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Students with special educational needs in the 
music classroom. Experience and teacher 

training in inclusive education 
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Abstract The incorporation of students with special educational needs in the music classroom is an impor-
tant challenge for specialist teachers. This research focuses on the perspective of music specialists in all 
their aspects: general education, conservatory, state schools and university. This work’s objectives are to es-
tablish what experience and training in inclusive education teachers have, to quantify the skills their students 
acquire and to establish teachers’ perception of their training needs in this regard. The sample comprises 
a total of 94 specialist music teachers from the island of Tenerife (Canary Islands, Spain). It is a mixed study 
with selective and cross-sectional design. The data collection used an ad hoc questionnaire submitted to 
expert assessment. The questionnaire has three sections: one on socio-demographic aspects; another on 
skills acquired in the music classroom, which uses a Likert-type scale; and a final qualitative one that investi-
gates practices, attitudes and improvements in teacher training. This work concludes that there is an evident 
need for training to provide better attention to students with special educational needs, who are increasingly 
present in music classrooms. Participants agree on the need for ongoing training to incorporate up-to-date 
and effective resources.
Keywords: music education; inclusion; teacher training; teaching experience; special educational needs 
students

ES Alumnado con NEAE en el aula de música. Experiencia 
y formación del profesorado en inclusión educativa

Resumen: La incorporación del alumnado con NEAE en el aula de música supone un importante reto para 
el profesorado especialista. Esta investigación se concentra en la visión del profesorado en música en todas 
sus vertientes: enseñanza generalista, Conservatorio, Escuelas Municipales y Universidad. Los objetivos de 
este trabajo se han centrado en conocer la experiencia y formación del profesorado en educación inclusiva, 
cuantificar las destrezas adquiridas por su alumnado y averiguar su percepción sobre sus necesidades 
formativas al respecto. La muestra está conformada por un total de 94 docentes especialistas en música de 
la isla de Tenerife (Canarias, España). Se trata de un estudio mixto con diseño selectivo y transversal, la toma 
de datos se ha realizado mediante un cuestionario ad hoc sometido a criterio de expertos. El cuestionario 
tiene tres apartados, uno dedicado a aspectos sociodemográficos, otro sobre destrezas adquiridas en 
el aula de música que se ha diseñado a modo Likert y el último con carácter cualitativo donde se indaga 
sobre prácticas, actitudes y mejoras en la formación docente. Se concluye con una evidente necesidad 
formativa para proporcionar mejor atención al alumnado con NEAE, cada vez más frecuente en las aulas de 
música. Los participantes coinciden en la necesidad de formación permanente para incorporar recursos 
actualizados y efectivos.
Palabras clave: Educación musical; Inclusión; Formación profesorado; Experiencia profesorado; alumnado 
NEAE.
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1. Introduction
The term inclusive education can be defined in opposition as anything that reduces or eliminates exclusion 
in the classroom. As such, inclusion seeks to ensure that every person will receive a quality education in 
which the students’ educational process is adapted in accordance with their own distinctive characteristics 
(Quesada, 2021). This process started in the USA and Europe in around 1980, at first focussing on attention to 
students who face challenges. These include cognitive, sensory and physical diversity, and in recent decades 
religion, ethnicity, gender, ability, pace of learning, disadvantaged backgrounds and more have been included 
with the intention of promoting an accessible education (Infante, 2010; Qvortrup & Qvortrup, 2018; Francisco 
et al., 2020).

The terms special education, exclusion, attention to diversity, inclusion, among others, have become 
more flexible as society and education have advanced in a continuous process of social transformation. In 
this sense, the term liquid society (Bauman, 2015) emerged, referring to the malleability that new generations 
need to adapt to the rapid changes caused by the break with traditional structures; teachers must adapt to 
students who have diverse needs, whether because of limitations in their abilities or limitations imposed 
by their surroundings. The term inclusion appeared linked to special education in 1994, when the need for 
inclusive schools in which integrate children and adolescents with disabilities was established (Rodríguez & 
Garro-Gil, 2015).

The search for quality, equal opportunities and equity for diverse groups in learning contexts has driven 
changes to education laws. The decentralisation of educational policies in Spain means that this matter is a 
competence of the autonomous regions (Pérez-Gutiérrez et al., 2021) and there is great variety in approaches 
to inclusion (Ojeda et al, 2019). There is still much to be done to achieve true inclusive education, above all 
faced with these territorial imbalances.

Previous research has identified a need to define inclusion, along with its standards, concepts and termi-
nology, as well as to quantify its efficacy since there is a large body of theoretical and philosophical literature 
but few publications refer to the results obtained from this inclusive education (Francisco et al., 2020). Some 
authors present inclusion as something that is enriching and beneficial for society as a whole, showing hu-
man diversity as an important factor that must be considered in continuous teacher training (Quesada, 2021; 
Pareja de Vicente et al., 2020).

Inclusive education must be embedded by the educational community and throughout the curriculum, 
thus enhancing participation, coexistence and tolerance, both inside and outside the classroom (García-
Navarro et al., 2022). Emotional engagement, belonging to the group, participation in processes of planning 
projects and learning competences are signs of an inclusive classroom facilitated by teachers who are com-
mitted to active methodologies (Muntaner-Guasp et al., 2022).

We use the term students with special educationa l needs (SEN) to refer to students who receive an in-
tervention outside the mainstream classroom (individually or in small groups) and count with support staff. 
Students who are refugees, immigrants or in situations of socio-economic vulnerability must also be includ-
ed (Pérez-Gutiérrez et al., 2021). This group also includes Learning Difficulties (LD), Attention Deficit Disorder 
(ADD) and Attention Deficit Hyperactivity Disorder (ADHD), when they display Special Personal and School 
History Conditions, owing to late entry to the educational system or high intellectual abilities, or when lan-
guage and communication issues are noted that require support in specific or general aspects of their edu-
cational process.

The educational authorities are responsible for designing measures to identify students who require spe-
cific attention and for providing qualified specialists who have the necessary means and material to guaran-
tee their integration and inclusion (Ministerio de Educación y Formación Profesional, n.d.). Recent research 
has underlined the benefits of co-teaching, where support and general teachers are involved cooperatively 
in individualised attention for the whole group, promoting the design of multi-level dynamics (Pérez-Gutiérrez 
et al., 2021).

1.1. Students with special educational needs in the music classroom
Inclusive education is a constant and dynamic process of transformation. It is a process that facilitates atten-
tion for students, starting with their needs and guaranteeing their development and learning. Music, as some-
thing that helps improve attention and cognitive and emotional aspects, also provides learning in values and 
improvements in expression and communication (Gisbert & Tizón, 2022). The music classroom can be a space 
for identifying and respecting differences, creating a cooperative environment where social skills can be devel-
oped through interaction and where everyone can feel valued for their contributions (Terziyska, 2020).

Some sectors of the population are marginalised in music education, either because of its theoret-
ical-technical difficulty or because of their social and/or cultural limitations or physical constraints. The 
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accessibility of musical instruments can be improved by incorporating digital resources, thus contributing 
to the individual empowerment that musical practice and creation provide. Adapting musical instruments fa-
cilitates inclusive musical learning; it allows students with diverse characteristics to perceive music, express 
themselves through music or develop their creativity through musical composition (Frid, 2019).

Musical learning has also incorporated technological resources to provide flexible tools that can be 
adapted to students’ characteristics, in both the comprehension and creation of musical content. It is possi-
ble to listen to passages of music, with or without accompaniment, and share, disseminate or communicate 
aspects relating to musical dynamics to groups comprising participants with diverse characteristics, thus 
facilitating interaction between them and also in social networks (Calderón-Garrido et al., 2019; Serrano et al., 
2022). The effort to stay up to date is especially important to be able to make pedagogical use of innovative 
tools and resources that contribute to improving the teaching–learning process: musical accompaniment 
programmes and soundtracks, audio and video, MIDI keyboards, digital whiteboards or tablets, among oth-
ers (Monteagudo et al., 2017).

Technology makes it possible to access training content that provides different stimuli for people with 
functional diversity (visual, auditory, motor and cognitive) (Orozco et al., 2017). New educational currents seek 
to improve competences and music becomes an ally, beyond artistic competence, enhancing creative, re-
search, analytic and reflexive skills. Musical practice favours the real application of activities, as its dynamics 
promote participation and critical thinking (Ramos et al., 2017). Musical learning becomes something that 
strengthens skills and abilities with which knowledge from different areas can be accessed, and so it is in-
teresting to provide flexible educational scenarios where students display an active attitude in their own 
process of learning (Cabero-Almenara & Ruiz-Palmero, 2018).

Students with special educational needs should be incorporated and included in mainstream schools 
whenever possible, and so measures for attention for diversity in the classroom must be provided. Accessing 
and staying in the educational system are prioritised, drastically reducing exclusion and discrimination. Equity, 
inclusion and compensating for inequalities must be promoted (Sabbatella & Del Barrio Aranda, 2021), as 
must considering the need to incorporate music therapists to contribute to improving attention for students 
with special educational needs. The teaching team must collaborate with music therapists to promote cur-
riculum adaptation dynamics and inclusive proposals that facilitate equality of opportunities through musical 
practice (Sabbatella, 2014).

Recent studies in Spain show that rejection of students with special educational needs in the classroom 
increases as they advance in age and school level. This could be because of the current situation, support for 
students with special educational needs is provided in the centre but its implementation involves separating 
the recipients from the class group (Rodríguez-Gudiño et al., 2022). In each autonomous region (in line with 
its own education legislation), following educational psychology assessment of students who require this at-
tention, a decision is made about whether students with special educational needs will attend a mainstream 
school (this may be in a class attached to the same centre, whether in a mainstream classroom or in a spe-
cialist classroom, among other similar terms) or a special education centre (Martínez-Abellán et al., 2019).

1.2. Training on students with special educational needs for specialist music teachers
There is a clear need to provide training and means of staying up to date that enable progress in the adapta-
tion of music education to guarantee real inclusion in the music classroom for students with diverse charac-
teristics. Both the initial training of future teachers as well as their continuous training must be considered if 
we wish to increase the development of pedagogical-musical competences that facilitate the adaptation of 
the music education process for students with special educational needs in an inclusive music classroom 
(Gu & Hwang, 2019). Resources, tools and strategies that permit quality teaching activity are needed. One 
of the first aspects to take into account is undoubtedly identifying needs, something that makes it possible 
to direct and readjust actions to favour students’ participation and achievement of objectives in the music 
classroom (Lafuente & Jurado, 2018).

We have encountered a trend that is based on multiplicity both in motivational aspects, and in representa-
tion, expression, and action. This approach derives from the principles of Universal Design for Learning 
(UDL) and seeks to guarantee access to education for people with sensory limitations (Cast, 2011; Delgado-
Valdivieso, 2021). Some examples where the principles of UDL have been followed can be found in a recent 
musical project that pursued effective attention to diversity and fostered artistic expression and self-regu-
lation (Martínez-Requejo et al., 2022). In other disciplines such as Spanish language, the implementation of 
UDL has had good results in the academic improvement shown by the students (Tobón, 2020). UDL also 
seems to improve empowerment in young people with mild intellectual disabilities as shown in a study car-
ried out in the autonomous region of Madrid (Rodrigo et al., 2022).

UDL, as shown in the review by Parody et al. (2022), is a vital resource in the search for fully inclusive 
education. This work, collates the publications between 2017 and 2021, emphasising the need for training 
for teachers in UDL and information and communication technology as inclusive and innovative tools. UDL 
promotes the transformation of curriculum design, a process in which it is desirable to anticipate, reduce 
or eliminate barriers that interfere in the learning process, and to guarantee access, participation and the 
achievement of objectives by the students. This involves an additional effort to provide flexibility, and achiev-
able alternatives and goals in view of the many levels and varied skills of diverse students (Alba, 2012; Dalmau 
& Sala, 2015).



112 Gisbert, V.; Navarro, S.; Vela, M. Rev. electrón. complut. inves. educ. music.  21, 2024: 109-118

An increase in teachers’ awareness and understanding is currently apparent that favours reflection 
and analysis of the reality of the students, knowledge of their individual circumstances and adaptation 
of the resources to be used, etc. Improvements to pedagogical practices are pursued, with an inclusive 
focus in which the individual is valued and respected with his or her difference (Delgado-Valdivieso, 
2021). The improvement in the learning process of students with special educational needs must be 
valued because it results in a better learning experience for the whole group, not just students who have 
particular limitations or conditions. These measures require teachers to be engaged if they are to fulfil 
their professional duties (Lafuente & Jurado, 2018).

The conservatory, a centre for training specialist music teachers, has been the subject of less re-
search on attention for diversity and inclusion than other music education environments, such as general 
teaching in its various stages. Some studies from this field have shown the existence of exclusionary 
behaviours in the music classroom, specifically a hierarchy of merit (Elmgren, 2019). In this particular 
case, the focus of attention is on the exclusionary demand to access the conservatory or to participate 
in the most important performances. The search for perfection means that less outstanding students 
can feel excluded or act in self-exclusionary ways and question their own skills and capacities. These 
attitudes can restrict their future employment opportunities, conditioning their capacity to self-regulate 
their learning and leading to them falling into a deep demotivation (Valenzuela et al., 2017).

Conservatory classrooms currently display broad cultural diversity. Very diverse traditions, religions, 
customs and backgrounds converge in European educational centres, and, yet the colonial European 
culture prevails, pushing other repertoires and customs to the margins (Ford, 2021). Facilitating access 
to blended music training could help reduce the economic costs of face-to-face training for students 
with limited means, and it would also entail an extra effort in the creation of intercultural educational 
communities that favour reflection and enrichment by cultures other than Western ones (Gammeren & 
Szram, 2019).

1.4. Inclusive music education
Inclusive music education facilitates access to music education by adapting pedagogical-musical re-
sources and methods to diverse individuals regardless of their interests, limitations, skills or needs (Del 
Barrio et al., 2019). Musical practice contributes to human development in both the individual and social 
aspects. Musical learning favours self-knowledge, emotional work, empathetic communication and inclu-
sion in the group from a holistic vision that emphasises improved motivation through artistic expression 
(Gustau-Olcina & Ferreira, 2020; López-Casanova & Nadal, 2018).

Human construction is facilitated by musical learning, as beyond its artistic dimension it unites so-
cio-cultural and expressive aspects that reinforce self-identity and social participation, contributing to 
inclusion in the classroom (Totoricagüena, 2021). Active participation in the classroom improves when 
interaction and experimentation are facilitated by designing proposals that are attractive and interest-
ing for students (Chao-Fernández et al., 2015). Promoting confidence, creativity, sensitivity and emotional 
expression makes it possible to make the learning process flexible and provide it with meaning, as the 
classroom becomes a space for interaction in which the connection between individuals is reinforced 
(Pérez-Aldeguer, 2013).

Inclusion can be limited by social, economic, or legal aspects, and so the creation of spaces where 
interpersonal ties are reinforced is decisive for self-knowledge and emotional management, and also for 
learning to respect diversity in the classroom. Musical learning allows students to work on the adaptation 
and alignment of skills and knowledge (Berciano et al., 2019; Pérez-Archundia & Millán, 2019; Pereira et 
al., 2019). Progress in music happens in a similar way in individuals who are on the threshold of poverty or 
social exclusion and in people with different socio-economic levels, and so is an equalising element as 
improvements are observed in individual and collective skills enabling active incorporation in mainstream 
settings and settings of social well-being (Dumont, 2018).

The inclusive classroom, regardless of the subject on which it is focussed, starts from the students’ 
needs using a methodology that is active, flexible and related to their interests. Active listening, empathet-
ic communication and resolving conflicts through dialogue to promote good emotional management are 
especially relevant (Mills & Rielle, 2018). Inclusion is only possible when integral training makes it possible 
to preserve the dignity, rights, and liberties of those who display distinctive characteristics. For this rea-
sons, inclusion requires a commitment to social co-responsibility (Pérez-Archundia & Millán, 2019; Díaz, 
2004).

Inclusion should ensure equality of opportunities, psychological empowerment, the elimination of ar-
chitectural and social barriers, access to resources that allow access to the job market, educational im-
provement and social well-being (Salvador-Ferrer, 2020; Sebastián & de Mattos, 2020). There is a need for 
interdisciplinary spaces that enable collective experiences favouring participation, interaction and collec-
tive work, and so reinforcing community ties and social development (Pereira et al., 2019).

Full inclusion cannot be achieved while some sectors of the population are at risk of social exclusion or 
are disadvantaged on grounds of gender, age, background, ethnicity, religion or other factors. The interven-
tion must have the aim of transforming society in search of social justice. The model to follow is that of a 
society that embraces and values its members, one where their distinctive characteristics are not a burden 
but instead an opportunity for collective enrichment, a society whose foundations are built on inclusive and 
cooperative values (Cruz-Flores, 2021).
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2. Methodology
This work is a mixed study that uses a dual quantitative and qualitative focus, combining professional and 
personal aspects through which it seeks to understand the situation of students with special educational 
needs in the music classroom from a broad teaching perspective including early-childhood, primary, sec-
ondary, music school, conservatory or university. To do so, it uses a sample of specialist music teachers who 
work in different centres in the island of Tenerife (Canary Islands, Spain). The data was collected at a single 
moment using a questionnaire, and so it is a transversal research project.

Objectives
 – Objective 1: to analyse teachers’ level of experience and training in students with special educational 

needs in music classes in the island of Tenerife (Canary Islands, Spain).
 – Objective 2: to quantify the skills learnt by students with special educational needs in music classes 

depending on teachers’ experience and training.
 – Objective 3: to consider the training proposals for teaching students with special educational needs 

with the aim of continuing with the advance of inclusive education.

Sample
This research provides an important holistic overview of teachers’ perspectives on the phenomenon of stu-
dents with special educational needs. To do so, it uses a sample of 94 participants in various levels of the 
education system, linked by teaching music. A random sample of music teachers who, during the first quarter 
of 2021, were working in Tenerife in the first quarter of 2021 completed the questionnaire. Given the open 
nature of participation in the study, with the only requirement being to be a teacher who specialises in music, 
analysis of the sample reveals great diversity.

The nominal variable of gender indicates a prevalence of women (56.4%), with 42.5% men and 1.1% who 
prefer not to define themselves. With regards to age, a wide variety can be observed in four specific ranges, 
varying from a young teacher aged under 25 who had possibly recently joined the system, up to an older 
teacher who may have experienced the emergence and consolidation of inclusive teaching over recent dec-
ades. This variance in the sample is apparent in the distribution of academic training by studies completed 
(licentiate degree 9.6%, bachelor’s degree 26.6%, master’s 27.7%, doctorate 19.1% and other studies 17%), 
as well as the shared professional work in different fields of music teaching, as shown in Figure 1.
Of this sample of music teachers, 36.8% work in general education at primary or secondary levels, 42.1% in 
the conservatory, 26.3% in music schools, 10.5% at university level and 2.6% others.

Figure 1. Training of the teachers and professional area

Own elaboration

Three dichotomous variables were also included to analyse the sample: previous experience; previous 
training; and knowledge of legislation. The results show that a significant proportion of teachers (73.4%) said 
that there were students with special educational needs in their music classes, compared with 26.6% who 
reported not having experience with these students. Results relating to previous training in inclusive teaching 
are more even, with 43.6% of teachers saying they have received this training, compared with 56.4% who 
said they had not.

This weighting is almost repeated in the section about the autonomous region’s legislation, with 44.85% 
of respondents claiming to have knowledge of it, while 55.15% say they do not. This reflects the broad dif-
ference between real experience with this type of student in the music classroom (73.4%) compared with 
teachers’ training (43.6%). Finally, the respondents’ level of confidence in inclusive teaching, notwithstanding 
the parameters analysed above, was medium–low in 58.5 % of cases, compared with a high–very high in the 
remaining 41.5%.
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Design
This work was a mixed study using qualitative and quantitative tools. It presents a correlation of personal and 
professional variables that seek to provide an overview of the presence of students with special educational 
needs in the music classroom at different levels of the education system in Tenerife.

A selective and retrospective design with a single group was used, in which the differentiation between 
dependent and independent variables was theoretical. Data collection, using a questionnaire, took place in a 
single moment, and so this study has a transversal research design.

Instrument
We used a three-part questionnaire. The first part collected different socio-demographic information about the 
participating subjects (age, gender, completed studies, professional activity, experience of inclusive teaching). The 
second comprised a Likert-type questionnaire about skills acquired by students with special educational needs in 
the music classroom (language learning, cultural diversity, self-knowledge and reflection, and socio-communicative 
skills). Finally, the third part was a questionnaire that could be analysed qualitatively on teaching practices and atti-
tudes towards the matter being studied, as well as specific proposals for improving teacher training in this essential 
area of teaching.

 Three external experts – one music specialist and two specialists in attention for diversity, all of them with exten-
sive research experience – assessed the questionnaire’s clarity, utility and relevance, and decided that the subscale 
measuring the level of reliability (5 items; Cronbach’s α =.776) has a considerable level of internal consistency.

We used IBM’s SPPS (Statistical Package for the Social Sciences) software to analyse the data.
The research variables are shown below:

 – Socio-demographic variables: age, gender, completed studies, professional activity, experience and prior 
training in special educational needs.

 – Dichotomous variables referring to the skills most frequently acquired by students with special educational 
needs in the music classroom.

 – Data about the training needs of teachers relating to students with special educational needs.

Procedure
A sample from various educational settings in the field of music teaching was gathered to analyse various 
pieces of data regarding the presence of inclusive teaching, as well as the prior training and experience of 
teachers in this field, based on a questionnaire that was completed in the first quarter of 2021.

2.1. Results
Given the nature of the data, the study largely comprises a correlation analysis of variables using Pearson’s r. 
Accordingly, the influence of two of the dichotomous variables from the sample (experience and training) on 
other coordinates of the research can be established. We found a strong relationship between gender and 
experience, r =.987; p =.002, with considerably more women than men having experience. We also found a 
clear link between experience and age, p =.022; r =.463, with older teachers having greater experience of 
inclusive teaching, as would be expected. The test we used did not show a valid relationship between training 
and gender or between training and age, with a null relationship between the two main dichotomous varia-
bles, experience and training, being displayed, p =.450; r =.213.

We performed a double linear regression study based on two of the dichotomous variables from the ques-
tionnaire to analyse the weight of music skills in students with special educational needs. Consequently, this 
statistic successively establishes two dependent variables – experience and training – in relation to the predic-
tor variables (the four items evaluated in the Likert-type questionnaire regarding the pedagogical merits of the 
music classroom for this type of student). Accordingly, the statistic used confirms that there is a relationship 
between the first dependent variable (experience) and the predictor variables, p =.047; ß =.495, and a much 
stronger relationship between the second dependent variable (training) and the same predictor variables, p 
=.003; r =.465. From this, we can deduce, as previous tests have confirmed, that while many of the participants 
had experience without training, all of the teachers with training had experience of inclusive education.

In the case of the skills that students with special educational needs develop in music classes, two very 
reliable predictor variables were found in the study that takes training as a dependent variable: self-knowl-
edge (p =.004; ß =.653) and socio-communicative skills (p =.006; ß =.522). Meanwhile, using experience as 
the dependent variable gave a different result: languages (p =.038; ß =.425) and self-knowledge (p =.047; ß 
=.458). However, the reliability values were much lower and, in the case of the latter result, almost bordered 
on the null hypothesis. Consequently, the resulting values might have been achieved by chance, as a result 
of the high margin of error, which is greater than what is permitted. In other words, drawing on the statistical 
study, the data gathered identify the decisive factors in the acquisition of training (self-knowledge and so-
cio-communicative skills) and in the acquisition of experience (languages and self-knowledge), albeit with 
numerical values that show a weak statistical relationship in the case of the latter result.

Next, the final part of the questionnaire asked questions that could be analysed qualitatively. Firstly, there 
was one relating to the practices and attitudes of teachers with regards to inclusive education, which pro-
vides two principal topics: realities and concerns of the music classroom with students with special educa-
tional needs:
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•  Participant 67: “I am concerned that students with special educational needs do not receive ade-
quate attention”.

•  Participant 92: “I am concerned that having students with special educational needs will require 
more commitment”.

•  Participant 46: “I am concerned that students with special educational needs are not accepted by 
the class group”.

•  Participant 39: “I am concerned that I do not have the knowledge, resources and skills required to 
cater to students with special educational needs”.

•  Participant 3: “students with special educational needs should be in mainstream music classes”.
•  Participant 50: “my relationship with students with special educational needs tends to be brief”.
•  Participant 72: “I feel a certain limitation when interacting with students with special educational 

needs”.
•  Participant 8: “It is important that students who need a curriculum adaptation participate in music 

lessons”

These types of statements show that, despite the acknowledged experience of most of the participants, 
the importance of musical education for this type of students makes more in-depth training in inclusive ed-
ucation necessary.

In response to the question “what type of knowledge, skills and attitudes would you need to learn?”, the 
participants mainly mentioned basic tools in inclusive education, classroom dynamics, resources for atten-
tion to diversity, communicative skills or methodological implications, and also requested more training dur-
ing their university studies and in continuous training courses given the presence of these students in class. 
The sample as a whole agrees that the music classroom is a favourable site for fostering inclusive education, 
as shown in Figure 2, in view of certain factors (content, inclusive resources, methodology, joint assessment), 
but an overwhelming percentage of the respondents (96.8%) state that they need more specific training in 
education for students with special educational needs.

Figure 2. Special educational needs learning factors in the music classroom and need for training

Own elaboration

Indeed, Pearson’s coefficient confirms the close relationship between the variables of training and confi-
dence in inclusive teaching (p =.030; r =.647), while classroom experience alone is clearly disconnected 
from the confidence parameter (p =.429; r =.063).

3. Discussion and conclusions
The most notable aspect of this research is the unanimity that the sample displays regarding the need for train-
ing in special educational needs, both among respondents who state that they have received this training, who 
complain that they do not have sufficient tools and resources and who feel they lack competence in it, and among 
respondents who report not having received any training in this regard. In any case, the respondents’ statements 
about their experience in the classroom confirm the presence of students with special educational needs, with 
73.4% of the sample reporting this. This is a large proportion of students who require adaptations as they have 
diverse characteristics, nonetheless, a lack of training in this regard is shown as only 43.6% of respondents report 
having received relevant training.

The presence of students with special educational needs and the need for training and means of staying up 
to date to improve attention for them in the classroom is confirmed, something also reflected in earlier research, 
such as that by Llorent-García and López-Azuaga, 2012; Lacruz-Pérez et al., 2021; Sabbatella and Del Barrio 
Aranda, 2021; Del Barrio et al., 2019; and Díaz-Santamaría and Moliner, 2020. The shortcomings in training in this 
area cause feelings of frustration and demotivation in teachers that could result in a certain rejection of students 
with special educational needs, as indicated by some of the responses received in the final part of the question-
naire: I am concerned that I do not have the knowledge, resources and skills required to cater to students, I have 
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brief relationships with them or I feel limited when interacting with them. For this reason, some studies propose 
resolving these perceptions by proposing co-teaching (Pérez-Gutiérrez et al., 2021).

We also found a connection between the responses of some participants and some earlier pieces of research. 
The participants’ opinions reflect a certain concern with having to provide greater dedication to students with 
special educational needs and for their acceptance in the group. Previous publications have noted a preference 
for placing students with special educational needs in specialist centres, something that would resolve both con-
cerns of the participants (Cota-Román et al., 2022).

In light of the results obtained, we believe that it would be of value to dedicate more efforts to attention for 
students with special educational needs, increasing its presence in the subjects that comprise the educational 
plans for teacher training. Half of the people surveyed call for continuous training and inclusive resources. Villegas 
(2019), in his research, notes an increase in students who require specialist attention, and it appears that the 
proportion of students who do not require this type of attention is progressively shrinking. Although the rights of 
students with specific educational support needs are recognised by law, we have found some shortcomings in 
both the educational plans and continuous training. This agrees with the data obtained in this study about facilitat-
ing staying up to date and better attention in the music classroom. There is also a risk that efforts will be focussed 
solely on students with special educational needs and that the attention that students who do not have these 
special demands require will be forgotten (Ribeiro, 2015).

We assessed how much the objectives set in this work were achieved. The first objective was to analyse teach-
ers’ level of experience of and training for students with special educational needs in music classrooms on the 
island of Tenerife (Canary Islands–Spain), and we were able to go into the greatest depth with this objective. The 
teachers confirm that there are students who have special educational needs in their classes and report that they 
do not have previous training in inclusion.

In relation to the second objective, to quantify the skills that students with special educational needs learn 
in the music classroom according to teachers’ experience and training, an improvement in self-knowledge and 
socio-communicative skills was apparent when compared with the results obtained regarding training and im-
provement in languages and self-knowledge in relation to their experience.

In the third objective, to analyse the training offer for teaching students who have special educational needs in 
order to continue with the advance of inclusive education, the demand for specific training in teaching students 
with special educational needs with 96.8% of respondents mentioning this, indicates a shortcoming in training in 
inclusive education.

Consequently, there is a need to improve how specialist music teachers perceive their pedagogical interven-
tion with students who require this attention. As this work shows, teacher training has a holistic aspect in which 
the different levels of training converge. It would be possible to achieve a pedagogical improvement guaranteeing 
attention to students’ diversity, facilitating their insertion and participation and the achievement of their goals, if 
the teaching focus values and respects the individual from the beginning (Delgado-Valdivieso, 2021). Training in 
the discipline to be taught does not guarantee that teachers will provide a good individualised attention despite 
their engagement, as, in view of the data collected from the sample, the training they received in how to cater for 
students with special educational needs is scarce and does not give specialist teachers confidence.
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