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ABSTRACT
COVID-19 caused an essential confinament in order to limit its expansion.
Globally, this led to a reconsideration of education processes. The study’s
purpose is to analyse how compulsory education music teachers in Spain
adapted. To gather the data, 335 teachers were surveyed. The participants
preferred to continue teaching in most cases. However, this situation
forced them into an adaptation in which preference was given to
contemplative activities. These adaptations were marked by a lack of
methodological and material resources. A common complaint was the
lack of specific instructions from government bodies. In addition, a
difference was observed between public, private and semi-private
schools. Interestingly, the teachers considered that the situation had
enabled them to have more contact with students, even though the
learning was asynchronous.

Introduction

COVID-19 is a virus that caused a global pandemic. Due to the lack of vaccines and effective drugs
and given the alarming increase in the number of deaths caused, many countries adopted drastic
lockdown measures to limit the reach of the virus and slow down the pandemic (Byass 2020). In
the education field, by the end of April 2020, schools were closed in 180 countries and over 85%
of students worldwide were not presently attending their classes (The World Bank 2020). In
Spain, where this study was undertaken, the entire population was in lockdown and education insti-
tutions at all levels, including early childhood, primary, secondary and university, were affected for
several months, at least as far as buildings are concerned.

This sudden closure forced schools and their teaching staff to act to alleviate the academic impact
as much as possible. The perfect way to continue the academic year was online, with computers,
tablets and smartphones as the main resources. In any case, Online education should be differen-
tiated from emergency remote teaching as a reaction to the situation caused by COVID-19 (Hodges
et al. 2020). Online teaching and remote emergency teaching ideally depend on digital technology.
However, in the first case, the teacher is interested in the possibilities and benefits that digital tech-
nology offers (Crawford 2017). In the second case, teachers are forced to reinvent themselves, with-
out previous preparation. In this second situation, serious concerns could arise from the outset
about the possibility of adapting music education to a computer-mediated system, due to the
many considerable technological difficulties that it involves, and limited music teachers’ digital
skills for teaching, and even the lack of importance of music in the Spanish school curriculum
(Aróstegui 2016).
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However, the immediacy of the lockdown in Spain meant that neither families nor teaching staff
had gathered any of the required material or carried out any preparations (Diez-Gutierrez and
Gajardo-Espinoza 2020). Despite previous educational projects and investments (FEDER 2019),
in many cases digital technology was rediscovered as an ally in the teaching-learning process (Cha-
marro 2020) that could help in this situation. Meaning, after an initial period of confusion, in which
contents, materials and methodologies were reorganised, teachers and students managed to system-
atize working conditions so that the academic year could be completed. However, the results
depended largely on the investment in information and communication technology (ICT), teacher
training, and the platforms that were established and known to teaching staff (Hebebci, Bertiz, and
Alan 2020). All these factors varied widely in public, private or semi-private schools.1 Hence, a
social divide became apparent, with some students needing the collaboration of many stakeholders
to try to mitigate problems of inclusion and equity during the pandemic (Doucet et al. 2020). These
social differences were not only between the schools themselves but between the students from the
same school. Beyond the obvious necessity of accessing the internet and electronic devices, the
health crisis emphasised that the collaboration and involvement of families are required to ensure
the right to education (Muñoz and Lluch 2020). Neither society nor educational infrastructures
were ready for as long a lockdown as that which took place. Decisions were made in favour of a
digital transformation that was insufficiently supported by a cultural transformation within edu-
cational institutions (Neira 2020).

This situation tested teachers’ knowledge and their use of digital technology. The most widely
used model to assess and reflect on teachers’ digital knowledge is TPACK (technological, pedago-
gical content knowledge) proposed by Mishra and Koehler (2006). This model identifies three types
of knowledge that interact and mutually influence each other: content, pedagogy and technology.
Hence, the remote education brought into play not only each teacher’s knowledge of their disci-
pline, but also their digital skills for teaching. On the other hand, regarding the use, the SAMR
model compares the use of digital technology with past teaching practice. In this model, Puentedura
(2015) proposed four levels to assess the use of digital technology: substitution, augmentation,
modification and redefinition. The first two levels (substitution and augmentation) are enhance-
ment steps and represent the use of digital technology in existing learning activities. The last two
levels (modification and redefinition) are considered transformation steps. In them, the learning
activity is facilitated by technology to the extent that it may not have existed or been possible before
the availability of a certain technology. In the case of making use of digital technology in music edu-
cation, it seems logical to think that it is a question of overcome tiers according to educational
needs, in order to move from enhancement to transformation (Bauer and Mito 2017). In this
sense, for example, Internet has given music teachers the opportunity to carry out creative processes
to work within the classroom (Cayari 2018). With regards to the possibilities of digital technologies,
the Technology Institute for Music Education (TI:ME 2019) proposed six areas where it could be
applied to education: (1) Electronic Musical Instruments; (2) Electronic Music Production; (3)
Computer Music Notation; (4) Music Instruction Software; (5) Multimedia Development; (6) Pro-
ductivity Tools, Classroom and Lab Resources.

Despite this, although music education has benefited from the use of digital technology in var-
ious stages and contexts (Calderón-Garrido et al. 2019), some researchers have indicated that the
use of technology has been limited to reinforcing traditional contents. Consequently, some of
the possibilities that technology offers have not been explored (Crawford and Southcott 2017).

Music education is one of the subjects in the Official Spanish Curriculum for primary and sec-
ondary education (Casanova and Serrano 2018). The current legislation establishes three main
blocks in music education: listening, musical performance and creativity. The rest of the curriculum
contents are organised and defined around these three blocks (Jefatura del Estado 2014, 2015).
Therefore, contents such as musical language or musical styles, can be worked on in all three blocks.

About the emotional aspect is concerned, during the COVID-19 lockdown, it was to be expected
that both teachers and students would feel many emotions, particularly ‘negative’ emotions



stemming from threatening events and those in which losses occur (Posner, Russell, and Peterson
2005). The main negative emotions in this case would be fear, anger, nervousness and sadness, all as
a result of the global health crisis that was experienced (Canet-Juric et al. 2020). At the same time, in
parallel and in response, many ‘positive’ emotions were experienced due to the greater amount of
time spent as a family and the period of reflection (Brooks et al. 2020). Combining the two types of
emotional states could generate confusion and a certain amount of uncertainty. It is here that music
and music education, with its capacity to help regulate emotions (Calderón-Garrido et al. 2020),
could act as an effective mediator in case teachers would want to take advantage of this.

In short, COVID-19 represented both an opportunity and a threat for music education. Thus,
the question that has guided this research was to know what the experiences of music teachers
in Spain during the confinement caused by a global pandemic have been. Consequently, the aim
of this research was to find out which content blocks primary and secondary school music teachers
in Spain taught most frequently during the lockdown, what adaptations they had to make, the
actions carried out with regard to emotional regulation, and what their opinions are on the
strengths, weaknesses, threats and opportunities of this situation. We differentiated between sex,
age, educational level, ownership of the schools and ICT training.

Methodology

To meet the objective, an online, ad hoc questionnaire was created and administered. The first draft
was designed based on relevant literature on music education, online teaching and the use of edu-
cational technology. The areas of music didactics specified in the Official Spanish Curriculum for
Primary and Secondary Education were also taken into account. Afterwards, it was evaluated
and modified by a panel of five experts in music education, using the Delphi method (Somerville
2008). They were a music teacher in elementary school, a music teacher in high school, and
three music teachers in university, all of them with more than ten years of expertise. The Delphi
method was used to reach a decision in the research instrument by interviewing five experts.
They answered three rounds of test questionnaires, and the answers were added and shared with
the group after each round. In this process, a Cohen’s Kappa value of .87 was obtained. The
final questionnaire contained 54 questions on four dimensions (Communication between teachers
and students; Teaching and evaluation of contents; Advantages and disadvantages of emergency
remote teaching in music education; Advantages and disadvantages of emergency remote teaching
for music teacher). The questionnaire consisted of dichotomous questions, multiple choice ques-
tions and open-ended questions. It was administered using the Formsite platform and a 15-day
period was established for replying. This period was decided by the investigators and communi-
cated to the informants. The sample was accessed through the email of the schools, as well as
the different social networks. We made sure there was a sample of all the Spanish territory. At
all times, the researchers followed the principles of the Belmont Report (National Commission
for the Protection of Human Subjects of Biomedical and Behavioral Research 1978) and their uni-
versity’s Code of Good Research Practices (University of Barcelona 2010). This study was approved
by the ethics committee of the University of Barcelona in April 2020.

The results were gathered and analysed using the IBM Statistic Package for Social Science pro-
gramme, version 21.0. In addition to the usual statistics for a basic analysis, the Mann–Whitney test
(for two nonparametric variables), Kruskal–Wallis test (for more than two nonparametric vari-
ables) tests and Chi-square test (for frequency data) were used to know the statistical differences.
Prior to this, the Kolmogorov–Smirnov (with Mann–Whitney) or Shapiro–Wilk (with Kruskal–
Wallis) normality tests were performed on the sample as required, as well as Levene’s test to
check the equality of variance in all the cases. For the answers to the open questions, a qualitative
analysis was carried out using ATLAS.Ti software, version 1.5.2. For the analysis, the independent
variables were gender, type of centre and academic cycle. The dependent variables were those
referred to the four exposed dimensions: Communication between teachers and students, Teaching



and evaluation of musical contents, Advantages and disadvantages of emergency remote teaching in
music education, and Advantages and disadvantages of emergency remote teaching for music
teacher.

Once all the responses had been gathered, incomplete questionnaires were eliminated (n = 28) as
well as those in which the teachers stated that they had not been able to contact pupils (n = 9).
Therefore, the final sample was comprised of 335 teachers: 257 women (76.7%) and 78 men
(23.3%). The mean age of the participants was 42.35 years (SD = 10.212). A total of 240 teachers
(71.6%) worked in a primary school and 95 (28.4%) worked in a secondary school. In total, 277
(82.7%) were employed in a public institution and 58 (17.3%) in a semi-private or private insti-
tution. Teachers had a mean of 16.86 years (SD = 10.109) of teaching experience. The reliability
of the responses obtained was good (Cronbach’s Alpha = .837).

Results and discussion

Communication between teachers and students

The teachers stated that they were able to maintain contact with students during the lockdown,
although in different ways. Most teachers held online meetings using an application provided by
the school, followed by an application that was not provided by the school but all staff agreed
on, applications that teachers sought on their own initiative that met their needs or telephone
calls. Finally, 84 teachers made contact using other asynchronous systems, including emails, school
platforms such as DINANTIA, the school’s virtual campus, or by sending videos. The Chi-square
test reported a statistical difference between public and semi-private or private schools. For
example, the use of applications provided by the school itself was much more common in semi-pri-
vate or private schools (52.3% vs. 35.1%). Table 1 shows these data. These data highlight the central
role that videoconference platforms have played, in an attempt to endure the situation with the
greatest possible normality, and for students to stay in synchronous contact with each teacher.

As a discussion, the need for resources to maintain the teaching/learning process led to the gen-
eration of many platforms containing a range of educational resources, such as UNESCO’s ‘Dis-
tance learning solutions’ (2020) at international level or INTEF’s ‘Online learning resources’
(2020) in Spain. The difference between public, private and semi-private schools reveals the insuffi-
cient investment made in public schools. Although the ERDF (2019) report describes investments
of up to 427 million euros to improve these infrastructures in the 16 previous years, this amount is
insufficient. In reality, it does not represent more than 2 euros per student per year (Palomares
2019).

Regarding the contact with students, the most common frequency both synchronously and asyn-
chronously was once a week, followed by daily communication, twice a week, once every two weeks
and once a month (4.8%). Chi-square test reported a statistical difference according to student level.

Table 1. Contingency table of contact with students and differences according to school, using Chi-square test.

Total responses

School

Statistical differences
Public
(n = 277)

Non public
(n = 58)

App provided by the school 129
(38.5%)

97
(35%)

32
(55.2%)

X2(1,335) = 5.059
p = .024

App not provided, but still used 77
(23%)

60
(21.7%)

17
(29.3%)

X2(1,335) = 1.221
p = .269

Own initiative 38
(11.3%)

36
(13%)

2
(3.4%)

X2(1,335) = 3.854
p = .050

Telephone calls 7
(2.1%)

5
(1.8%)

2
(3.4%)

X2(1,335) = .620
p = .431

Other 84
(25.1%)

79
(28.5%)

5
(8.6%)

X2(1,335) = 7.574
p = .006



In primary school, contact once a week or twice a week was the most common, while in secondary
school, contact was commonly once a week or even daily. Table 2 shows these data. The analysis of
responses showed that teachers who communicated with their students every day usually did this
asynchronously.

Teaching and evaluation of contents

Table 3 shows the general teaching of content blocks, according to educational stage.
Below are the results of the open responses regarding the seven content blocks (creativity and

exploration, perception and listening, musical language, musical styles, playing and instrument,
singing and physical expression).

With regard to open questions about teaching contents related to creativity and exploration, tea-
chers who taught these contents described the adaptations made to each activity. For example: ‘The
proposals I made to my students were to create songs, rhythms, dances, etc. Adaptations were
needed for each one of the contents by making video tutorials’ (Respondent 29). In many cases,
teachers made ‘adaptations to material that all students have at home: metal, wooden and plastic
cooking spoons, etc.’ (Respondent 257). In some cases, technological resources for music were
used, such as ‘MuseScore so that students could write their own melodies’ (Respondent 301).

Regarding perception and listening activities, a clear inclination was found for the perception of
home soundscapes and for ‘online sound recognition games, videos for following rhythms and lis-
tening to songs on YouTube’ (Respondent 105).

As far as musical language concerns, most adaptations refer to videos made by teaching staff,
with a particular focus on rhythmic aspects. For example, Respondent 162 stated that he had
‘done body percussion exercises guided by videos that I created for each exercise’. In addition,
the use of existing resources was detected, particularly videos that were already on YouTube.

Teachers who continued to teach music styles often did this with other content blocks and par-
ticularly with ‘listening that you can use to work on style’ (Respondent 201). In addition, students’
independent learning was detected ‘through research assignments on genres and artists, based on
their interests and leading to other genres’ (Respondent 80).

The area of playing an instrument reached a standstill to a certain extent. One teacher said: ‘I sent
YouTube videos that seemed interesting, but without advancing in difficulty’ (Respondent 321). In
reference to progress, another teacher stated that there was ‘very little, creating accompaniments
and practicing at home. The result is much less!’ (Respondent 15). In any case, the most common
method was the use of asynchronous video with individual performances, sent by the teacher to the
student and vice versa.

Video was also the preferred medium for singing, but it was a little more complicated than play-
ing an instrument as ‘I have sent them proposals to sing songs, but it is difficult to receive videos

Table 2. Contingency table of frequency and differences by educational stage, using Chi-square test.

Total responses

Educational stage

Statistical
differences

Primary
(n = 240)

Secondary
(n = 95)

Daily communication 73
(21.8%)

43
(17.9%)

30
(31.6%)

X2(1,335) = 5.830
p = .016

Twice a week 66
(19.7%)

44
(18.3%)

22
(23.2%)

X2(1,335) = .804
p = .370

Once a week 143
(42.7%)

106
(44.2%)

37
(38.9%)

X2(1,335) = .434
p = .510

Once every two weeks 37
(11%)

33
(13.8%)

4
(4.2%)

X2(1,335) = 5.608
p = .018

Once a month 16
(4.8%)

14
(5.8%)

2
(2.1%)

X2(1,335) = 1.981
p = .159



because some students are embarrassed to sing and record themselves’ (Respondent 287). In most
cases, students were only asked for individual video performances. However, some synchronous
proposals were found, particularly relating to ‘doing vocal work routines’ (Respondent 299).

Video was also the main resource in physical expression, including videos created by teachers,
existing ones or a combination of both. For example, one teacher stated that ‘we proposed dances
based on YouTube videos or some proposals that I created, and they sent me their versions by video’
(Respondent 254).

As a discussion of these results, in most cases, music contents continued to be taught. However,
the activities that were proposed reflect the adaptation to emergency remote teaching described by
Hodges et al. (2020), such as the use of existing YouTube videos or the creation through virtual
applications for which neither teachers nor students had received prior training. The use of digital
technology was presented as a solution to a specific situation, but with no prior consideration. As Ju,
Yon, and Hee (2016) described, it was affected by each teacher’s attitude, training and degree of
acceptance of ICTs. If the SAMR model is applied (Puentedura 2015), the activities that teachers
proposed would be at the lowest level of all, that of substitution.

It should be considered that some contents like singing, playing an instrument and physical
expression in primary and secondary education are generally carried out in a group. In theory,
this is a handicap when teaching is limited to certain web platforms. An effort of imagination is
required to continue to teach these contents online. During COVID-19, many experiences were
based on watching videos in which, asynchronously, the teacher explained specific contents that
were then reinforced with a listening activity. This contemplative experience was sometimes
accompanied by other videos in which the teacher performed a work, with particular emphasis
on the difficulties it involved. This has been common in all areas of knowledge (Guo and Li
2020). In music education, one of the most used resources is video (Bautista et al. 2019), as a comp-
lement (Roach 2013). However, its use as the backbone of the education process, for example in the
flipped classroom, where the students watch videos at home with theoretical content, reserving time
in the classroom for practical activities. In these videos it is recommended that the protagonist is the
teacher (Blasco, Lorenzo, and Sarsa 2016).

The statistical differences were of interest, particularly the reduction of singing and dance related
activities in secondary education. This could be due to the students’ age and the shyness that comes
with adolescence. In this stage, it is less likely that students want to sing or dance in the classroom
(Freer 2015), and even harder to record performances on video for their subsequent evaluation, as
in lockdown. Therefore, it seems logical to consider that teachers considered this battle lost and
concentrated on other contents, to ensure that students would participate.

Table 3. Contingency tables of content blocks taught and differences by educational stage, using Chi-square test.

Total affirmative responses

Educational stage

Statistical differences
Primary
(n = 240)

Secondary
(n = 95)

Creativity and exploration 240
(71.6%)

169
(70.4%)

71
(74.7%)

X2(1,335) = .447
p = .504

Perception and listening 291
(86.9%)

209
(87.1%)

82
(86.3%)

X2(1,335) = .040
p = .841

Musical language 211
(63%)

150
(62.5%)

61
(64.2%)

X2(1,335) = .167
p = .683

Musical styles 208
(62.1%)

136
(56.7%)

71
(74.7%)

X2(1,335) = 4.572
p = .033

Playing an instrument 159
(47.5%)

102
(42.5%)

57
(60%)

X2(1,335) = 5.340
p = .021

Singing 168
(50.1%)

134
(55.8%)

34
(35.8%)

X2(1,335) = 4.616
p = .032

Physical expression 185
(55.2%)

157
(65.4%)

28
(29.5%)

X2(1,335) = 14.489
p < .001



Regarding interdisciplinary teaching, a total of 55.2% of music teachers did not carry out inter-
disciplinary teaching with another teacher from other areas, whether related (such as physical edu-
cation or visual and plastic education) or not. Although there is a high percentage of teachers who
did work in an interdisciplinary way, this could illustrate the teachers’ lack of previous preparation.
It is a problem if considering the little time devoted to music education where such interdiscipli-
narity seemed a good solution. Also, digital technology provides opportunities for interdisciplinary
teaching in art education (Madden et al. 2013), but these opportunities to carry out activities that
include other areas of knowledge were not taken. The Mann–Whitney test reported a statistical
difference was in these results depending on educational stage (z =−3.919; p < .001). Interdisciplin-
ary work was much more common in primary education than in secondary (50% vs. 27.4%, respect-
ively). This could be due to the fact that project work tends to be more common in primary school.
Therefore, and as concluded in the previous research of Ramírez et al. (2017), primary school tea-
chers and pupils appear to be more sensitive to these interactions.

Almost all responses to the open questions about interdisciplinary teaching with other teachers
focused on areas of interest and coordination of activities, such as ‘another art teacher prepared a
special blog EMOZIO-ARTE. Coordinated activities and days to send these activities’ (Respondent
4), or Respondent 35 who stated ‘we have created songs for language and math lessons. And with
art, through the creation of instruments, or physical education, through dance and body percus-
sion’, or ‘using our own proposals to interrelate the area of music with that of the visual arts (draw-
ings to become familiar with a certain musical language, animated musicograms, etc.)’ (Respondent
91). Therefore, interdisciplinary work with related areas, or the search for cross-disciplinary factors,
for common benefit (Jensen 2019), was one potential solution to the lack of importance of music
education in the curriculum.

Advantages and disadvantages of emergency remote teaching in music education

A total of 61.8% of teaching staff considered that there were no advantages to working online. The
Mann–Whitney test reported a statistical difference depending on the educational stage (z =−2.751;
p = .006). The majority of primary school teachers (67.5%) considered that there were no advan-
tages, but this was not so clear in secondary schools, where 49.5% of teachers considered that online
work did have advantages, such as that students who wanted to have access to more information or
have more contact with the music teacher, even if it was asynchronous, they could do it. The Mann–
Whitney test reported a statistical difference depending on the sex of the teacher (z =−3.700; p
< .001). A total of 66.9% of female teachers considered that there were no benefits in teaching con-
tents online, while 59% of male teachers did consider that there were benefits. These data confirm a
gender gap that exists in the valuation of digital technology in education already described by Suki
(2011).

Some of the advantages mentioned by teachers in open questions referred to organisation and
the opportunity for students to work longer on music than they would in normal teaching. For
example, one teacher stated that ‘students have the proposed activities all the time, and some
may spend more than an hour a week on the music class’ (Respondent 3). Therefore, teachers
were able to have a greater contact with the students who were more interested in the subject,
even if this were only through asynchronous means. Indeed, for the teachers, this was an advantage
due to the little importance given to music education in the curriculum (Aróstegui 2016), which
translates to between 45 and 90 min of class a week (Jefatura del Estado 2014, 2015). Also, as an
advantage, some teachers referred to family communication due to music. For example, Respon-
dent 146 stated that ‘many activities, mainly musicograms and dances, were carried out with sib-
lings and parents. A task of family cooperation that was very nice and interesting’. It seems
logical that music was able to help foster family relationships in a period in which family contact
was so intense, because music has always strengthened family bonds.



On the other hand, great concern was expressed about how to cover contents that students could
not work on during lockdown. Teachers were awaiting instructions from government bodies and
referred to a lack of programming in this respect. Some respondents even said that ‘I cannot
think about that yet, the day to day is enough effort as it is’ (Respondent 261). Many teachers
showed little concern about the interpersonal skills that their students could not develop that are
normally gained through music. This may indicate excessive individualism, to the detriment of col-
lective music during lockdown. Also, the majority (82.7%) considered that online assessment was
not beneficial. Only 58 teachers (17.3%) thought that it was advantageous. In the open questions,
teachers shared ideas about student self-assessment or stated that they would only use the data
obtained during this period to increase grades, because of students’ personal situations or because
‘the content could have been produced by a family member’ (Respondent 174). In some cases, con-
cerns were expressed about how to contact families with the evaluations, as some families had pro-
blems accessing digital technology. This was stated by Respondent 14:

We are looking at how to do this. Most families do not use email. We have considered the possibility of send-
ing them by normal post. But the Ministry of Education has not given us clear guidelines. So, we don’t know
what we will do.

As a discussion, this comment reflects the lack of instructions given by the relevant government
bodies, as well as the lack of previous preparation. This happens although distance learning has
been established for some years, particularly in university environments, and assessment and feed-
back systems have been tested (Dominguez 2011). We should be able to extrapolate these experi-
ences to other academic stages and knowledge areas. Indeed, ICTs have been found to be great
allies in the shift to competence-based assessment, providing solutions for teachers in this change
in evaluation paradigm (Rodríguez 2005).

Regarding emotional aspects of teaching and learning, these were of excessive importance to the
teachers in this study. Most teaching staff (60.6%) saw the need to have an impact on emotional
aspects in their classes, regardless of the educational stage at which they teach. In the open ques-
tions, teachers took into account the situation, and as indicated by Respondent 321, they worked
‘with awareness of the fun, happy moments experienced with family members when carrying out
the proposed music activities’, or ‘proposed various activities on the impact of music during lock-
down, and proposed activities on the unconscious use of music. On music and emotions’ (Respon-
dent 16). Referring again to the benefits of music in the management and intensity of family
relations, and the emotional states that a person may experience during a global pandemic, it should
be remembered that music is closely linked to the emotions and well-being of those who play and
those who listen (Calderón-Garrido et al. 2018). It is therefore gratifying that music teachers tried to
help alleviate the anxiety caused by the situation.

Advantages and disadvantages of emergency remote teaching for music teachers

In regard to disadvantages, most teachers (77.6%) considered that the emergency remote teaching
did not represent a threat. However, some answers in the open questions about it showed uncer-
tainty about the future and the area of music education. For example, Respondent 3 was constantly
‘concerned that, with the changes that would have to be made if the situation occurred again, the
subject of art/music would be further undermined (by reducing the number of hours)’. In addition,
some teachers had concerns about staff recruitment processes: ‘my situation of claiming a vacant
post as a supply teacher2 could be withdrawn or overlooked due to lack of relevance in the current
situation’ (Respondent 91). Others were directly concerned about their lack of skills: ‘I do not have a
command of technologies’ (Respondent 70).

In any case, most teachers, 75.8%, considered that the situation was not advantageous to them.
The Kruskal–Wallis test reported a statistical difference according to age (X2

4 = 23.639; p < .001).



Thus, the older the teacher, the fewer advantages were found. As a discussion, these data confirmed
the generational gap found in the valuation of digital technology in education (Lamschtein 2010).

For some teachers, the digital skills they developed were an advantage. They stated in the open
questions that ‘we have learnt to use many apps that we did not know about before’ (Respondent
10). Some teachers discussed future changes and whether ‘reducing the number of students per class
would require more teachers and it would be easier to get a position’ (Respondent 113). Further-
more, and as stated in the NMC Horizon Report (2017), the need for continuous training in the
use of ICT should not be overlooked to ensure technology is used properly.

The majority of teachers (69.8%) considered that investments in schools would be reconsidered
as a result of problems detected due to lockdown. The Mann–Whitney test reported a statistical
difference between public and semi-private or private schools (z =−2.225; p = .026). A much higher
percentage of teachers from semi-private or private schools than teachers from public schools
(82.7% vs. 67.1%) considered that investments would be reconsidered. There were clear concerns
about this issue:

if the idea is to continue this way in the next academic year, a great investment must be made in technology
equipment. This also applies to us, as we are working with our own resources, which in most cases are pre-
carious or obsolete. (Respondent 314)

This reflects a common complaint in music education about the lack of equipment in classrooms,
particularly in public schools (Crawford 2013).

A total of 90.1% of teachers considered that they had learnt something through working online.
Their answers were focused on the development of teaching skills, constant reflection on the need
for face-to-face teaching in music education, the existence of a social divide among students that
meant not everyone could take the online classes equally, and the need for support, not just for stu-
dents but for the entire family. However, in reference to the TPACK model (Mishra and Koehler
2006) and observing teachers’ statements and use of digital technology, the development of digital
competence for teaching was limited to the aspect of communication and a few specific resources.
The social divide detected among students corroborates the findings of Doucet et al. (2020).

Most teachers (94.6%) said that they had missed something during lockdown, such social
relationships or face-to-face music teaching, while 18 (5.4%) teachers did not miss anything.
These findings were independent of sex or the stage in which the classes were taught. Some teachers
highlighted the ‘human warmth and relationships that are formed at school. Both with colleagues
and with the children’ (Respondent 71). One teacher stated: ‘I felt totally abandoned by the govern-
ment’ (Respondent 270). As for the discussion of these data, with regard to interpersonal relations,
the intensive use of digital technology is associated with social distancing caused by additions to
technology and social networks, which could also lead to technology stress (Cuervo-Carabel
et al. 2020) or even technophobia (Daruwala 2020) due to overuse.

Conclusions

COVID-19 and the situation it has caused have threatened institutions and social relations. Inevi-
tably, education has undergone a stress test that it has passed with relative success, especially if we
consider the devastating scenarios that emerged in the uncertainty of the first days. In Spain, pri-
mary and secondary music teachers suffered from this initial uncertainty produced by what has
been called emergency remote teaching. As shown by the results, the greatest findings are related
to the situation was marked by a lack of methodological and instrumental preparation that led
to adaptation of activities to replace normal teaching. In the adaptation carried out, group activities,
teacher-pupil interaction, playing an instrument and singing were replaced by videos and percep-
tive and contemplative activities such as the visualisation of concerts or the listening of selected
musical fragments by the teachers, as well as families’ involvement in group suggestions. It is
especially important, but at the same time paradoxical that, considering the little importance



that music education is given in the Spanish curriculum, some teachers have been in more contact
than ever with students, even if this contact was asynchronous.

A future full of uncertainties is opening up, in which education will be restructured. In general,
music and art have been essential to provide support in the anxious times we have experienced. This
seems to contradict the marginalisation of music in the school curriculum because society has
needed and claimed for these artistic activities to encourage music education. However, we do
not know whether music education will face more tests like the one we have overcome recently.
If it does, the lack of resources and training for teachers cannot happen again. This requires adap-
tation of initial and in-service teacher training with regards to the use of educational technology and
the development of digital competence. It is in our hands to adapt methodology and rethink assess-
ment systems. It is in authorities’ hands to provide the necessary resources for music education. It’s
up to everyone to guarantee quality music education, whatever the situation in which it is taught.

Notes

1. In Spain there are three types of education schools, classified by ownership: public (whose owner is the state),
private (privately owned) and semi-private (privately owned, but mainly maintained by public funds and some
private capital).

2. Supply teacher refers to the recruitment of a lecturer by the government to fill a vacancy temporarily.
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