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ENG Abstract: Access to the teaching profession in Spain—particularly within the Corps of Primary 
Music Teachers in the Community of Madrid—remains a subject of ongoing debate, primarily due to the 
misalignment between the current competitive examination model and the professional competencies 
required for teaching. This study aims to analyse the perceptions of selection board members regarding the 
design, structure, and effectiveness of the current recruitment process, with particular attention paid to the 
tests administered, evaluation criteria, candidates’ preparedness, and suggested improvements. A mixed-
methods, descriptive, and correlational design was employed, combining both qualitative and quantitative 
approaches. Data collection was conducted through an expert-validated online questionnaire, yielding 
34 responses. The analysis was carried out using SPSS and Atlas.ti, integrating descriptive statistics with 
thematic analysis. A total of 73.5% of board members expressed agreement with the inclusion of eliminatory 
tests, and 67.6% approved of their sequence. The most highly valued components were the Didactic Unit (UPD) 
and the Interpretation test. In contrast, the general Language and Mathematics test was met with greater 
disagreement. Only 32.3% of respondents deemed the current evaluation criteria sufficient. Candidates 
were perceived to have an intermediate level of preparation, with notable deficiencies in communicative 
competencies. Furthermore, only 52.9% of tribunal members had received specific training for their 
evaluative role. Although the selection boards broadly support the current model, they call for improvements 
in assessment criteria, evaluator training, and logistical conditions. Their proposals include the use of public 
rubrics, more objective testing formats, and a revised curriculum. These findings underscore the pressing 
need to move towards a more equitable, objective, and competence-based teacher selection system that is 
aligned with the demands of 21st-century education.
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“The quality of an education system cannot exceed the quality of its teachers” (Barber & Mourshed, 
2007, p. 16).

Introduction
Access to the teaching profession has historically been a matter of debate (Cossío, 1891, as cited in Dávila, 
1988; Fernández, 1924; Fernández, 2006; Requena, 2007), shaped by the search for mechanisms that ensure 
the selection of the most suitable candidates for teaching. From the earliest regulations in the sixteenth 
century to the present day, selection procedures have evolved, yet they continue to attract criticism and 
proposals for reform (Aramendi & Aramendi, 2020; Diken et al., 2011; Escudero, 2010; Longo & Férez, 2006; 
Ruiz Valle, 2014).

The competitive examination system for recruiting teachers has long been criticised for various 
shortcomings (Esteve, 2006; Requena, 2007; Gratacós et al., 2024), particularly its misalignment with the 
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real needs of teaching, its limited capacity to assess teaching competences, and the presumed subjectivity 
of the bodies responsible for the selection process. Numerous voices have raised arguments aimed at 
shedding light on the procedure through which teaching staff are appointed to public schools nationwide, in 
an effort to improve a domain that directly impacts the quality of education. However, despite the relevance 
of examination boards as evaluative agents and intermediaries between the administration and candidates, 
no studies have been found that systematically address their perceptions of the selection process itself. 
This lack of research represents a significant gap in knowledge, given that board members not only apply 
assessment criteria but also interpret regulations, make evaluative decisions, and experience first-hand the 
strengths and limitations of the procedure. Understanding their perceptions is therefore key to determining 
the extent to which the design of the tests, the assessment criteria, and the conditions of the process foster 
an objective selection aligned with the teaching competences required for professional practice.

Furthermore, analysing the perceptions of examination boards makes it possible to identify potential 
discrepancies between the theoretical objectives of the selection system and its practical implementation, 
as well as to detect the training needs of evaluators themselves. Such studies can thus contribute to 
substantiating proposals for improvement aimed at reinforcing the coherence, equity, and validity of the 
selection process, ultimately leading to the recruitment of better-prepared teachers and, consequently, to 
improved educational quality.

Within this context, the aim of this study is to analyse the perceptions of examination board members 
regarding the design, structure, and effectiveness of the selection procedure for the Music specialism in 
Primary Education in the Autonomous Community of Madrid. This overarching aim is specified in the following 
objectives:

1.	 To identify the legislation governing the examination phase.
2.	 To assess the degree of agreement among board members with the different tests that make up the 

selection process.
3.	 To distinguish the perceived level of preparedness of candidates across the various components of the 

process.
4.	 To determine board members’ evaluation of the assessment criteria and their suitability for ensuring 

objective assessment.
5.	 To gather proposals for improvement from board members regarding tests, assessment criteria, and 

logistical conditions of the process.

To this end, the study begins with an analysis of the current selection procedure, based on a review of the 
state of the art and the tests comprising the examination phase in the Community of Madrid. This is followed 
by a presentation of the methodology employed, the results obtained, and the conclusions drawn, ending 
with the references.

1.	  The selection procedure for entry into the Teaching Corps
The Royal Spanish Academy (2023, online) defines oposición, from the Latin oppositio, as the “set of 
competitive examinations in which candidates for a position, generally within the public administration, 
demonstrate their competence, which is assessed by a board.”

1.1.  State of the art
Despite being an issue embedded in the daily reality of teachers in Spain since 1588—when King Philip II 
proposed that schoolmasters undergo examinations to prevent “certain vices introduced into the Castilian 
language and writing” (García & Barbarín, 1901, p. 244)—research on teacher recruitment examinations 
remains surprisingly scarce (Aguilar et al., 2016; Bustos & Callejo, 2022; Dávila, 1988). Dávila (1988) justified 
this as “a historiographical taboo, a certain fear of uncovering, behind the examinations, heavy mechanisms 
of social control” (p. 115), despite the fact that teachers constitute a key factor in educational quality (Egido, 
2010), both in students’ academic achievement and in their motivation for future learning (Darling-Hammond, 
2000).

The limited literature on the teaching civil service has mainly focused on the evolution of the examination 
model (Dávila, 1988; Requena, 2007). One area of debate concerns the model itself: Fernández (2006) argued 
that the pursuit of quality clashes with the examination system, while Esteve (2006) highlighted that the 
system is based on learning everything required at once, which does not align with the preparation demands 
of new generations.

The subjectivity of examination boards and assessment criteria has also been widely debated. Cossío 
considered teacher training colleges to be the only institutions capable of measuring teaching competences 
(Cossío, 1891, as cited in Dávila, 1988, p. 119). Fernández (1924) argued that one of the main flaws of the 
selection model lay in the human factor—namely, the defects and imperfections inherent to individuals—and 
maintained that professional practice is the best means of assessing candidates’ pedagogical abilities. Diken 
et al. (2011) and Ruiz (2014) pointed to the subjectivity of selection procedures and advocated for the creation 
of specialised selection bodies (Longo & Férez, 2006). Aguilar et al. (2006) and Martín (2017) highlighted the 
lack of objective assessment criteria in evaluating the examination phase.

Within this debate, candidates themselves have also come under scrutiny. Brezinka (1990) proposed the 
use of psychometric methods to assess whether prospective teachers possess the necessary aptitudes prior 
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to commencing their studies. Similarly, Requena (2007), who described the system as “scarcely pedagogical 
and excessively subjective” (p. 319), suggested introducing an initial eliminatory objective test—such as 
multiple-choice, psychometric testing, or a personal interview—to assess candidates’ disposition, maturity, 
and vocation for teaching.

The evaluation of teaching competences has been addressed by various authors. Studies by Sánchez-
Tarazaga (2016) on teacher competence frameworks highlight the importance attributed by the European 
Union to defining the teaching profile. In 2012, the European Commission proposed a list of twenty-eight 
core competences classified into knowledge and understanding; skills; and dispositions, including beliefs, 
attitudes, values and commitment.

Gratacós et al. (2024) confirmed that personal and interpersonal teaching competences—highly valued by 
school leaders and teachers—are not taken into account in the selection process. Likewise, Pérez et al. (2008) 
found that 52% of teachers surveyed across twelve autonomous communities considered the recruitment 
system inadequate, emphasising its rigidity and its reliance on rote learning, which prevents the assessment 
of actual teaching abilities.

In line with these findings, Escudero (2010) stressed the need to define selection and evaluation criteria 
consistent with the teacher profiles required by contemporary society, while Ronfeldt et al. (2013) advocated 
updating the professional profile in accordance with the needs of the education system.

Finally, several studies propose reform measures and alternative models. Del Pozo (2008) suggested 
prioritising the assessment of the practicum phase and replacing outdated testing models. Aramendi and 
Aramendi (2020) called for collaboration between schools, support services, and universities in the induction 
of teachers, arguing that universities and teacher training institutions should support school leadership 
teams, guidance counsellors, and novice teachers. In this vein, authors such as Serrano and Pontes (2015) 
and Sarceda and Rodicio (2018) advocate initial university training that is closely aligned with classroom 
reality, practical, and functional.

All of the above invites us to adopt a broader perspective and recognise the importance of reviewing key 
educational domains—such as teaching competences, assessment, teacher recruitment policies, and their 
international comparison—in order to identify a model that meets current needs in teacher selection.

1.2.  The examination phase in the Community of Madrid
The enactment of Organic Law 3/2020 of 29 December, amending Organic Law 2/2006 of 3 May on Education 
(LOMLOE), a law that represents a methodological shift through the strengthening of competency-based 
learning via the establishment of specific competences and learning situations (Montaraz, 2024), has not (at 
least to date) led to changes in the system for access to the teaching profession, which has remained in force 
since 2007 under Royal Decree 276/2007 of 23 February, approving the regulations governing entry, access, 
and the acquisition of new specialisations within the teaching corps (hereinafter, RD 276/2007), as amended 
by Royal Decree 270/2022 of 12 April.

Article 17 establishes entry into the Teaching Civil Service through a competitive examination procedure 
followed by a probationary phase. Article 18 regulates the examination phase, aimed at assessing subject-
specific knowledge, pedagogical aptitude, and mastery of teaching techniques. It consists of two eliminatory 
tests established in Article 21:

	– Test 1: composed of Part A, a practical examination on scientific training and technical skills; and Part B, a 
written development of a topic selected by the candidate from two drawn at random.

	– Test 2: assesses pedagogical aptitude through the presentation and defence of a teaching programme 
(programación didáctica, PD) and the preparation and oral presentation of a teaching unit (unidad didáctica, 
UD), selected from three drawn at random (either related to the PD or to the official syllabus). Candidates 
may use supporting materials and a script submitted to the board.

This framework is common to all autonomous communities, which specify the practical test, as well as the 
order and duration of the examinations. Accordingly, the Autonomous Community of Madrid establishes the 
following components for the first test (practical examination) in the Music specialism:

	– Part A1. Common test in Language and Mathematics, in which candidates must answer, within one and a 
half hours, questions related to the content established in Decreto 61/2022, de 13 de julio, del Consejo de 
Gobierno, por el que se establece para la Comunidad de Madrid la ordenación y el currículo de la etapa de 
Educación Primaria, specifically in the areas of Mathematics and Spanish Language and Literature.

	– Part A2: Practical exercise. This is divided into two tasks: the composition, within one and a half hours, of a 
vocal and instrumental piece involving the creation of melody, harmonisation, and instrumentation based 
on a text provided by the examination board, and its application to Years 5 and 6 of Primary Education; and 
the performance of a musical piece or excerpt selected by the board from five proposed by the candidate, 
with technical difficulty and performance quality being assessed.

	– Part B. Syllabus test: within a maximum of two hours, candidates must develop in writing a topic selected by 
the candidate from two drawn at random from the syllabus established in Article 1 of Orden ECD/191/2012, 
de 6 de febrero de 2012.
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For the second test, candidates must present and defend a teaching programme for a Primary Education 
cycle comprising a minimum of 15 teaching units (Unidades de Programación Didácticas, UPD), meeting 
specific requirements regarding its components (listing of UPD, sequencing by year and justification of the 
proposed organisation; cross-curricular content; pedagogical methods; strategies for addressing individual 
differences; and grading criteria) and format. The UPD must include the relationship between specific 
competences and associated assessment criteria, cycle content, activities and learning situations, specific 
resources, assessment instruments, and grading criteria. Candidates are given one hour to prepare the 
UPD. Once completed, they proceed to present the PD before the board in twenty minutes, followed by a 
thirty-minute presentation of the UPD, concluding with a discussion with the board lasting no more than ten 
minutes.

Annex V of the convocation, containing instructions on the operation of examination boards and selection 
committees, sets out the assessment criteria for each of the tests.

2.	 Method

Design
In order to understand the perceptions of examination board members regarding the examination phase, 
a mixed-methods methodology was adopted, combining qualitative and quantitative approaches, non-
experimental in nature, with a descriptive and correlational design. The combination of qualitative and 
quantitative methods responds to the need to capture the complexity of the phenomenon under study, 
enabling data triangulation and enriching the findings. The rationale underpinning the mixed-methods 
approach lies in complementarity: quantitative data allow for the identification of general trends, while 
qualitative data provide deeper insight into meanings and proposals for improvement.

Procedure and instrument
Four phases can be distinguished in the development of this research. In the first phase, a literature review 
was conducted, analysing the content of primary and secondary sources in Scopus, Web of Science, and 
other repositories, alongside a documentary analysis of regulations and the historical evolution of teacher 
recruitment examinations. In the second phase, an ad hoc questionnaire was designed, validated, and 
administered for data collection via Google Forms. It was validated by three experts with experience in 
selection processes and educational research methodology, who assessed content validity in terms of clarity, 
relevance, and alignment with the study objectives, reaching consensus in the first round. The questionnaire 
was distributed in July 2024 to examination board members, coinciding with the end of the examination 
phase. The study adhered to ethical principles of confidentiality, anonymity, and voluntary participation, 
with participants being informed of the study’s purpose. The questionnaire comprised 34 questions of 
various types: closed (dichotomous, multiple-choice, Likert scales), open-ended opinion questions, and 
sociodemographic items. The questions were organised into five content blocks, as detailed in Table 1:

Table 1. Questionnaire

Block Content No. of items

I. Sociodemographic 12

II. Design of the examination phase 4

III. Format of the tests 9

IV. Assessment of the tests 5

V. Candidates’ preparation 3

Other comments 1

Table author’s own work.

In the third phase (data collection), responses were gathered throughout July, August, and September, with 
this timing being strategic in capturing recent perceptions and avoiding memory bias. In the fourth phase, 
data analysis was carried out using SPSS Statistics v.29, employing descriptive techniques (frequencies, 
percentages, means) and bivariate analyses such as the chi-square test to explore significant relationships 
between variables, including the influence of participants’ years of teaching experience, the number of 
examination rounds in which they had participated as board members, and their role as Chair of the board. 
Qualitative analysis of the open-ended questions was conducted through open coding and thematic grouping 
using Atlas.ti software, establishing categories based on the conceptual blocks of the questionnaire, which 
were subsequently expanded and refined following discourse analysis of participants’ responses: training 
of board members, professional competence of the board, assessment criteria of the selection procedure, 
functioning and organisation, perceived objectivity of the process, and proposals for improvement. Finally, 
the results were visualised through graphical representations to facilitate their interpretation.



267Montaraz-Moral, I.M. Rev. electrón. complut. inves. educ. music. 23(1) 2026: 263-275

Sample
Out of a total of 95 examination board members, 34 responses were received, representing a response 
rate of 35.79%. Of the respondents, 70.6% were women and 29.4% men, with a mean age of 45.8 years. 
Regarding length of service, 44.1% had more than 20 years of experience, 35.3% between 11 and 20 years, 
17.6% between 6 and 10 years, and 2.9% between 1 and 5 years.

A total of 88.2% held a teaching diploma in Primary Education with a specialisation in Music Education. 
In terms of musical training, 44.1% had completed professional studies in conservatories, 38.2% elementary 
conservatory studies, 11.8% elementary studies in music schools, and 2.9% had no formal musical training.

Furthermore, 64.7% had previously served as examination board members, with an average of 4.4 
examination rounds, while 35.3% were participating for the first time. Participation was voluntary in 67.6% of 
cases and compulsory in 32.4%.

Within the sample, 35.3% served as Chair, 23.5% as Secretary, and 41.2% as board members. Only 
52.9% had received training for their role, and among these, just 20% considered such training to be highly 
sufficient. Notably, 94.1% had not previously worked as examination preparation tutors.

3.	 Results
The results are presented according to eight categories: Overall evaluation of the selection model; Relevance 
of the types of tests; Agreement with the format of the tests; Objectivity and assessment criteria; Perception 
of candidates’ preparation; Candidates’ communicative competence; Organisational conditions and board 
performance; and Proposals for improving the procedure.

3.1.  Overall evaluation of the selection model
The quantitative results indicate a predominantly favourable view of the general format of the procedure. A 
total of 73.5% of participants agree with the eliminatory nature of the tests (29.4% agree and 44.1% strongly 
agree), a proportion that increases among board chairs (84.61%), as shown in Table 2. Likewise, 67.6% 
express agreement with the order in which the tests are conducted.

Table 2. Agreement with the establishment of eliminatory tests (chairs)

Agreement with the 
establishment of 
eliminatory tests

n (%)

χ² = 0,094

Strongly disagree 0 (0)

Disagree 1 (7,69)

Neutral 1 (7,69)

Agree 5 (38,46)

Strongly agree 6 (46,15)

Table author’s own work.

Qualitative data reinforce these findings: the narratives legitimise the sequential logic of the process, 
which places theoretical tests first, followed by technical-musical tests, and finally didactic ones, as 
illustrated in Figure 1. Participants interpret this progression as coherent with the increasing complexity of 
the competences being assessed.

Figure 1. Preferred order of tests in the selection procedure
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3.2.  Relevance of the types of tests
As shown in Figure 2, there is a high level of consensus regarding the necessity of didactic tests. The UPD 
receives the strongest support (70.6% strongly agree), followed by the PD (52.9%). This agreement is even 
more pronounced among more experienced members (80% among those who have participated in three or 
more examination rounds), as shown in Table 3. By contrast, the tests with the lowest level of agreement are 
Composition (35.3%) and the common Language and Mathematics test (29.4%).

From a qualitative perspective, the UPD is considered the instrument that best approximates assessment 
to real teaching practice, which explains its high level of legitimacy. By contrast, the common test is perceived 
as less closely linked to the professional identity of the Music specialist.

Figure 2. Types of tests in the selection procedure

Table 3. Agreement with the inclusion of the UPD test (board members with three or more examination rounds)

Inclusion of UPD test

n (%)

χ² = 0,007
Strongly disagree 1 (10)

Agree 1 (10)

Strongly agree 8  (80)

Table author’s own work.

3.3.  Agreement with the format of the tests
Levels of acceptance vary depending on the nature of the test, as shown in Figure 3: UPD shows 88.3% 
agreement, Interpretation 88.2%, Composition 76.5%, PD 70.6%, and Syllabus 70.6%. By contrast, the 
common Language and Mathematics test shows 53% disagreement. Board chairs reinforce this trend, 
as detailed in Table 4, showing particularly high agreement with Interpretation (92.31%) and Composition 
(84.62%), consistent with the perceptions of members who have participated in three or more examination 
rounds (90% for Composition and Interpretation), as shown in Table 5.

Qualitative data explain this divergence: artistic-musical and didactic tests are perceived as more 
authentic and better aligned with professional practice, whereas the common test is interpreted as external 
to the specialist profile.
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Regarding the syllabus test, a divergence emerges between subgroups. While 85.3% of participants call 
for an updated and publicly available syllabus and 61.8% favour multiple-choice formats, board chairs show 
a high level of agreement with the written development format (76.92%). The integration of qualitative data 
suggests that this discrepancy reflects evaluative positioning: those responsible for marking call for greater 
objectivity and standardisation, whereas other members prioritise the capacity of open-ended formats to 
assess teachers’ communicative and argumentative competences. In this respect, the critique appears to 
be directed more at the updating of content than at the competence construct being assessed.

Figure 3. Level of agreement with the tests in the selection procedure

Table 4. Agreement with test formats (Chairs)

Agreement with test format. Chairs

Composition n (%) Interpretation n (%) Syllabus n (%)

Strongly disagree 1 (7.69) 0 (0,00) 2 (15,38)

Disagree 0 (0,00) 0 (0,00) 0 (0,00)

Neutral 1 (7,69) 1 (7,69) 1 (7,69)

Agree 7 (53,85) 4 (30,77) 2 (15,38)

Strongly agree 4 (30,77) 8 (61,54) 8 (61,54)

χ² χ² = 0,012 χ² = 0,001 χ² = 0,004

Table author’s own work.

Table 5. Agreement with test formats (Board ≥3 examination rounds)

Agreement with test formats (Board ≥3 examination rounds)

Composition n (%) Interpretation n (%)

Strongly disagree 1 (10) 0 (0)

Disagree 0 (0) 0 (0)

Neutral 0 (0) 1 (10)

Agree 6 (60) 4 (40)

Strongly agree 3 (30) 5 (50)

χ² χ² = 0,011 χ² = 0,026

Table author’s own work.
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3.4.  Objectivity and assessment criteria
Only 32.3% consider the criteria published in the convocation to be sufficient, although 47% positively value 
the internal guidelines of the selection committees. Qualitative analysis allows these findings to be refined:

	– A structural perception of subjectivity is identified, assumed to be inherent in the assessment of teaching 
and artistic competences.

	– There is a demand for greater specificity in criteria, detailed rubrics, and prior publication.
	– Difficulties arising from interpretable marking schemes are highlighted.

The tests requiring the greatest evaluative clarification are the Syllabus and UPD, followed by the Teaching 
Programme, as shown in Figure 4.

Figure 4. Specificity of assessment criteria by test

3.5.  Perception of candidates’ preparation
The overall assessment, shown in Figure 5, places preparation at an intermediate level, with differences 
across tests. The highest levels of preparation are attributed to Interpretation and UPD; intermediate levels 
are observed in Composition, Syllabus, and PD (mid-high); and the lowest level is identified in the common 
Language and Mathematics test. Board chairs confirm this trend (Table 6): 69.23% perceive low preparation 
in the common test; intermediate preparation in Composition (61.54%) and Syllabus (69.23%); and good 
preparation in PD (61.54%). Members who have participated in three or more examination rounds also report 
intermediate preparation in Composition (80%) and Syllabus (70%), as shown in Table 7.

Inferential analysis suggests a relationship between years of evaluative experience and perception of 
preparation in Interpretation (p = 0.00001733), with 26.5% of board members with more than 20 years of 
experience reporting good preparation in this test, as well as 20.6% of those with 11 to 20 years of experience.

From qualitative accounts, shortcomings are attributed to deficits in musical training, lack of knowledge 
of legislation, a fragmented approach to exam preparation, the overlap of simultaneous selection processes 
leading to candidate fatigue, and the limited number of positions offered.

Figure 5. Level of preparation by test
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Table 6. Candidates’ preparation (Chairs)

Candidates’ preparation (Chairs)

A1. Common 
Language and 
Mathematics

A2. Composition Syllabus Teaching 
Programme

Low preparation 9 (69,23) 3 (23,08) 1 (7,69) 1 (7,69)

Intermediate preparation 3 (23,08) 8 (61,54) 9 (69,23) 3 (23,08)

Good preparation 1 (7,69) 1 (7,69) 3 (23,08) 8 (61,54)

Exceptional preparation 0 (0) 1 (7,69) 0 (0) 1 (7,69)

χ² χ² = 0,018 χ² = 0,017 χ² = 0,018 χ² = 0,017

Table author’s own work.

Table 7. Candidates’ preparation (Board ≥3 examination rounds)

Candidates’ preparation (Board ≥3 examination rounds)

Composition n (%) Syllabus n (%)

Low preparation 1 (10) 2 (20)

Intermediate preparation 8 (80) 7 (70)

Good preparation 1 (10) 1 (10)

χ² χ² = 0,007 χ² = 0,045

Table author’s own work.

3.6.  Candidates’ communicative competence
Written and oral expression are generally placed at intermediate levels, as shown in Figure 6: boards perceive 
that 52.9% of candidates display an intermediate level of written competence. In oral expression, 55.9% are 
also rated as intermediate, and only 35.3% are considered good (29.4%) or excellent (5.9%). Qualitatively, 
communicative competence is recognised as a critical teaching skill, reinforcing the defence of written 
development of the syllabus over exclusively multiple-choice formats.

Figure 6. Candidates’ written and oral communicative competences

3.7.  Organisational conditions and board performance
The narratives reflect a strong awareness of professional responsibility associated with the evaluative role, 
highlighting the importance of professional commitment for the development of the process and the positive 
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perception of the collaborative climate among members. No comments emphasise the adequacy of the 
training received, suggesting that this aspect does not emerge as central in the discourse. However, three 
key issues arise:

a)	 Evaluative subjectivity, with recognition of the inherent difficulty in establishing fully objective procedures, 
even when criteria are predefined. Nevertheless, this subjectivity is understood as a structural feature of 
the system rather than a deficiency attributable to the board.

b)	 Inadequate infrastructure (spaces, climate control, resources).
c)	 Limited contextual authenticity, as assessment takes place outside real classroom environments.

3.8.  Proposals for improving the procedure
Qualitative contributions identify four areas for improvement:

a)	 Regarding the tests: Implement the UPD with real students; incorporate sight-reading and improvisation; 
introduce practical scenarios; reduce the length of the composition and include its performance.

b)	 Regarding access: Require a medical and psychotechnical certificate to ensure suitability for teaching 
practice.

c)	 Regarding boards: Provide greater remuneration or incentives to encourage voluntary participation
d)	 Regarding infrastructure: Improve the material conditions of examination venues.

4.	 Discussion and conclusions
This study has provided an in-depth understanding of examination board members’ perceptions of the 
selection procedure for entry into the Teaching Corps, Music specialism, in the Community of Madrid. 
Based on the analysis of the data collected and the review of the legislative framework, the following main 
conclusions can be drawn:

1.	 General consensus on the design of the tests: 73.5% of board members report a high level of agreement 
with the eliminatory nature of the tests, and 67.6% agree with the sequence of the process, which 
begins with theoretical tests, followed by the technical domain, and concludes with the didactic domain. 
The most highly valued tests are, firstly, the UPD (70.6%), also supported by 80% of members who 
have participated in three or more examination rounds, followed by the PD (52.9%), Syllabus (50%), 
and Interpretation (50%). By contrast, the common Language and Mathematics test generates greater 
disagreement (29.4% in favour), followed by the Composition test (35.3% in favour).

2.	 High level of agreement regarding test formats: this consensus is also reflected in the degree 
of acceptance of test formats, with percentages above 70% for most tests, particularly the UPD 
(88.3%) and the Interpretation test (88.2%). These figures indicate a consolidated acceptance of the 
current examination model, albeit with certain elements requiring revision, such as the Language and 
Mathematics test, for which 53% of respondents express disagreement with its format. With regard to 
the Composition test, although boards do not generally support its inclusion in the procedure, 76.5% 
agree with its format, particularly among chairs (84.62%) and members who have participated in three 
or more examination rounds (90%). Regarding the Syllabus test, 70.6% support its format, as it allows 
for the assessment of teachers’ communicative competences; however, 85.3% call on the relevant 
authorities to provide an updated, fully developed, and publicly available syllabus, and 61.8% favour 
a multiple-choice format. These findings reveal two seemingly contradictory perceptions: on the one 
hand, the high level of agreement among boards regarding the design and format of the examination 
system, and on the other, the views of candidates, who, according to Pérez et al. (2008), consider that 
the model does not adequately assess professional teaching competences. This contrast highlights the 
need for further research into teacher recruitment examinations that takes into account both groups, 
thereby helping to bridge the gap between their perspectives.

3.	 Intermediate level of candidates’ preparation: examination boards perceive candidates’ preparation 
to be at an intermediate level, particularly in the Composition and Syllabus tests. The highest ratings 
correspond to the Interpretation and UPD tests, while the common Language and Mathematics test 
concentrates the highest perception of insufficient preparation (69.23% among chairs). This perception 
may be linked to several factors, including candidate fatigue, the overlap of examination rounds, and 
a limited number of available positions, which may lead to demotivation and reduced engagement in 
certain areas of the process.

4.	 Communicative competences as a weak axis in the teaching profile: the data show that boards consider 
candidates to display intermediate levels of written (52.9%) and oral (55.9%) expression—skills that are 
essential for teaching—while only 35.3% rate these competences as good (29.4%) or excellent (5.9%), 
revealing a significant training gap among teachers. In this regard, the study by Gràcia et al. (2024), in 
which university lecturers were interviewed about oral language competence in initial teacher education 
for early childhood, primary, and secondary education, highlights the limited number of activities carried 
out with students, their lack of linguistic resources, and the need for teacher educators themselves to 
engage in training processes to foster this competence.
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5.	 Objectivity and specificity of assessment criteria: this emerges as one of the main weaknesses identified 
by boards. Only 32.3% of members consider the criteria established in the convocation to be sufficient 
and, although 47% value the guidelines of the selection committee positively, shortcomings are evident 
in the standardisation of marking schemes and rubrics, as well as in their prior dissemination. This lack 
of specificity undermines the fairness of the process and contributes to the perception of subjectivity 
reported in previous studies (Aguilar et al., 2006; Martín, 2017).

6.	 Insufficient training of board members: the analysis reveals that only 52.9% of board members received 
any form of training, and of these, only 20% considered it sufficient. This situation points to a lack of 
institutional preparation to ensure that evaluators possess the knowledge and competences required 
to apply the procedure correctly and enhance its reliability. It should be noted that, historically, the 
human factor (Fernández, 1924) and the subjectivity of boards (Diken et al., 2011; Ruiz, 2014) have 
been identified as key weaknesses of the system; addressing this issue could mitigate such problems 
without necessarily resorting to the creation of separate selection bodies, as suggested by Longo & 
Férez (2006).

7.	 Proposals for improvement: board members identify three main areas requiring action:
a.	 Objective assessment: the incorporation of multiple-choice tests, detailed rubrics, and their 

publication prior to the examination phase. With regard to practical tests in the Music specialism, 
there is considerable diversity of formats across the national territory (Montaraz, 2025), which 
is reflected in the proposals put forward by boards, such as the inclusion of sight-reading tests, 
improvisation, or practical scenarios.

b.	 Institutional conditions: improvement of the logistics of the selection process (infrastructure, 
timetables, climate control) and greater incentives for evaluators in order to encourage voluntary 
and qualified participation.

c.	 New criteria for teaching suitability: as suggested by Requena (2007), the introduction of a 
psychotechnical test or personal interview in the initial stages of the process to assess candidates’ 
disposition, vocation, and maturity for the teaching profession.

The competitive examination system is currently at a turning point that requires adaptation to new social 
and educational realities, in line with the educational reforms initiated in Spain in 2020. In this context, the 
perceptions of the professionals responsible for teacher selection should be taken into account in order to 
enhance the rigour of the procedure, moving towards a robust, fair model aligned with the competences 
required of teachers in the twenty-first century. We conclude by recalling the words of Almunia-Borruel and 
Casanova (2024), who consider it “essential to reflect on the type of education we wish for future generations 
in Spain. Without a clear vision, we risk losing Music Education for our children” (p. 38).
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