female (mean age 30.4 years), with a total mean age of 30.63 years
(range 24-33). Regarding experience, 54.5% (n = 6) reported 1 to 5 years, 27.3% (n = 3)
reported less than 1 year, and 18.2% (n = 2) reported 6 to 10 years. Regarding educa-
tional level, 45.5% (n = 5) taught in primary school, 36.4% (n = 4) in preschool, and
18.2% (n = 2) in secondary school. Finally, 54.5% (n = 6) worked at public schools, and
45.5% (n = 5) at subsidized schools (Table 1).

Table 1. Sample Characteristics.

Participant (P) Gender Age Educational Level Teacl}mg School
Experience Status
P1 Female 31 Preschool education 1 to 5 years Subsidized
P2 Female 33 Secondfiry Less than 1 Subsidized
Education year
P3 Female 32 Second.ary 1to 5 years Public
Education
P4 Female 31 Preschool education 1 to 5 years Public
P5 Female 24 Primary school Les;;t:jn ! Subsidized
P6 Female 28 Primary school Less than 1 Public
year
p7 Female 32 Preschool education 1 to 5 years Subsidized
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Table 1. Cont.

Participant (P) Gender Age Educational Level Ei;aecrl;eizlrlfe Ssct:z:):
P8 Female 30 Primary school 1to 5 years Public
P9 Female 30 Primary school 6 to 10 years Subsidized
P10 Male 33 Primary school 1 to 5 years Public

2.3. Data Collection

Data were collected using an open-ended questionnaire administered to teachers across
preschool, primary, and secondary education levels. The instrument aimed to elicit detailed
information regarding their training, professional experience, perceptions, and the challenges
they encounter in implementing ASE. Due to the professional and personal constraints of the
participants, Google Forms was utilized as a practical alternative to face-to-face interviews.
Data collection was conducted between December 2025 and January 2026.

The research adhered to ethical standards approved by the Bioethics Committee
of the University of Almeria (Reference: UALBIO2025/038). Prior to completing the
questionnaire, participants were required to review and accept the terms of the study on a
dedicated landing page, which ensured that participation remained voluntary, anonymous,
and strictly confidential.

The questionnaire was designed to address the training received—both initial and
ongoing—on ASE and how participants apply it in the classroom. In addition, questions
were posed focusing on the relationship between ASE and the well-being of the student
body and school life. The questions are structured around the following key themes: (a) per-
sonal assessment of ASE in the curriculum of the educational stage; (b) main challenges
or barriers preventing the implementation of ASE; (c) initial and ongoing training, useful
content and tools, as well as their implementation in daily practice; (d) difficulties and
challenges with students; (e) disruptive experiences resulting from the absence or lack of
ASE in the school; and (f) the role of the family within the framework of ASE.

2.4. Data Analysis

Data processing began with an immersion phase that involved a general reading, followed
by coding and analysis using the qualitative software Atlas.ti 9. This processing was carried out
in accordance with the stages outlined by Miles and Huberman (1984) and Rodriguez Sabiote
et al. (2005), with particular emphasis on the analytical stage, which consisted of data reduction,
organization, transformation, and content formulation and verification.

The coding process followed an inductive approach, as categories and codes
emerged directly from the data, facilitating the identification of core concepts and
their interrelations. Data saturation was achieved through a comparative analysis
of educational stages, work contexts, and teacher involvement profiles; by the ninth
participant, patterns and challenges consistently recurred, and no further categories or
dimensions emerged within the Atlas.ti 9 software.

To ensure research rigor, consensus and consistency were established through a three-
step validation process. First, the two principal investigators conducted a comparative
analysis and data triangulation by cross-referencing new codes with those previously identi-
fied. Subsequently, a third researcher reviewed the consistency of the codes, categories, and
themes to resolve any discrepancies. Finally, member checking was performed; preliminary
findings were shared with the participants to confirm that the researchers’ interpretations
accurately reflected their professional realities and experiences.

To ensure scientific rigor and quality, the research design, analysis, and reporting
adhered to the Consolidated Criteria for Reporting Qualitative Research (COREQ;
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Tong et al. 2007). Specifically, the study addressed methodological and theoretical
orientation (Item 9), sampling strategy (Item 10), and sample description (Item 16).
Furthermore, the instrument was validated through a standardized question guide
(Item 17), the assessment of data saturation (Item 22), and transcript verification
(Item 23). The analysis and presentation of results strictly conformed to COREQ
guidelines (Items 24-28 and 29-32, respectively).

The robustness of the interpretations was further grounded in two established method-
ological frameworks. First, the criteria of reliability, replicability, and validity proposed by
Goetz and LeCompte (1988) were applied. Second, the study incorporated the principles of
credibility, applicability, consistency, and neutrality as defined by Guba and Lincoln (1981)
and Erickson (1989) for qualitative inquiry.

3. Results

To visualize the conceptual structure of the findings, Table 2 and Figure 1 present the
network of nodes generated using Atlas.ti 9 (Figure 1). Both resources include the themes
and categories and their respective codes—which emerged and were identified following
the coding process—providing an overview of the relationships among the analyzed themes.
In Table 2, the frequency of themes is presented for descriptive purposes only. As can be
seen, two main themes were identified (Teacher Competence and Pedagogical Practice in
ASE and Psychosocial Impact and School Coexistence), which are broken down into four
categories or subthemes: Teacher Training in ASE, Teaching Practice in ASE, Psychosocial
Aspects and ASE, and School Coexistence and ASE.

Table 2. Themes, Categories, Codes, and Associated Coding Percentages.

Themes Categories Codes

Initial training

Teacher training in ASE Professional development

Teacher training needs

Teaching competence and
pedagogical practice in ASE
(54.26%) Institutional / personal obstacles

Practice and methodology

Teaching practice in ASE Challenges in interacting with
students

Psychosocial aspects

Psychosocial impact and and ASE

school coexistence (45.74%) School coexistence and ASE Preventive role

Holistic student development

School-family partnership

Note. The themes, categories, codes and frequency of topics were derived from the thematic analysis of the
interviews using Atlas.ti 9.

[T~ Formacién inical (ntial training) |

Prictica y metodologia (Practice
and methodology)

Desarrollo integral del alumnado
hensive student

ol preventivo (Preventive role)

Figure 1. Emerging categories and codes. Note. Network of nodes including the themes, categories,
and their respective codes, in Spanish and English.
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3.1. Teacher Competence and Pedagogical Practice in ASE

This section integrates the categories of Teacher Training and Pedagogical Practice
concerning ASE. The former examines initial education, professional development, and
identified training needs, while the latter analyzes current pedagogical practice, accounting
for institutional obstacles, student-related challenges, and the methodological approaches
employed in the classroom.

3.1.1. Teacher Training in ASE

Regarding initial and specific training for teachers in ASE, 90.9% (n = 10) reported not
having received any training, while 9.1% (n = 1) did. In this regard, the tenth participant
stated that the training was provided as part of the master’s program through content:

Related to violence and harassment/bullying—covering various motives, characteristics,
consequences, profiles, etc. (P10)

This result is linked to their personal assessment of Affective and Sexual Education in
the curriculum of the educational stage in which they work. 36.4% (n = 4) consider it to be
of little relevance, and 9.1% (n = 1) consider it to be of no relevance at all. In contrast, 27.3%
(n = 3) state that it is quite relevant, 9.1% (n = 1) specify that it is somewhat relevant, and
18.2% (n = 2) indicate that it is very relevant.

Therefore, regarding ongoing training on ASE, 72.7% (n = 8) of the teaching staff
indicated that they had not received any training. Meanwhile, 27.3% (n = 3) indicated that
they had received such training. The continuing education received has focused on aspects
of coeducation (P7, P11) and, according to P10, on:

Theoretical content on equality, sexism, violence, and cyberbullying, as well as homopho-
bic bullying. Notable topics include concepts, definitions, data and statistics on cases,
educational resources, protocols, and projects. . . (P10)

Acknowledging these training gaps, participants identified specific professional devel-
opment needs tailored to their respective educational stages:

In secondary education, the emphasis lies in managing disruptive behaviors to main-
tain a harmonious school environment. Somes participants highlighted the necessity for:
“strategies to prevent, detect, and intervene in conflicts, such as sexual harassment, gender-based
violence, and homophobia,” (P2) as well as “fostering self-awareness and empathy through the
simulation of real-life scenarios” (P3).

From the perspective of elementary education, the focus shifts toward anatomy, devel-
opment, and personal safety. There is a demand for training on:

Setting personal boundaries, understanding bodily autonomy, and valuing relationships
with peers and family. (P5)

Furthermore, educators expressed a need for tools to support students through their:

Psychological, social, and physiological transitions, helping them mitigate risks such as
low self-esteem, anxiety, and confusion. (P6)

These requirements are complemented by a need for training on “gender, emotional
management, and equality” (P8, P9).

In early childhood education, teachers prioritize emotional development and family
engagement. The fourth and seventh participants identified a need for training in “emotional
support, affective-sexual development, and respect for one’s own body,” (P4) combined with
“pedagogical strategies for conflict prevention, student guidance, and parent collaboration” (P7).
Additionally, a participant emphasized the importance of training to “identify early signs of
bullying among young children” (P11).

https:/ /doi.org/10.3390/s0csci15080512
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Overall, the findings reveal a widespread lack of conceptual and methodological
clarity regarding the dimensions and benefits of ASE. The tenth participant summarized
the requirements for a comprehensive training program as follows:

Defining ASE, its core dimensions, and its benefits for students; developing implemen-
tation strategies adapted to different educational stages (early childhood, elementary,
and secondary); and learning to manage this education effectively in collaboration with
families, faculty, and students. (P10)

3.1.2. Teaching Practices in ASE

Regarding the frequency with which they incorporate ASE content into their classes,
63.6% (n = 7) indicate that they do so rarely. Meanwhile, 18.2% (1 = 2) report doing so a few
times a month, and 18.2% (n = 2) indicate that they never do so. Regarding this application
and integration of ASE into the daily routine of schools by teachers, some participants state
that “I have not carried out any projects” (P3, P11) or “any activities” (P6, P9).

In practice, ASE is reduced to specific, one-off interventions in response to unforeseen
incidents. A participant explains that she only addresses it:

When a conflict arises in the classroom related to the topic, and I do so through a conversation
with the students, where I try to help them understand the context of the situation. (P5)

Similarly, the second participant report, having held a:

Discussion with two students, on two separate occasions, about respect, boundaries, and
not invading others’ personal space. (P2)

Other occasional approaches are limited to “celebrating special occasions” (P4), conduct-
ing “an emotions management workshop with an external psychologist” (P8), or addressing topics
related to “the human body, through its different parts” (P1) or “through stories and conversations”
(P7). One exception is observed in P10’s classroom, where the teacher draws on their

training to implement and integrate these approaches on an ongoing basis:

Throughout the school year, I have an “emotions corner” in the classroom where students
can go whenever they need to, to self-requlate and manage their emotions. In this corner,
there are cushions, a sensory bottle, storybooks, a pop-it toy, a stress ball. . . as well as a
keychain with relaxation techniques. (P10)

Regarding teachers’ perceptions of the absence or lack of ASE at their school and the
emergence of psychosocial problems, 45.5% (n = 5) stated that there is a connection, to some
extent. In contrast, 36.4% (n = 4) have not observed such a connection, and 18.2% (n = 2)
are unsure whether to confirm these occurrences.

This lack of integration is attributed to institutional and personal obstacles. Teachers
consistently identify three barriers: a lack of time in the curriculum (P1, P3, P4, PS8), a shortage
of teaching resources (P1, P5, P11), and resistance from families (P2, P6, P9, P11). Added to this
are the teachers’” own attitudinal limitations, associated with “personal discomfort” (P11) and the
existence of “many taboos surrounding the topic” (P5). A participant summarizes the situation by
noting that ASE “continues to be undervalued, and its implementation in schools is complex” (P10).

In addition to these institutional and personal obstacles are the challenges teachers must
face in their interactions with students. According to some participants, these challenges stem
from a “lack of maturity regarding ASE” (P1, P4, P11). In the classroom, this immaturity manifests
itself through “laughter” (P3, P8) and “inappropriate comments” (P7), sometimes resulting in a
combination of both factors along with “silence or passivity” (P2, P5, P6, P9, and P10).

https:/ /doi.org/10.3390/s0csci15080512
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3.2. Psychosocial Impact and School Climate

This section examines the psychosocial dimensions and the role of the school commu-
nity in ASE, exploring the intersection of ASE with holistic student development, proactive
preventive measures, and the synergy between schools and families.

3.2.1. Psychosocial Aspects and ASE

In the social sphere, teachers agree that ASE contributes to and supports students’
emotional and social development—that is, their holistic development (P5, P10). When
exploring the social-emotional benefits, most respondents emphasize that this subject
fosters the development of empathy. Likewise, a positive impact is identified on the
development of self-concept, self-awareness, self-esteem, mutual respect, and emotion
regulation (P3, P4, P6, P7, P9, P11).

A participant maintains that ASE facilitates “awareness of one’s own body and respect for
others’ bodies, tolerance, norms, and boundaries” (P2). Similarly, the seventh participant argues
that this subject helps students “get to know themselves, respect themselves, and communicate in
a healthy way” (P7), which in turn “promotes social relationships based on respect, equality, and
decision-making.” According to the tenth participant, these skills foster a “positive educational
environment free of prejudice and conflict” (P10).

The characteristics of the cultural context and the students’ age also influence this
perception. In elementary school, the eighth participant emphasizes the fragility of self-
esteem at these ages, noting that ASE:

Helps students continue to build their identity and open their minds, since sometimes,
due to cultural factors, certain topics are off-limits. (P8)

For this reason, it is emphasized that any intervention must be “coherent” and “contin-
uous” (P7), requiring teachers to first understand “the reasons behind many issues related to
this topic” and to adapt the topic to the age of their students (P5).

3.2.2. School Coexistence and ASE

This section discusses findings regarding ASE as a preventive measure, positioning it
as an essential tool for mitigating conflicts and fostering a healthier school environment. It
further addresses the role of families and the complexities of managing communication
within the school-family relationship.

Teachers predominantly associate the implementation of ASE with the promotion of
core values, such as equal rights (P8), tolerance and fairness (P3), respect for diversity (P4),
and social awareness (P6). In the view of the first participant, ASE:

Would help foster respect for others. .. Many psychological problems would be avoided,
and everyone would know how to put themselves in a classmate’s shoes, showing respect
and support. (P1)

A lack of information is frequently identified as a primary catalyst for conflict. The
fifth participant reflects that:

Conflicts often arise from students’ lack of knowledge. If there is no knowledge, it is
not possible to identify the source of the problem, nor is it possible to prevent or resolve
conflicts and improve relationships. (P5)

Complementing this, the second participant notes that ASE:

Provides students with a sense of security through real-world, practical learning, fosters
respect for diversity, and prevents peer violence. (P2)

While simultaneously helping to normalize topics that adolescents often perceive as
taboo. Another participant summarizes this preventive role by stating:

https:/ /doi.org/10.3390/so0csci15080512


https://doi.org/10.3390/socsci15080512

Soc. Sci. 2026, 15,512

9of 14

It helps prevent conflicts by fostering respect, assertive communication, and the peaceful
resolution of disagreements. It also improves the school environment by promoting
empathy, equality, and the rejection of violence, bullying, and discrimination. (P7)

Another participant further underscores the social impact of ASE in the current landscape:

Sexuality Education is key to eradicating the causes of discrimination and harassment—
including cyberbullying—based on sexual orientation or gender identity. Furthermore, it
promotes essential values, attitudes, and skills. Its integration would protect LGBTIQ+
students and help stem the rise in bullying cases that are currently damaging adolescents’
mental health. (P10)

This preventive role, as identified by educators across various levels and contexts, ne-
cessitates collaborative efforts between teachers, the school administration, and the broader
community, including families. A participant asserts that “the family is fundamental in ASE as the
primary emotional reference point” (P4) and that the school’s educational and preventive mission
requires communication that is “clear, respectful, and coordinated” (P4). However, resistance
persists due to prevailing cultural contexts; the eighth participant notes that, given the specific
profile of their school, families remain “very reluctant to discuss this topic” (P8).

To address the need for familial involvement, the third participant suggests the imple-
mentation of “training courses for parents” (P3), while the fifth participant emphasizes the
school’s role in guiding this process:

Families and the school need to work together to improve the effectiveness of communi-
cation. The school must help families understand that ASE is approached differently
at various developmental stages. Consequently, families need to be open to change and
refrain from making judgments based solely on their own personal beliefs. ASE is far
more comprehensive than many realize. (P5)

Educators also highlight the necessity for families to demonstrate a “positive attitude”
and interest in the students’ learning (P6). Furthermore, it is essential to foster an “atmo-
sphere of trust. . . to convey values and support development” (P9) grounded in “normality” (P11).
A participant summarizes this synergy, noting that communication should be managed
by “informing, listening, and collaborating openly and constructively” (P7). Finally, the tenth
participant concludes that, as the family is the student’s primary point of reference:

We must work together actively and collaboratively. . . through open communication,
while actively avoiding prejudices and taboos. (P10)

Finally, the data analysis resulted in a word cloud (Figure 2), which reveals the pre-
dominance of the term lack (falta), followed by training (formacién), students (alumnado),
and core values such as empathy (empatia) and respect (respeto). (Note: Terms appear
in Spanish, the native language of the participants.) These results confirm a direct link
between the deficiency in teacher training and its impact on students, which hinders the
development of empathetic and respectful individuals within today’s social context.

contr "
recursos ompariamient to
ersidad €5C0lar manera Papel

& el
convivencia  prevencién
fos desarrollo ava oo

especificaalumnado @ |

aspecto

tabies -
educativos conflictos Foimal e
cuentos limites  tiempo primaria emocional
cuerpo
shuaciones Pfaltg madurez sexuaioue
curriculo - icas
bullying 5 formacion mejora
educacion eas 2wso agresiones.

conocimiento familiar violencia  actividades

centros

cién social
familias ACIOn

0pOSICioN comentarios ziumno
ociones o tig Afectvo |
rovea trabajar

Figure 2. Research keyword cloud. Note. Word cloud created from participants’ contributions.
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4. Discussion

The objective of this study was to explore the training, practice, and perceived benefits
of Affective-Sexual Education among active teachers. The findings were organized into two
main themes, “Teacher Competence and Pedagogical Practice in ASE” and “Psychosocial
Impact and School Climate,” which address the research questions initially posed.

First, regarding how teachers perceive their training and their ability to implement
Affective-Sexual Education in the classroom, exploratory results suggest that initial and
continuing teacher training is anecdotal and, in any case, strictly linked to theoretical
content. Specifically, training in this subject varies depending on the university, curriculum,
specialization, educational institution, and individual teachers” interests or motivation
toward it. This gap aligns with those highlighted internationally by Acosta-Buralli (2022)
and Cantarelli et al. (2025), who point to the absence of ASE in university curricula,
which limits training for its implementation. A lack of familiarity with Affective and
Sexual Education (ASE) is closely linked to the low relevance teachers assign to this
content. Although teachers are capable of identifying their students” socio-emotional needs,
the undervaluation of ASE’s importance poses a serious obstacle to its implementation
in the classroom.

The substantial shortcomings observed in ASE training among teachers suggest a
structural disconnect between policy expectations and teachers” actual preparedness. This
discrepancy could explain why ASE continues to depend largely on the individual initiative
and interest of teachers (Diaz-Tejerina et al. 2024), despite its recognition at the legislative
level (Organic Law 3/2020).

Without a solid foundation of knowledge and skills, teachers cannot adapt SEI content
to the diverse contexts and educational stages of their students. Furthermore, the difficulties
identified in the sample are consistent with the findings of Lara-Garrido et al. (2022)
and Robinson and Ferfolja (2002), which document teachers’ rejection of affective-sexual
diversity and the prevalence of sexist and homophobic attitudes.

On the other hand, the second theme that emerged from the interviews concerned
how teachers believe that ASE impacts students’ psychosocial development and school life.
In the participants’ view, this educational shortfall negatively impacts students” holistic
development, as well as their relationships with their environment and peers. This harms
students by preventing them from interacting positively with one another and from fully
appreciating the richness of existing diversity. This reality is directly linked to the demands
of adolescents, as documented in institutional reports (Mafias and Gonzdlez 2022), which
call for affective-sexual education in schools.

To address this situation, the teachers in this study highlighted the need to de-
velop competencies at three levels: cognitive (through basic concepts, dimensions of
sexuality, and the legal framework); procedural (through classroom strategies, age-
appropriate curriculum adaptation, and intervention techniques); and socio-emotional
(through identity management, empathy, self-awareness, and communication with
families). Specifically, in upper grades, their needs center on how to manage disruptive
situations that hinder school harmony through the use of experiential methodologies
that foster self-awareness; whereas in lower grades, these topics focus on empathy,
conflict resolution, physical development, identity, and equality. .. This finding aligns
with the studies by Fernandez Hawrylak et al. (2022) and Diaz-Tejerina et al. (2024),
who point out that the main barriers in Spanish schools stem from teachers’ conceptual
and methodological shortcomings in addressing coeducation and sexual diversity.

In light of the literature, an appropriate sex education program allows it to be
adapted to the context, needs, characteristics, and ages of the students. In this way,
it complies with the guidelines set forth by the International Planned Parenthood
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Federation (2006), which emphasizes adapting instruction to the students” age. Fur-
thermore, this training enables students to develop holistically, fostering values and
attitudes, communication skills, and decision-making (United Nations Educational,
Scientific and Cultural Organization 2010), while promoting safe school environments
that protect students” mental health and academic performance (Amadori et al. 2025).

Second, the results suggest a structural tension between the regulatory framework
and the reality of the teachers analyzed. Although the LOMLOE (2020) promotes the
cross-curricular integration of ASE alongside emotional education, the findings corroborate
those of Diaz-Tejerina et al. (2024), showing that its actual implementation ultimately
depends on the teacher’s willingness or sensitivity. As a result of this gap in training
and competencies, the teachers participating in the study do not integrate ASE into daily
classroom life. Instead, they address it on an ad hoc basis in response to conflicts that
could have been prevented if ASE had a continuous and meaningful presence. Similarly,
traditional pedagogical resources such as celebrating special days or holding isolated
external workshops—while they do have advantages for student development—result
in certain content being relegated to specific days rather than being integrated across the
curriculum throughout the academic year. This obscures the countless benefits they provide
for students” holistic development.

This lack of integration directly influences the sample’s negative perception of the
absence or deficiency of ASE at their school and the emergence of psychosocial problems,
suggesting that it may be due to a lack of training and integration of ASE into the school’s
daily life. When ASE is limited to one-off interventions, classroom dynamics are hindered
by various reactions such as inappropriate comments, laughter, silence, or passivity, con-
firming that these teachers’ lack of training and competencies in ASE results in a lack of
pedagogical tools to adapt the content.

Within these implementation dynamics, a significant finding has been the low level of
male participation. In line with Gonzalez et al. (2024), it is observed that the persistence of
biases during the initial training phase acts as a factor contributing to teachers’ reluctance
to engage in research on ASE. The notable predominance of women in this study, linked
to their greater openness, suggests a “feminization” of affective-sexual education and the
management of social interaction. Furthermore, the lack of training and gender disparities
generate disagreements on key aspects of the subject, which aligns with the warnings
issued by the World Health Organization (2023).

Beyond the gender imbalance observed in the sample, these results must be interpreted
within a broader international context. Although women make up the majority of the
teaching staff in many education systems, they remain a minority in school leadership
positions. This reality is particularly relevant because various international reports show
that schools led by women tend to develop practices that are more inclusive, collaborative,
and focused on student well-being (United Nations Educational, Scientific and Cultural
Organization 2010). From this perspective, the demands expressed by teachers in this study
highlight that the effective implementation of ASE does not depend solely on individual
teacher training, but also on institutional leadership and the organizational support that
schools receive. That is why the findings extend beyond the context of southeastern
Spain and connect to an international challenge: the need to promote inclusive school
organizations that foster the effective integration of Affective-Sexual Education at all
educational levels.

Finally, according to the participants and the guidelines of the World Health Orga-
nization (World Health Organization 2023), family involvement is considered essential
to the success of ASE. Because this knowledge constitutes a shared competency, the dis-
cussions reaffirm the need for coordinated efforts and open communication between the
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home and the school (Perez Rubiano and Fuentes Doria 2023). However, conservative
attitudes toward sexuality and a lack of understanding among some families about what
EAS entails are clear obstacles to family-school collaboration. Teachers identified resis-
tance and family taboos regarding these topics, which hinder their normal integration into
educational practice. In this context, achieving a genuine, open, and active partnership
between families and schools requires that teachers feel supported by their colleagues
and school administrators. Therefore, the effective implementation of EAS depends on
schools establishing coordinated strategies, rather than leaving it up to individual teachers
to deliver the content in the classroom, adapt it to the students’ needs, and engage families.

It is important to note some limitations that arose during the conduct of the study.
First, the sample size was small. A larger sample would have allowed for the exploration
of a greater variety of experiences across the three educational stages analyzed. However,
it should be noted that data saturation was reached after the ninth participant, as no new
categories or relevant themes emerged. Nevertheless, it was decided to include three
additional teachers as a verification measure and to ensure the consistency of the findings.

Second, although the composition of the sample reflects the reality of the analyzed
context (in which female professionals are in the majority), the presence of a single male
teacher among ten female teachers represents a significant gender bias, as it prevents
an exploration of potential resistance and perspectives that male teachers might have
contributed to the research.

This study has certain limitations regarding its temporal and contextual scope. Data
were collected between late 2025 and early 2026 from teachers at educational institutions in
southern Spain. This specific focus may limit the generalizability of the findings to other
educational settings characterized by different institutional or cultural conditions.

Finally, it should be noted that the presence of the themes listed in Table 2 merely
reflects the frequency with which the corresponding codes were applied; it does not indicate
the conceptual importance of those themes. The frequency of code application depends on
the coding strategy, the length of the coded excerpts, and the diversity of codes assigned
within a single excerpt.

Future research should incorporate subject-area teachers to explore how they integrate
ASE into their respective disciplines. Finally, while the use of a Google Form was requested
by the participants, this tool hindered a deeper exploration of certain nuances and precluded
the capture of nonverbal interactions. Although the form facilitated expression on complex
and sensitive topics, future studies should prioritize face-to-face interviews. This approach
would allow for the collection of richer data and enable the researcher to further explore
specific insights as they emerge during the dialogue.

5. Conclusions

This study confirms that training in ASE is a critical determinant of students’ psy-
chosocial development and the overall school climate. However, the findings reveal a
profound perception of professional insufficiency among teachers; this lack of adequate
preparation fosters professional insecurity and leaves educators without the essential tools
required to manage complex classroom realities effectively.

The results highlight a significant disconnect between current legislative mandates
and actual pedagogical practice. Despite these structural barriers, there is a clear consensus
regarding the positive impact of ASE on holistic development and psychosocial progress.

The implementation of these programs faces persistent challenges, primarily the
lack of dedicated curricular time, a scarcity of instructional resources, and resistance
from families rooted in cultural taboos or conflicting personal beliefs. Therefore, the
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successful institutionalization of ASE necessitates a genuine shared responsibility and the
establishment of clear, proactive communication channels between schools and families.

In conclusion, the participants emphasize an urgent need for reform in teacher training.
They advocate for a transition from purely theoretical models toward the provision of
practical pedagogical strategies. Furthermore, they call for the establishment of systemic,
protected spaces within the curriculum to ensure that schools function as safe, inclusive
environments, effectively shielded from discrimination.
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