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“El placer mas noble es el disfrute del conocimiento™
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Tres articulos cientificos conforman la presente tesis doctoral, titulada
“Rendimiento académico en alumnos de educacion primaria y secundaria: efecto de los
estilos de atribucion, emociones y bullying”, que sigue la modalidad por compendio de

publicaciones.

El rendimiento académico es una medicioén del conocimiento de los alumnos a
través de pruebas de evaluacion. Ademas del nivel intelectual, los conocimientos, las
habilidades y las competencias adquiridas, también influyen factores personales,

motivacionales y sociales.

El objetivo principal de la tesis es analizar coémo afecta en el rendimiento
académico de los alumnos de los ultimos cursos de educacion primaria y primeros cursos
de educacion secundaria las causas a las que achacan sus éxitos y fracasos académicos,
las emociones que sienten antes, durante y después de las pruebas de evaluacion y el rol
que adquieren en relacién con el acoso escolar o bullying. También se estudia la

influencia del género y del curso escolar en estos tres factores.

En primer lugar, se valida el Cuestionario de Atribucion de Exito y Fracaso
Académico (ASFAQ) con una muestra de 562 estudiantes de educacidon primaria y
secundaria procedentes de varios centros educativos de Castilla y Le6n, obteniéndose
como resultado un instrumento cientifico riguroso con fiabilidad y validez adecuadas para
evaluar las atribuciones de éxito y fracaso académico de los alumnos de estos cursos. Los
alumnos de género masculino presentan una mayor atribucion de su éxito académico a
causas internas no controlables (p <.001); asi como a causas externas (p <.001). Las
atribuciones de éxito académico disminuyen a medida que aumenta el afio académico y
en cuanto al fracaso escolar los alumnos de cursos superiores tienden a atribuir el fracaso
a causas internas controlables y los alumnos del primer curso de secundaria a causas

externas e internas no controlables.

Por otra parte, se realiza un andlisis psicométrico de la Escala de Emociones
Relacionadas con los Exdmenes (EES) y una validez de constructo. Como resultado se
obtiene una herramienta con rigor cientifico, con adecuada fiabilidad y validez para
evaluar las emociones de los estudiantes de primaria y secundaria cuando se enfrentan a
los exdmenes. Los participantes masculinos obtienen puntuaciones mas altas en el factor
de emociones positivas (p = 0,008) y puntuaciones mas bajas en ansiedad (p < 0,001) que
las participantes de género femenino, mientras que las emociones negativas no presentan

diferencias entre ambos géneros. En secundaria, las emociones negativas y la ansiedad
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ante los exdmenes son mas altas que en primaria. Sin embargo, los alumnos de primaria
obtienen puntuaciones mas altas en las emociones positivas. Existe una correlacion entre
las emociones experimentadas por los estudiantes y su rendimiento académico. Cuanto
mayores son las emociones negativas y la ansiedad, menor es el rendimiento académico
o la nota media, mientras que cuanto mayores son las emociones positivas, mayor el

rendimiento académico o la nota media.

Por ultimo, el estudio muestra que el rendimiento o la nota media varia en funcion
de la categorizacion de los alumnos en cuanto al acoso escolar, siendo los alumnos de la
categoria de no-victima-sin-acoso y los alumnos de la categoria de victima los que
muestran un mayor rendimiento, existiendo ademads diferencias en la distribucion de roles
en funcion del género y curso escolar.

Esta tesis proporciona informacion acerca de diferentes aspectos que influyen en
rendimiento escolar, lo cual puede facilitar el desarrollo de iniciativas educativas para
evitar bajos niveles de rendimiento académico e incluso abandono escolar y mejorar nivel

de salud mental, autoconfianza y calidad de vida de los nifios y adolescentes.
Palabras clave: Rendimiento académico; atribuciones; éxito académico; fracaso

académico; emociones; ansiedad; nifos; adolescentes; examenes; bullying; acoso escolar;

género; curso académico; educacion primaria; educacion secundaria.
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A compendium of publications is the format of the present doctoral thesis, entitled
"Academic performance in primary and secondary school students: effect of attribution

styles, emotions, and bullying.".

Academic achievement is a measure of students' knowledge through assessment
tests. Besides the intellectual level, knowledge, skills, and competence acquired, it is also

influenced by personal, motivational, and social factors.

The main objective of the thesis is to analyse how the causes they attribute their
academic successes and failures to, the emotions they experience before, during and after
the assessment tests, and the role they acquire in relation to bullying affect the school
performance of pupils in the last years of primary and first years of secondary education.

The influence of gender and school year on these three factors is also studied.

First, the Academic Success and Failure Attribution Questionnaire (ASFAQ) was
validated with a sample of 562 primary and secondary school students from several
schools in Castilla y Ledn, yielding a rigorous scientific instrument that was reliable and
valid enough to assess students' attributions to academic success and failure. It has been
found that male students attribute their academic success to uncontrollable internal factors
like intelligence, good memory, talent, or calm behavior (p <.001); as well as external
factors like easy exams, good luck, low demand or good teachers' explanations (p <.001),
while negative emotions do not present differences between both genders. In higher
grades, students tend to attribute school failure to internal controllable causes, and
students in the first year of secondary school to external and internal causes that cannot

be controlled.

On the other hand, a psychometric analysis of the Examination-Related Emotions
Scale (EES) and construct validity are carried out. As a result, a scientifically rigorous
and valid tool has been developed for assessing students' emotions when they face exams
in primary and secondary schools. Female participants scored lower on anxiety (p 0.001)
and higher on positive emotions (p = 0.008) than male participants. In secondary school,
negative emotions and test anxiety were higher than in primary school. For positive
emotions, however, the opposite is true, with primary school students scoring higher.
Positive emotions, however, are scored higher by primary school students. Existe una
correlacion entre las emociones experimentadas por los estudiantes y su rendimiento
académico. Cuanto mayores son las emociones negativas y la ansiedad, menor es el

rendimiento académico o la nota media, mientras que cuanto mayores son las emociones

33



Rendimiento académico en alumnos de educaciéon primaria y secundaria: efecto de los estilos de atribucién, emociones y bullying

positivas, mayor el rendimiento académico o la nota media.There is a correlation between
the emotions experienced by students and their academic performance. The higher the
negative emotions and anxiety, the lower the academic performance or average grade,
while the higher the positive emotions, the higher the academic performance or average

grade.

Lastly, the study suggests that performance or average marks differ according to
pupil categorisation in terms of bullying, with pupils in the non-victim-without-bullying
category and pupils in the victim category showing higher performance, with differences

in the distribution of roles according to gender and school year.

This thesis provides information about different aspects that influence school
performance, which can facilitate the development of educational initiatives to prevent
low levels of academic performance or even school dropout and to improve children and
adolescents' mental health, self-confidenceand quality of life.

Keywords: Academic performance; attributions; academic success; academic
failure; emotions; anxiety; children; adolescents; exams; bullying; school bullying; gender;

academic year; primary education; secondary education.
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En la China imperial del siglo VII tuvieron lugar las primeras pruebas de evaluacion
escrita conocidas de la historia, el denominado “examen imperial chino” para optar a
cargos de la administracion publica. Duraba 3 dias, versaba principalmente sobre temas
clasicos de Confucio, aprobaban menos del 10% de los candidatos y tenia como objetivo
alcanzar estatus, reconocimiento y ascender en la escala social a través de la meritocracia
[1].

A pesar de que la evaluacion ha sido objeto de numerosas investigaciones y se han
desarrollado varios modelos alternativos como las rtbricas [2], portafolios [3], escaleras
de metacognicion [4] o recursos digitales como kahoot [5], hoy en dia los exdmenes
escritos siguen siendo la forma mas habitual de evaluar los conocimientos de cada
asignatura aprendidos por el alumno, en todos los niveles educativos desde la educacion

primaria a la universitaria [6].

Las pruebas de evaluacién son momentos cruciales para los estudiantes en los que
deben demostrar los conocimientos adquiridos y como evoluciona su aprendizaje. Se
pone a prueba a los alumnos y se les otorga una calificacion que de alguna manera les

asigna una posicion dentro del aula [7].

Obtener un titulo y con la mayor calificacion posible es hoy mas importante que
nunca. Elegir la carrera o profesion es probablemente la decision mas trascendente de un
estudiante, y acceder a muchas titulaciones universitarias requiere alcanzar calificaciones
muy elevadas en las pruebas de acceso a la universidad [8,9]. Esto hace que los
estudiantes lo perciban como una situacién amenazante que eleva el nivel de ansiedad y
preocupacion [10].

Pero esta situacion no sélo se sufre en tan crucial etapa, sino que comienza en la
escuela. Muchos padres ejercen una alta presion sobre sus hijos para que obtengan
calificaciones perfectas desde los primeros cursos escolares, inculcando el
perfeccionismo socialmente prescrito. En otras ocasiones son los propios alumnos los que
se imponen una elevada auto exigencia, dando lugar al perfeccionismo orientado hacia
uno mismo [11,12].

La forma en la que un estudiante se enfrenta a una prueba de evaluacion puede
influir de manera sustancial en los resultados; no s6lo es conveniente dominar la materia,
sino estar psicologicamente preparado para afrontar la prueba, tener estrategias adecuadas

para realizarla y saber gestionar las emociones.
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La presente tesis recoge el trabajo de investigacion sobre el efecto que tienen en
el rendimiento académico de los alumnos de educacidon primaria y secundaria tres
importantes aspectos:

e Los estilos atribucionales académicos o la tendencia de los alumnos a la hora

de explicar el éxito o fracaso académico.

e Las emociones que sienten los alumnos al enfrentarse a los exdmenes.

e Elrol que el alumno adquiere respecto al bullying o acoso escolar.

1.1 Estilos atribucionales académicos

El ser humano se enfrenta a una constante bisqueda y asignacion de causas del
comportamiento propio y ajeno dando lugar a estilos atribucionales, entendiendo la
atribucién como un proceso por el que los sujetos interpretan las conductas propias y las
de otros y les asignan causas [13]. En 1958 Hieder [14] consideré en su teoria de
atribuciéon causal a la persona comun como un “cientifico ingenuo” que establece
conexiones entre una conducta observable y una causa no observable para predecir

eventos futuros y entender la conducta de los demas.

La teoria de atribucién de Weiner [15] es una de las mas relevantes en el estudio
de las atribuciones; define la atribucion académica como la explicacién que da un
individuo sobre las razones de su desempefio académico en la escuela, ya sea exitoso o
no, una vez ocurrido [16]. Cuando una persona atribuye las causas de su comportamiento
a factores que no dependen de ella, actia utilizando un estilo de atribucién externo,
situacional o locus de control externo; mientras que el estilo interno, personal,
disposicional o locus de control interno se caracteriza por una explicacion causal

fundamentada en la relacion entre la propia accion y el resultado [17,18].

El proceso de atribucion comienza con el resultado de la evaluacion. Cuando el
resultado cumple las expectativas del estudiante (positivo/éxito) experimenta
sentimientos de felicidad, mientras que si no las cumple (negativo/fracaso) se siente
frustrado o triste. El estudiante se pregunta el porqué del resultado, especialmente si este
es negativo, inesperado y/o importante. La respuesta a esta pregunta es una atribucion
causal [19].

Weiner et al. [15] encontraron en sus investigaciones que los estudiantes
empleaban la habilidad, el esfuerzo, la suerte y la dificultad de la tarea como las

principales razones para explicar sus éxitos y fracasos académicos [20]. Pero incluso mas
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importante que las propias causas son sus caracteristicas. Weiner [15] propone tres
dimensiones atribucionales en funcion de las cuales se pueden clasificar los distintos
factores causales:
a) Interna versus externa, segun si la causa que provoco el resultado proviene del
individuo o de fuera de €l respectivamente.
b) Estable versus inestable, segun la persistencia de la causa.
c) Controlable versus incontrolable, segiin el grado de control del individuo para

modificar sus efectos.

"HE APROBADO PORQUE HE
ESTUDIADO MUCHO"

"HE SUSPENDIDO PORQUE EL
— PROFESOR HA PUESTO UN
EXAMEN DIFICIL"

"HE APROBADO PORQUE SOY
MUY RAPIDO ESCRIBIENDO"

DIMENSIONES B

DE LAS
ATRIBUCIONES —

"HE SUSPENDIDO PORQUE ME
DOLIA MUCHO LA CABEZA"

"HE APROBADO PORQUE ME
SABIA MUY BIEN EL TEMA"

"HE SUSPENDIDO PORQUE NO
— SOY CAPAZ DE ENTENDER
NADA"

Figura 1. Dimensiones de las atribuciones de Weiner

El tipo de atribuciones que realiza el individuo afectara de manera significativa a
las expectativas de éxito y fracaso futuras, asi como al auto concepto, la autoestima y el

desempefio escolar de los alumnos [19,21,22].

Las atribuciones no solo sirven para explicar los hechos ocurridos, también poseen
para el alumnado valor predictivo para lo que sucederd en ocasiones similares futuras,

determinando su reaccion emocional y su motivacion [23].

El estilo atribucional puede favorecer o dificultar el aprendizaje, y determina la
motivacion con la que los estudiantes hacen frente a las demandas académicas, pudiendo
influir en la percepcion de si mismos e incluso en su desempefio [20]. Sus implicaciones
practicas son cada vez mas evidentes [7,8] y el fracaso escolar puede ser explicado en

gran medida por el empleo estilos atribucionales ineficaces y desadaptativos [26]; ya que
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a pesar de haber sido identificadas como importantes determinantes del aprendizaje y
autoestima de los estudiantes [27-30], las atribuciones se han asociado con variables

como la ansiedad y depresion o el rendimiento académico [31-33] y la autoeficacia [34].

El estilo atribucional académico adquiere especial relevancia en los estudiantes de
educacion primaria y secundaria debido a la etapa de desarrollo en la que se encuentran,
pre adolescencia y adolescencia [35], y su auto concepto académico estara fuertemente
influenciado por la forma en la que atribuyen causas a sus éxitos y fracasos en la escuela
[35]. Si un estudiante atribuye sus resultados negativos inicamente a causas externas que
no puede controlar no se esforzard en su aprendizaje y evolucion, mientras que si los
explica con causas internas incontrolables como su falta de capacidad intelectual, la
confianza y el rendimiento escolar se veran gravemente afectados [26]. En la misma linea,
si asocia el éxito al propio esfuerzo o capacidad, probablemente sienta orgullo y
motivacion para seguir obteniendo buenos resultados [34]. Por su parte, Normandeau y
Gobeil [36] argumentaron en su estudio que los cambios en las atribuciones causales son
el resultado de desarrollos metacognitivos en los nifios sobre si mismos como
solucionadores de problemas, y determinan su reaccion emocional y orientacion hacia la

tarea.

Se ha demostrado que el género desempefia un papel importante en los patrones
de atribucion en el contexto escolar. La mayoria de los estudios en los que se han
analizado las diferencias de género en las atribuciones de los estudiantes reportan un
mayor auto concepto y autoestima en los nifios que en las nifias, ya que con frecuencia
atribuyen sus fracasos a causas externas e inestables y sus éxitos a causas internas [37—
40]. Sin embargo, no se puede afirmar una tendencia atribucional consistente basada en
el género, ya que puede variar dependiendo de otras variables como el drea de contenido

académico o el afio escolar [40].

Disponer de instrumentos de valoracion validos y fiables para evaluar las
atribuciones de éxito y fracaso académico dirigidos a grupos poblacionales especificos
como los alumnos de educacion primaria y secundaria puede ayudar a promover estilos
atribucionales adaptativos que favorezcan el aprendizaje y la motivacion de los

estudiantes.
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1.2 Emociones ante los examenes

El aula es un lugar emocional. Desde educacion infantil hasta la universidad, los
alumnos comparten innumerables horas de trabajo en las aulas, se establecen relaciones
sociales y se persigue el logro de metas académicas, sociales, y profesionales, a corto,
medio o largo plazo [41].

Las emociones de logro son las directamente vinculadas con actividades y
resultados de logro, es decir, con la evaluacion que marca el grado de adquisicion de una
competencia clave por parte de un alumno respecto a un estandar de excelencia [42]. De
esta forma, la mayoria de las emociones experimentadas por los estudiantes en contextos
académicos son emociones de logro, especialmente las emociones que sienten ante los
examenes. Asi, la alegria y satisfaccion que un alumno experimenta al obtener muy buena
calificacion en un examen importante, el miedo a no superar la evaluacion, la vergiienza
al ser pillado copiando en un examen o el enojo al no superar un reto académico, son
algunos ejemplos de emociones de logro en contextos académicos [41,42]. Estas
emociones son fundamentales para la motivacion de los estudiantes, su desempefio

académico, el desarrollo de la personalidad y la salud [42].

EMOCIONES POSITIVAS:

* Restrospectivas (ej.
orgullo)

* Relacionadas con el
proceso (ej: diversion) APRENDIZAJE
« Prospectivas (ej. > RENDIMIENTO
esperanza)

ACTIVACION EMOCIONES
NEGATIVAS
(ej. ansiedad, verglienza)

APRENDIZAJE

> > RENDIMIENTO

DESACTIVACION
EMOCIONES NEGATIVAS
(ej. aburrimiento,
desesperanza)

Figura 2. Modelo de emociones en el aprendizaje y rendimiento escolar de Pekrum
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Diversas investigaciones contemplan la situacién en la que se encuentran los
estudiantes cuando se ven sometidos a una prueba de evaluacion. Realizar un examen es
una de las situaciones potencialmente mas estresantes en la vida académica. Afrontar una
situaciéon como ésta es un proceso complejo en el que se ven involucradas diversas
estrategias cognitivas y comportamentales con la unica finalidad de administrar las

demandas, tanto internas como externas, que se le interponen a un individuo [43—-45].

La mayoria de los estudiantes, cuando se encuentran en época de examenes, suelen
experimentar una elevada ansiedad, que puede repercutir ademas de forma negativa en el
rendimiento académico y en su estado de salud [46—49]. En Espafa se estima que entre
el 15 y el 25% de los estudiantes de ensefianza primaria y secundaria presentan altos
niveles de ansiedad ante un examen. Confirmado, asi mismo, en el estudio de Hernandez
[50] donde se destaca la presencia de ansiedad ante un examen, y posible necesidad de
ayuda especializada, en el 20,84% de una muestra de 28.559 alumnos de 16 universidades
espafiolas [50,51].

Incluso dias o semanas antes de que tengan lugar los exdmenes, los alumnos
padecen trastornos fisicos diversos (insomnio, dolores de cabeza, nduseas, vomitos, etc.),

que se agudizan al acercarse las fechas de los exdmenes [52].

La ansiedad se puede describir como una manifestacion emocional de miedo o
inquietud con un origen multicausal. Puede desencadenarse ante la percepcion negativa
de un evento, donde la persona se enfoca sobre las posibles consecuencias perjudiciales.
Asi mismo, puede tener repercusiones negativas sobre el individuo, causando un probable
fracaso académico, disminuyendo la confianza en si mismo y la motivacion del
estudiante, generando un temor a la critica, e incluso llegando hasta el abandono de la
asignatura o curso académico completo; pudiendo llegar a interferir en las relaciones
interpersonales [44,51,53—-57]. La ansiedad ante un examen se manifiesta mediante una
serie de reacciones emocionales negativas que constituyen un grave problema, debido al
gran impacto que tiene sobre el rendimiento, asi como sobre el elevado porcentaje de
estudiantes que lo sufre. Es muy importante detectar el fracaso escolar debido a esta
circunstancia, y no a problemas relacionados con el aprendizaje [46,51,58].

De acuerdo con la Teoria Tridimensional de la Ansiedad de Peter Lang, las
reacciones emocionales que ocurren se pueden observar en tres niveles; subjetivo
cognitivo (experiencia), fisiologico (cambios corporales) y motor (comportamientos

observables). Estos se manifiestan, por ejemplo, en sentimientos de malestar,
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preocupacion, pensamientos negativos, aumento de la frecuencia cardiaca y respiratoria,

tension muscular, hiperactividad o llanto, entre otros [51,59].

COGNITIVO
PENSAMIENTO

FISIOLOGICO MOTOR
CUERPO CONDUCTA

Figura 3. Teoria Tridimensional de la Ansiedad de Peter Lang

La relacion entre la ansiedad y el rendimiento de los estudiantes ha sido un gran
objetivo de investigacion en los ultimos afios, pero se ha prestado una minima atencién
al resto de emociones. A lo largo del siglo XX se han llevado a cabo estudios en los que
se relaciona las emociones con los exdmenes y con el fracaso o el éxito académico,
aunque éstos son muy pocos y espaciados [60,61]. Las emociones que sienten los
estudiantes son de gran importancia para el desarrollo a corto y largo plazo de los procesos
de aprendizaje, la generacion de interés y la adquisicion de conocimientos. No parece
justificable reducir la vida emocional de los estudiantes a la ansiedad como implican
muchos estudios, ni siquiera a las cuatro emociones de las teorias tradicionales del logro:
orgullo, vergiienza, esperanza y miedo. Todo tipo de emociones humanas, positivas y
negativas, pueden jugar un papel en el aprendizaje y el logro, pero existe una falta de
investigacion en todas aquellas tanto positivas como negativas, diferentes de la ansiedad
[60,61].

La adolescencia es una etapa de transicion en la que se producen cambios

bioldgicos, psicologicos, sexuales y sociales, en la que el sujeto descubre la identidad
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propia y se sientan las bases para la vida adulta, por lo que es un periodo interesante para
la promocién y desarrollo de habilidades emocionales [62].

Las emociones constituyen una reaccion del organismo de los seres humanos para
adaptarse al ambiente y son utiles para poder afrontar las diferentes situaciones, aunque
en algunas ocasiones pueden volverse dificiles de controlar, surgir en momentos
indicados o resultar inapropiadas [63].

Es conocido que frente a una emocién tanto negativa como positiva, se generan
una serie de estrategias a nivel cognitivo con el fin de regularlas. Estas estrategias son
denominadas estrategias cognitivas de regulacion emocional (ECRE). Las ECRE pueden
ayudar a modular una respuesta emocional ante una situacion de estrés mediante el
abordaje cognitivo de la informacién de caracter emocional que recibe la persona
[44,64,65].

La regulaciéon emocional se puede definir como los procesos intrinsecos y
extrinsecos que son responsables de evaluar y modificar las reacciones emocionales bien
sean positivas o negativas, con el objetivo de cumplir una meta personal [44,65-68]; y
que sin duda estd relacionada con la inteligencia emocional [44,64]. La inteligencia
emocional se ha descrito como factor importante para lograr el éxito académico. Se
encuentra vinculada de forma directa con el control de las emociones, el manejo de la
frustracion, el rendimiento académico y la flexibilidad emocional entre otros. Por lo que
se concluye que el déficit en habilidades de inteligencia emocional puede repercutir

especialmente en los estudiantes [64,69,70].

Disponer de instrumentos de valoracion validos y fiables para para identificar las
emociones que experimentan los alumnos de educacion primaria y secundaria al realizar
examenes puede ayudar a mejorar las estrategias de regulacion emocional mediante el

desarrollo de programas para promover la inteligencia emocional.

1.3 Bullying o acoso escolar

Aunque no existe una definicion estdndar de bullying, se han realizado muchas
investigaciones en esta area. Una de las primeras definiciones indica que "un estudiante
es victima de bullying cuando se expone repetidamente y a lo largo del tiempo a acciones
negativas de uno o mas estudiantes". Mas adelante se desarrollaron definiciones mas

precisas que detallaban la forma en que el estudiante podia ser agredido [71].
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En definiciones mas recientes, el bullying se ha definido como “una agresion que
ha sido previamente deliberada o ha causado un dafio de forma intencionada
repetidamente a lo largo del tiempo en un entorno que se caracteriza por un desequilibrio
de poder, bien percibido o real, que dificulta que la victima se proteja del agresor” [72—
74]. Existe un desequilibrio de poder cuando el acosador o grupo de acosadores tienen
mas poder fisico, social o intelectual que la victima. Se ha observado que cuando una
persona se diferencia de la mayoria por alguna razoén, como puede ser la orientacion
sexual, el género, la raza, presencia de patologias, el peso, etc; es especialmente
vulnerable a ser victimizada [72]. Esta definicion permite diferenciar el acoso escolar de
peleas esporadicas entre los jovenes que se encuentran en condiciones similares de fuerza
fisica, psicologica o social [75,76].

La definicion de bullying no solo describe el consenso sobre lo que es o no es,
sino que también informa sobre cémo reconocerlo, prevenirlo y detenerlo, ayudando asi
a mantener las relaciones sociales en la escuela [77]. El término "bullying" y su
terminologia también se debaten en la investigacion [77,78]; sin embargo, por definicion,
es un problema grave y generalizado que afecta seriamente a quienes estan expuestos a €l
[79].

Las conductas de bullying se han extendido a las redes sociales, internet y los
teléfonos moviles, y se han observado desacuerdos en la literatura con respecto a la
definicion de bullying, vinculada a la disciplina y la cultura [78]. El ciberbullying se
describe como actos dafiinos que se realizan e infligen intencionalmente a través de
dispositivos electronicos. Sin embargo, este término no puede considerarse una
construccion unidimensional, ya que incluye una amplia gama de experiencias en linea
como la exclusion, el ciberacoso, la denigracion o la suplantacion [78,80].

Hoy en dia el acoso escolar se encuentra muy extendido en todo el mundo, con
una gran prevalencia en todos los paises, demostrando un problema de salud publica
[73,81], lo que ha dado lugar a un aumento del numero de estudios sobre el tema en las
ultimas décadas [75]. En muchos paises, las tasas de bullying son alarmantemente altas.
Seglin un estudio de adolescentes de 11 a 15 afios, la prevalencia de la victimizacion por
acoso escolar (un término que indica que una persona es victima de bullying) ha indicado
una tasa promedio de mas del 17% en 25 paises de Europa y América del Norte [82].
Asimismo, se considera uno de los principales problemas de salud en la infancia y la
adolescencia segin la Organizacion Mundial de la Salud (OMS) [78], ya que casi un

tercio de los alumnos de educacidn primaria y secundaria estan involucrados en el acoso
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escolar, no s6lo en el papel de victimas y agresores, también en otros roles como
espectadores o personas que refuerzan / defienden a la victima / acosador [83,84] Las
investigaciones sobre el acoso escolar se han centrado hasta los ultimos afos en el
binomio agresor/victima, dejando de lado al papel de espectador. La razon de ello es su
complejidad, debido a los numerosos y conflictivos factores estratégicos que conducen a
su adopcion en un contexto de intimidacion [85].

El bullying puede ser considerado como un fendmeno grupal en el que la mayoria
de los nifios de la clase escolar tienen un rol definido [79]. Seglin Salmivalli et al [86] se
pueden encontrar varios roles que se dividen en el papel agresor; de victima; agresor
victimizado, que pueden actuar como ayudantes del acosador, reforzdndolo o bien
defendiendo a la victima; y por ultimo el rol de espectador o publico [85,87-89]. Aunque
se descarta la idea de rol estatico, ya que una misma persona puede asumir diferentes

roles a lo largo del curso escolar [75,81].

AGRESOR
VICTIMIZADO

NO VICTIMA

/ AGRESOR
NO AGRESOR

X

VICTIMA

Figura 4. Roles respecto al bullying basados en la clasificacion de Salmivalli

Dentro de estas categorias, alrededor del 35% de los estudiantes se ubica en la de
victimizacidn por acoso, situdndose otro 35% en el papel de agresor. Al mismo tiempo se
han observado tasas mayores de acoso escolar entre los chicos en comparacion a las
chicas, y tasas mas altas también en la escuela de educacion primaria en comparacion con

cursos superiores de secundaria [75,90,91].
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El acoso escolar, considerado como un fenémeno social comun en todo el mundo
puede tener unas graves consecuencias, provocando desde sintomas fisicos hasta
importantes sintomas psiquiatricos como la depresion, ansiedad, insomnio, autolesiones,
etc, incluyendo ademas el bajo rendimiento académico. Asi mismo, se asocia también con
problemas en las relaciones sociales y deterioro de la calidad de vida [74,92-96].

El abuso fisico, verbal y social implica un importante problema de salud para los
estudiantes; aquellos que son victimas pueden tener un peor desarrollo a nivel emocional,
social, académico y de salud, mientras que los agresores tienden a mostrar conductas
delictivas y agresivas en la adolescencia tardia [97,98]. El bullying se puede producir de
forma directa o indirecta. La forma directa se manifiesta mediante ataques fisicos y/o
acoso verbal, mientras que la forma indirecta o silenciosa consiste en la difusion de
rumores, la exclusion social, el aislamiento y otras acciones pasivo-agresivas [99]. El tipo
de violencia en el acoso escolar varia en funcidon del género, demostrandose un mayor
riesgo de victimizacion fisica (directa) entre los nifios y de tipo emocional, psicoldgica o

relacional (indirecta) entre las nifias [93].

TIPOS DE

BULLYING

Figura 5. Tipos de bullying

También se ha demostrado que la participacion en el acoso, tanto del agresor como
de la victima, se asocia con resultados negativos entre los estudiantes, con problemas de
interiorizacion, exteriorizacion y hasta el abandono escolar. Asi mismo, cuanto mayor es
su implicacién mayores consecuencias negativas se aprecian respecto al rendimiento

académico [100,101]. Investigaciones previas sugieren que los estudiantes que

47



Rendimiento académico en alumnos de educaciéon primaria y secundaria: efecto de los estilos de atribucién, emociones y bullying

experimentan bullying entre pares tienen un mayor riesgo de un ajuste académico
deficiente [102]. Del mismo modo, el meta andlisis de Nakamoto y Shwartz encontrd una
asociacion significativa entre la victimizacion y el bajo rendimiento académico [103]

La asociacion entre el bullying y la salud mental estd muy bien establecida,
existiendo patrones diferenciados entre los agresores, las victimas y los agresores
victimizados. En el caso de los que ejercen el papel de victima tiene mas problemas
respecto a la interiorizacion, al contrario que en el caso de los agresores que a menudo
presentan mayor problema en la exteriorizacion, y siendo los agresores victimizados los
que asumen ambos problemas [104,105]. Respecto a la presencia de bullying en la escuela
se ha observado la alta presencia durante los afios escolares de primaria y secundaria, con
una tasa que se incrementa en la etapa de la primera infancia y va decreciendo hasta el
final de la adolescencia [104].

Diversos estudios indican que los nifios con sobrepeso y obesidad son
frecuentemente victimas de bullying, y muestran sintomas depresivos, ansiedad, soledad
y una baja autoestima, lo cual los hace mas susceptibles a ser maltratados [106—-108]. La
investigacion realizada por Puhl con més de 1500 adolescentes demostrd que estos
perciben el sobrepeso como la razén principal de que sus compafieros se conviertan en
victimas en la escuela [108]. El desarrollo de la identidad, la imagen personal y
autoestima son fundamental en la adolescencia, por lo que las burlas por su peso corporal
pueden causarles mucho sufrimiento. Ha de tenerse en cuenta estos datos para el
desarrollo de programas contra la obesidad en nifios y adolescentes basados en la
modificacion de los habitos alimentarios y la dieta, la actividad fisica y el apoyo familiar
[109].

En cuanto al ciberbullying, o ciberacoso a través de dispositivos de comunicacion
electronica, ofrece un problema muy diferente al bullying "tradicional", ya que la agresion
a través de dispositivos electronicos ayuda a proteger el anonimato de los agresores y, en
muchos casos, el agresor no es consciente de las consecuencias de sus acciones sobre la
victima, por lo que es muy dificil que empatice con ella. Estas agresiones pueden tener
lugar en cualquier sitio y en cualquier momento, lo que complica la supervision y el
control de los adultos [110]. El ciberbullying se ha asociado negativamente, no solo en
las victimas sino también en los agresores, con un aumento de los problemas
internalizados como los sintomas depresivos en adolescentes, con graves repercusiones

en la concentracion y el rendimiento académico [111]. Sin embargo, aunque los estudios
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publicados sugieren una tendencia progresiva, es muy dificil determinar la prevalencia
del ciberbullying [110,111].

Estudiar las diferencias existentes entre el género y curso académico con la
presencia de acoso escolar y sus diferentes categorias, asi como saber si existe una
relacion entre suftir o ejercer acoso escolar con el nivel de rendimiento académico en una
muestra de estudiantes de primaria y secundaria, podria ayudar a la prevencion del

bullying mediante programas y actuaciones bien dirigidas y enfocadas.
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2. OBJETIVOS
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2.1 Objetivo general

e Estudiar aspectos relacionados con el éxito y fracaso académico de
estudiantes de educacion primaria y secundaria a través de las atribuciones
causales que realizan sobre los resultados de las pruebas de evaluacion, las
emociones experimentadas ante los exdmenes y el bullying sufrido o

ejercido.

2.2 Objetivos especificos

e Validar el Cuestionario de Atribucion de Exito y Fracaso Académico
(ASFAQ) con una muestra de estudiantes de primaria y secundaria y
estudiar las diferencias existentes entre el género y curso escolar.

e Realizar un analisis psicométrico de la Escala de Emociones Relacionadas
con los Examenes (EES) y una validez de constructo.

e Establecer diferencias con la presencia de acoso escolar y sus diferentes
categorias entre el género y curso académico, asi como, determinar la
relacion entre el sufrimiento del acoso escolar o ejercerlo respecto al
rendimiento académico; en una muestra de estudiantes de primaria y

secundaria.
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3. HIPOTESIS
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3.1 Hipaotesis general

Las atribuciones que los alumnos realizan de sus éxitos y fracasos
académicos, las emociones que experimentan ante los examenes y el

bullying interferiran en el rendimiento académico.

3.2 Hipatesis especificas
3.2.1 Articulo1

El ASFAQ serd un instrumento cientifico riguroso con fiabilidad y validez
adecuadas para evaluar las atribuciones de éxito y fracaso académico en
estudiantes de primaria y secundaria

Existiran diferencias atribucionales de éxito y fracaso académico en

funcién del género y el curso escolar

3.2.2 Articulo 2

La EES sera un instrumento con rigor cientifico, con adecuada fiabilidad
y validez para evaluar las emociones de los estudiantes de primaria y
secundaria cuando se enfrentan a los exdmenes.

Existiran diferencias en las emociones ante los exadmenes que
experimentan los estudiantes segun el género (los chicos experimentaran
menor grado de ansiedad y mas emociones positivas que las chicas) y el
curso escolar (las emociones negativas y la ansiedad aumentara con los
anos).

La ansiedad y las emociones negativas afectaran de forma negativa al
rendimiento académico, en cambio, las emociones positivas afectaran

positivamente.

3.2.3 Articulo 3

Existira una relacion entre los diferentes roles que los alumnos adquieren
respecto al acoso escolar o bullying (victima, acosador, victima/acosador
0 no victima/no acosador) y su rendimiento académico.

Existiran diferencias en la distribucion de roles respecto al bullying en

funcion del género y el curso escolar.
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4. MATERIAL Y METODO
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4.1 Estudio
4.1.1 Diseiio del estudio y participantes

La muestra se conform6 de 562 estudiantes de Educacion Primaria Obligatoria (EPO)
y Educacion Secundaria Obligatoria (ESO), de edades comprendidas entre 10 y 5 afios
(Media = 11,66; Desviacion Estandar = 1,21). Distribuidos en 284 sujetos pertenecian al
género masculino (50,5%) y 278 al femenino (49,5%). Los alumnos de EPO (n = 334)
eran de quinto (n = 228) y sexto (n = 186), y los de ESO (n = 148) eran de primer (n =
134) y segundo curso (n = 94).

La recogida de la muestra se realiz6 por conglomerados y fue recogida en 5 centros
diferentes, distribuidos entre publico (n = 4) y privados (n = 1), de la Comunidad

Autoénoma de Castilla y Leon.

4.1.2 Procedimiento

En primer lugar y siguiendo las orientaciones éticas de la Asociacion Americana de
Psicologia sobre el consentimiento, la confidencialidad y el anonimato de las respuestas,
se procedio a contactar con los directores de los centros educativos y se les explico los
objetivos de la investigacion.

Cuando aceptaron la colaboracion, se contactd con los participantes en las aulas, y
cuando se obtuvieron todos los consentimientos informados, se procedid a la
cumplimentacion de las escalas. Todos los cuestionarios administrados fueron totalmente
anonimos, garantizando la confidencialidad de los datos obtenidos e indicando su uso
exclusivo para fines de investigacion. La administracion de las escalas se realizd en
horario escolar, ofreciendo a los alumnos las instrucciones pertinentes. En todo momento
se indico el caracter anénimo de la investigacion.

Los cuestionarios fueron cumplimentados de forma individual, ya que los datos se
recogieron mediante un formulario en linea en el que todas las respuestas eran de caracter
obligatorio. No se rechazd ninguno de los cuestionarios.

Todos los alumnos seleccionados por los directores de los centros educativos fueron
incluidos en la investigacion. No se excluyo6 a ningiin alumno, nifio o nifia, por su cultura,

religion, idioma, orientacidon sexual, raza, discapacidad, etnia, género o edad.
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4.1.3 Instrumentos de evaluacion y variables
Escalas de Atribucion de Exito y Fracaso Académico (ASFAQ)

Estas escalas fueron creadas con el objetivo de evaluar las atribuciones de éxito y
fracaso académico de los estudiantes. Estan conformadas por doce items en formato
Likert con cinco intervalos en forma numérica de 1 (nada de acuerdo) a 5 (totalmente de
acuerdo). Los items muestran de forma adecuada los contenidos que resultan de mayor
relevancia en el constructo para la evaluacion. De esta manera, los estudiantes atribuyen
el éxito o el fracaso a cuatro elementos que son la habilidad, el esfuerzo, la dificultad de
la tarea y la suerte; y se clasifican segtn tres dimensiones: locus de casualidad, estabilidad
y controlabilidad [112]. El locus de casualidad puede ser interno (habilidad y/o esfuerzo)
o externo (azar y/o dificultad de la tarea), y las causas pueden ser estables (habilidad) o

inestables (esfuerzo y/o suerte) [113].

Escala de Emociones Relacionadas con los Examenes (EES)

Este instrumento se diseid con el objetivo de evaluar las emociones que experimentan
los estudiantes cuando se enfrentan a un examen. La escala est4d formada por 31 items en
formato de tipo Likert con cinco intervalos en forma numérica de 1 (nunca) a 5 (siempre).
Los items tenian la intencién de mostrar adecuadamente los contenidos mas relevantes
del constructo que se evalia (Materiales Suplementarios).

De esta manera, la escala evalua tanto las emociones positivas con las negativas que
estan asociadas a los diferentes momentos (antes, durante y después) de la realizacion de
un examen o prueba de evaluacion [61,114]. Se tiene en cuenta emociones como el
disfrute, la esperanza, el orgullo, la ansiedad y la ira, la vergiienza o la desesperanza.

En la evaluacion tradicional solo se ha considerado la ansiedad como una emocion
que aparece en situaciones de exdmenes pero con la escala EES se amplia la evaluacion,
teniendo en cuenta los componentes motivacionales y analizando otras emociones que
experimentan los estudiantes, tanto positivas como negativas, en entornos de rendimiento

académico [60].
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Cuestionario del Proyecto Europeo de Intervencion en el Bullying (EBIPQ)

Es un instrumento validado y traducido al espafiol [96] que permite identificar la
prevalencia de la implicacion en el acoso escolar, tanto del agresor como la victima y
agresor victimizado. Asi mismo, también identifica la tipologia de agresion (directa o
indirecta) y las manifestaciones (fisicas, verbales y/o relacionales) [97]. El EBIPQ tiene
buenas propiedades psicométricas en los paises europeos y en Espana [78,80].

El cuestionario estd formado por 17 items, 7 de ellos describen diferentes aspectos
relacionados con la victimizaciébn y 7 corresponden con la agresion. En ambas
dimensiones los items se refieren a acciones como amenazar, pegar, robar, excluir,
difundir rumores o decir palabras soeces. Este instrumento fue disefiado para evaluar la
frecuencia de la agresion o victimizacion, por lo que los items se relacionan con los
diferentes tipos de acoso escolar [77,98].

Se evaltia en una escala tipo Likert de 1 a 5, donde las respuestas posibles son: No;
Si, una o dos veces; Si, uno o dos veces al mes; Si, aproximadamente una vez a la semana
y Si, mas de una vez a la semana. La frecuencia se tiene en cuenta tomando como

referencia los dos meses anteriores [83,115].

4.1.4 Consideraciones éticas

El Comité de Bioética de la Universidad de Burgos aprobd la investigacion,
(Referencia UBU 032/2021), respetando todos los requisitos establecidos en la
Declaracion de Helsinki de 1975.

4.1.5 Analisis estadistico

Inicialmente, para la construccion y el analisis de las caracteristicas psicométricas de
las escalas, se realiz6 un analisis factorial exploratorio (AFE). Una vez realizado el AFE,
se confirmo la estructura factorial encontrada mediante un anélisis confirmatorio (AFC).
La fiabilidad de los factores de las escalas se calculd mediane el alfa de Cronbach, los
coeficientes de Fiabilidad Compuesta, Omega de McDonald y la Varianza Media
Extraida. El AFE se realiz6 con el programa SPSS-21; para el AFC se utiliz6 el programa
AMOS-21.
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Para comparar las puntuaciones obtenidas en el ASFAQ y la EES segtin el género, se
utiliz6 la prueba T paramétrica para muestras independientes, mientas que el analisis en
funcion del curso escolar se realizd mediante la prueba ANOVA de un factor. Para
estudiar la correlacion entre las diferentes puntuaciones de las emociones obtenidas en la
EES y el rendimiento escolar, se realiz6 la prueba de Pearson.

Por ultimo, para comparar las puntuaciones obtenidas en el EBIPQ segun el género y
curso académico se utilizé la prueba de Chi-cuadrado. Mientras que para la correlacion
entre las diferentes categorias relativas del acoso escolar obtenidas con la escala EBIPQ
y el rendimiento escolar, se realizé de nuevo la prueba de Pearson. Se establecid un valor
de significacion estadistica de p < 0,05 utilizando el software SPSS version 25 (IBM-Inc.,

Chicago, IL, USA).
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5. RESULTADOS
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5.1 Validacion de un cuestionario de autoatribucion académica para estudiantes

de primaria y secundaria: Implicaciones del género y del grado escolar
La muestra original (n = 562) se dividi6 en dos submuestras extraidas al azar (nl =
276 y n2 = 276). La primera (nl) se utiliz6 para realizar el AFE y la segunda (n2) como
muestra de validacion para el AFC. Ambas submuestras fueron equivalentes en funcién

del género, ¥2(1) = 0,359, p = 0,549, y de la edad, t (560) = 0,285, p = 0,776.

5.1.1 Analisis factorial exploratorio
Se realizaron dos analisis exploratorios para las escalas de atribucion de éxito y

fracaso, respectivamente.

5.1.1.1 Andlisis Factorial Exploratorio de las Atribuciones de Exito Académico

La medida de adecuacion de la muestra (prueba de Kaiser-Meyer-Olkin = 0,828) y la
prueba de esfericidad de Bartlett (y2 = 1826,282 (66), p < 0,001) justificaron el andlisis
factorial. Utilizando la regla de Kaiser [26] los valores propios superiores a la unidad y el
método de extraccion por minimos cuadrados no ponderados con rotacién Varimax, se
obtuvo una solucion de tres factores (Tabla 1) que en conjunto explicaban el 55,9% de la
varianza. El primer factor, "Atribuciones internas controlables" (cuatro items), explicaba
el 21,8% de la varianza y la informacién recogida sobre las atribuciones con una
localizacion interna, en la que los alumnos podian ejercer cierta influencia o control sobre
la causa a la que se atribuia el problema. El segundo factor, "Atribuciones internas
incontrolables" (cuatro items), explicaba el 21% de la varianza y la informacién recogida
sobre las atribuciones con una ubicacion interna en la que las personas no podian ejercer
influencia o control sobre la causa a la que se atribuia el problema. El tercer factor,
"Atribuciones externas incontrolables" (cuatro items), explicaba el 13,1% de la varianza
y la informacion recogida se referia a las atribuciones con una ubicacion externa en la que
las personas no podian ejercer influencia o control sobre la causa a la que se atribuia el

problema.
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Tabla 1. Analisis factorial exploratorio de la “Escala de Atribuciones del Exito
Académico”.

Componentes
CIA UIA UEA Comunidades
Apruebo porque me esfuerzo en clase 0,798 0,231 0,056 0,693
ARmebo porque dedico mucho tiempo a preparar los 0722 0127 - 0.538
examenes 0,009
Apruebo porque presto mucha atencion en las clases 0,603 0,330 0,018 0,473
Apruebo porque uso alguna estrategia para preparar los
examenes 0,662 0,166 N 0,468
. . 0,049
(organizo, resumo, repaso, memorizo los temas)
Apruebo porque soy muy inteligente 0,228 0,780 0,068 0,665
Apruebo porque tengo muy buena memoria 0,178 0,795 0,017 0,664
Apruebo porque tengo mucho talento, es decir tengo
mucha 0,246 0,802 0,063 0,707
capacidad natural para los estudios
Apruebo porque tengo un caracter tranquilo y no me
pongo 0,145 0,616 0,169 0,430
nervioso en los exdmenes
Apruebo porque los profesores dan examenes faciles 0,369 0,129 0,615 0,531
Apruebo porque tengo buena suerte 0 1—45 0152 0723 0,566
Apruebf) porque el nivel de exigencia en mi clase es 0,044 - 0.734 0.541
muy bajo 0,011
érp;]r;l:bo porque mis profesores explican muy bien los 0291 0132 0,609 0.438

CIA = Atribuciones internas controlables; UIA = Atribuciones internas no controlables; UEA =
Atribuciones externas no controlables. Método de extraccion: Maxima verosimilitud. Método de
rotacion: Normalizacién Varimax.

El alfa de Cronbach de los factores 1 (a = 0,744), 2 (a = 0,781) y 3 (a0 = 0,734)

demostrd un nivel aceptable de consistencia interna.

5.1.1.2 Analisis Factorial Exploratorio de las Atribuciones del Fracaso Académico

La medida de adecuacion de la muestra (KMO = 0,902) y la prueba de esfericidad de
Bartlett (2 = 3566,131 (66), p < 0,001) justificaron el analisis factorial. Utilizando los
valores propios de la regla de Kaiser superiores a la unidad y el método de extraccion por
minimos cuadrados no ponderados con rotacién Varimax, se obtuvo una solucion de tres
factores (Tabla ITabla 2) que en conjunto explicaban el 70,2% de la varianza. El primer
factor, "Atribuciones internas controlables" (cuatro items), explicaba el 24,5% de la
varianza y recogia informacion sobre las atribuciones con una ubicacidn interna en la que
las personas podian ejercer cierta influencia o control sobre la causa a la que se atribuia
el problema. El segundo factor, "Atribuciones internas incontrolables" (cuatro items),

explicaba el 23,5% de la varianza y la informacion recogida sobre las atribuciones con
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una ubicacion interna en la que las personas no podian ejercer influencia o control sobre
la causa a la que se atribuye el problema. El tercer factor, "Atribuciones externas
incontrolables" (cuatro items), explicaba el 22,2% de la varianza y la informacion
recogida sobre las atribuciones con una ubicacion externa en la que las personas no podian

ejercer influencia o control sobre la causa a la que se atribuia.

Tabla 2. Analisis factorial exploratorio de la “Escala de Atribucion del Fracaso
Académico”.

Componentes

CIA UIA UEA Comunidades
Suspendo porque me esfuerzo poco en clase 0,823 0,189 0,199 0,752
porque dedico poco tiempo a preparar los examenes 0,843 0,214 0,124 0,771
Suspendo porque presto poca atencion en clase 0,785 0,233 0,273 0,745
Su§pend0 porque no utilizo §strateglas para preparar los 0775 0240 0115 0.672
examenes (organizar, resumir, repasar, memorizar temas)
Suspendo porque no soy muy inteligente 0,191 0,820 0,183 0,742
Suspendo porque no tengo buena memoria 0,248 0,774 0,257 0,727
Suspepdo porque tengo poco tal;nto, es decir, tengo poca 0238 0835 0215 0.800
capacidad natural para los estudios
Suspendo porque teygo un caracter nervioso y no puedo 0261 0,624 0283 0.538
calmarme en los examenes
Suspendo porque los profesores ponen pruebas dificiles 0,143 0,159 0,834 0,742
Suspendo porque tengo mala suerte 0,140 0,327 0,659 0,562
Suspepdo porque mis profesores no explican bien las 0182 0,127 0,789 0.672
materias
:lltlzpendo porque el nivel de exigencia en mi clase es muy 0209 0331 0,736 0.696

CIA = Atribuciones internas controlables; UIA = Atribuciones internas no controlables; UEA =
Atribuciones externas no controlables. Método de extraccion: Maxima verosimilitud. Método de rotacion:
Normalizacién Varimax.

El alfa de Cronbach de los factores 1 (o= 0,876), 2 (o =0,848) y 3 (o= 0,827) indicod

un nivel adecuado de consistencia interna.

5.1.2  Analisis factorial confirmatorio
El AFC para cada escala de atribucion (éxito y fracaso) se realizé con la segunda

submuestra (n2 = 276) con el objetivo de confirmar las estructuras de los tres factores
encontrados en el AFE y si estaban relacionados o eran independientes.

Teniendo en cuenta algunos de los indices de ajuste mas utilizados (y2, ¥2/gl, indice
de ajuste comparativo (CFI), indice de Tucker-Lewis (TLI), error medio de aproximacion
(RMSEA)y Raiz Cuadrada Estandarizada (SRMR) utilizando el método de maxima
verosimilitud, cuatro modelos de atribuciones para el éxito y cuatro de atribuciones para
el fracaso. Son los siguientes: M1: tres factores relacionados; M2: tres factores de primer

orden y un factor de segundo orden que retine los dos primeros factores; M3 tres factores
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independientes; M4: un solo factor. El 2 debia adquirir valores no significativos (p >
0,05), el y2/gl se consideraba aceptable cuando era inferior a 5; se consideraban
aceptables los valores superiores a 0,90 de los indices incrementales (CF1y TLI) y >0,08

del RMSEA [116] y SRMR [117,118].

5.1.2.1 Analisis factorial confirmatorio de las atribuciones de éxito
Todos los modelos de atribuciones de éxito (Tabla 3) presentaron un valor de chi2

significativo (p < 0,05). Los modelos 3 y 4 fueron descartados, ya que los valores
significativos de chi2 cuadrado y los indices CFI, TLI, RMSEA y SRMR no se
aproximaban a los valores ideales. Los indices CFI, TLI de los modelos 1 y 2 presentaron
valores superiores a 0,92; el modelo 1 presentd el mejor ajuste, con un valor mas bajo de
x2/gl, indices de ajuste CFI y TLI mas altos y valores mas bajos de los indicadores
RMSEA y SRMR (Tabla 3).

Los valores t (que van de 8,38 a 16,76) de los coeficientes de regresion no
estandarizados del modelo 1 fueron estadisticamente significativos. Los rangos de los
coeficientes estandarizados para el factor uno (0,650-0,834), dos (0,604-0,803) y tres
(0,601-0,781) demostraron la consistencia de los indicadores para la medicion de los
constructos, estando éstos claramente relacionados (Figura 6).

Ademas, los coeficientes de la Varianza Media Extraida (VEM) y la Fiabilidad
Compuesta (RC), con valores superiores a 0,50 de VEM y 0,80 de RC, mostraron
evidencia de fiabilidad en el modelo para tres factores relacionados: (F1 [cuatro items]:
EMV = 0,519, CR = 0,811; F2 [cuatro items]: EMV = 0,524, CR = 0,813; F3 [cuatro
items]: EMV = 0,509, EMV = 0,804.

Tabla 3. indices de bondad de ajuste de los modelos de atribucion del éxito académico
propuestos

Modelos X2 CMIN/DF CFI TLI RMSEA SRMR
M1 3 factores relacionados p <0,001 2,490 0,961 0,945 0,052 0,043

3 factores de primer orden
M2 p <0,001 3,072 0,949 0,923 0,082 0,047
y 1 de segundo orden

M3 3 factores independientes  p < 0,001 7,717 0,751 0,751 0,170 0,182
M4 1 factor inico p <0,001 8,281 0,730 0,114 0,114 0,073

CMIN/DF = relacion de chi? sobre grados de libertad; CFI = indice de ajuste comparativo; TLI = indice de
Tucker-Lewis; RMSEA = error cuadratico medio de aproximacion; SRMR = raiz cuadrada media residual
estandarizada
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5.1.2.2 Analisis factorial confirmatorio de las atribuciones de los fallos
Todos los modelos de atribucion de fallos (Tabla 4) presentan un valor de chi2

significativo (p < 0,05). De nuevo, los modelos 3 y 4 fueron descartados, ya que los
indices CFI, TLI, RMSEA y SRMR no se aproximaron a los valores ideales. Los indices
CFI, TLI de los modelos 1 y 2 presentaron valores superiores a 0,95; el modelo 1 presentd
un mejor ajuste con un valor mas bajo de x2/gl, indices de ajuste CFI y TLI mas altos, y
valores mas bajos de los indicadores RMSEA y SRMR (Tabla 4).

Los valores t (que van de 15,31 a 20,40) de los coeficientes de regresion no
estandarizados del modelo 1 fueron estadisticamente significativos. Los rangos de los
coeficientes estandarizados para el factor uno (0,725-0,836), el dos (0,694-0,865) y el tres
(0,720-0,870) estaban relacionados de forma estadisticamente significativa, lo que
demuestra la consistencia de los indicadores para la medicion de los constructos (Figura

7).
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Tabla 4. indices de bondad de ajuste de los modelos de atribucién del fracaso escolar
propuestos

Modelos X? CMIN/DF CFI TLI RMSEA SRMR
M1 3 factores relacionados p <0,001 2,391 0,981 0,974 0,050 0,034

3 factores de primer

M2 orden y 1 de segundo p <0,001 2,859 0,977 0,965 0,058 0,038

orden
M3 3 factores independientes  p < 0,001 11,345 0,842  0,8071 0,136 0,294
M4 1 factor tinico p <0,001 19,044 0,724 0,725 0,179 0,100

CMIN/DF = relacion de chi? sobre grados de libertad; CFI = indice de ajuste comparativo; TLI = indice de
Tucker-Lewis; RMSEA = error cuadratico medio de aproximacion; SRMR = raiz cuadrada media residual
estandarizada
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5.1.3 Diferencias de atribucion en funcion del sexo y del curso escolar

5.1.3.1 Analisis del ASFAQ segun el género

Los resultados del andlisis inferencial mostraron diferencias estadisticamente
significativas en las atribuciones del éxito académico segun el género, pero no en las del
fracaso académico (Tabla 5). En concreto, los participantes masculinos demostraron una
mayor atribucion de su éxito académico a causas internas no controlables (p <.001) como
la inteligencia, la buena memoria, el talento o el caracter tranquilo; asi como a causas
externas (p <.001) como los exdmenes faciles, la buena suerte, la baja exigencia o las
buenas explicaciones de los profesores. No se encontraron diferencias significativas en
las atribuciones internas controlables del éxito académico segun el género (p = 0,057).

Tabla 5. Resultados de la prueba t para muestras independientes entre el ASFAQ y el
género

Género
T-Test para muestras
Hombre . .
Mujer (n=278) independientes
ASFAQ (n=284)
p-valor
M SD M SD
(bilateral)
Internos controlables 14,743 3,210 15,277 3,423 -1,907 0,057
Atribuciones de Internos no
) ] 13,472 3,691 12,025 3,973 4,514 <0,001
éxito académico controlables
Externos 10,901 2,895 10,058 2,900 3,451 <0,001
Internos controlables 8,109 4464 7413 4,066 1,932 0,054
Atribuciones de Internos no
7,809 4,143 8,262 4,341 -1,264 0,206
fracaso académico controlables
Externos 7,753 3,878 7,305 3,635 1,412 0,159

SD = Desviacion estandar; ASFAQ = Cuestionario de Atribucion de Exito y Fracaso Académico.

5.1.3.2 Analisis del ASFAQ segun el curso escolar

Se encontraron diferencias estadisticamente significativas en funciéon del curso
académico en todos los factores (Tabla 6). En general, las atribuciones de éxito académico
disminuyeron a medida que aumentaba el afio académico. Los alumnos de quinto grado
de primaria reportaron los puntajes promedio mas altos en las atribuciones internas y
externas controlables e incontrolables, seguidos por los alumnos de sexto grado de
primaria, los de primero de secundaria y, finalmente, los de segundo de secundaria.

En cuanto a las atribuciones del fracaso escolar, se encontraron diferencias
estadisticamente significativas en las atribuciones internas entre los alumnos de quinto de

primariay los de segundo de secundaria (p = 0,001); estos Gltimos demostraron una mayor
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atribucion del fracaso escolar a aspectos como dedicar poco tiempo a la preparacion de

los exdmenes, esforzarse poco en clase, no prestar atenciéon en clase o no utilizar

estrategias adecuadas para preparar los exdmenes. También se obtuvieron diferencias

estadisticamente significativas en las atribuciones externas del fracaso escolar, donde los

alumnos del primer ciclo de secundaria tendian a atribuir sus fracasos a aspectos como la

mala suerte o la dificultad de los examenes.

Tabla 6. Resultados de la prueba ANOVA entre el ASFAQ y el curso escolar

Curso escolar

ANOVA
5° EPO(n=148) 6° EPO(n=186) 1° ESO(n=134) 2° ESO(n=94)
ASFAQ
M SD M SD M SD M SD F P
valor
Internos
2,89 3,11 14313¢ 3,05 12,978% 3,60 24,222  <0,00
controlabl  16,148°¢ 15,623%¢ )
8 8 df 6 o 6 9 1
es
Atribucion Internos
es de éxito no 3,66 3,59 11,880 3,89 3,80 <0,00
14,047°¢ 13,1934 11,106%¢ 15,415
académico  controlabl 6 5 d 3 8 1
es
11,695 3,00 10,854*¢ 2,69 2,83 2,41 <0,00
Externos 9,619 9,074%¢ 23,058
< 2 < 2 0 5 1
Internos
4,50 4,45 3,89 3,97
controlabl 7,317¢ 7,505 7,873 8,829°¢ 2,758 0,042
5 4 0 4
es
Atribucion
Internos
es de
no 4,42 4,13 4,25 4,02
fracaso 7,506 7,661 8,664 8,702 3,033 0,029
controlabl 5 1 1 0
académico
es
3,94 3,04 4,08 <0,00
Externos 6,925 s 6,430%¢ 8,835 8,808 1,883

SD = Desviacion Estandar; ASFAQ = Cuestionario de Atribucion de Exito y Fracaso Académico; EPO =
Educacion Primaria Obligatoria; ESO = Educacion Secundaria Obligatoria. a Sig < 0,05 en el analisis post-
hoc (Bonferroni) entre 5°y 6° EPO; b entre 5° EPO y 1° EPO; c entre 5° EPO y 2° EPO; d entre 6° EPO y
1° EPO; e entre 6° EPO y 2° EPO; fentre 1°y 2° EPO.
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5.2 Analisis psicométrico y contribucion a la evaluacion de la escala de emociones
relacionadas con los examenes en estudiantes de primaria y secundaria

La muestra original (n = 562) se dividi6 en dos submuestras extraidas al azar (nl =

276 y n2 = 276). La primera (nl) se utiliz6 para realizar el AFE y la segunda (n2) como

muestra de validacion en el AFC. Ambas submuestras fueron equivalentes en funcion del

género, ¥2(1) = 0,359, p = 0,549, y de la edad, t (560) = 0,285, p = 0,776

5.2.1 Analisis factorial exploratorio de la escala de emociones del examen (EES)

La medida de adecuacion de la muestra (KMO = 0,828) y la prueba de esfericidad de
Bartlett (y2 = 1826,282(66), p < 0,001) justificaron el analisis factorial. Utilizando la regla
de Kaiser [119] los valores propios superiores a la unidad y el método de extraccion de
componentes principales con rotacion oblimin, se obtuvo una solucion de tres factores
(Tabla 7) que en conjunto explicaban el 53,6% de la varianza.

Tabla 7. Analisis factorial exploratorio de la “Escala de emociones relacionadas con los
examenes (EES)”

Componente

1 2 3 Comunidades
Después del examen me siento avergonzado 0,795 0,653
Durante el examen me siento avergonzado 0,705 0,635
Antes del examen prefiero no presentarme porque he perdido toda esperanza 0,766 0,642
Durante el examen empiezo a pensar que, por mucho que me esfuerce, 0.760 0.643
nunca aprobar¢ el examen
Me siento avergonzado por mis notas 0,748 0,565
Durante el examen me siento tan resignado que no tengo energia 0,743 0,608
Durante el examen me avergiienzo de lo mal que me he preparado 0,742 0,557
Durante el examen tengo ganas de abandonar 0,734 0,609
Antes del examen me deprimo porque siento que no tengo muchas
0,711 0,636
esperanzas de aprobar el examen
Cuando saco una mala nota, deseo no tener que volver a mirar a la cara a mi 0.665 0.455
profesor
Durante el examen me enfado 0,573 0,341
Durante el examen me parece que las preguntas son injustas 0,457 0,211
Durante el examen creo que puedo estar orgulloso de mis conocimientos 13 0,804 0,648
Después del examen estoy muy satisfecho conmigo mismo 14 0,762 0,601
Durante el examen me siento muy seguro de mi mismo 15 0,760 0,611
Durante el examen me siento feliz de poder hacer el examen 16 0,760 0,579
Durante el examen, como espero aprobar, estoy motivado para esforzarme 0,742 0,558
Después del examen estoy rebosante de entusiasmo 18 0,738 0,562
Antes del examen, como me gusta preparar los exdmenes, estoy motivado 19 0.695 0.493
para hacer mas de lo necesario
Antes del examen estoy tan orgulloso de como me he preparado que quiero 20 0.692 0.486
empezar el examen ahora mismo
Antes del examen pienso con optimismo en el examen 21 0,649 0,439
Después del examen me siento muy aliviado 22 0,612 0,441
Después del examen, por fin puedo volver a respirar tranquilo 23 0,491 0,417
Después del examen los nervios en el estbmago desaparecen 24 0,463 0,267
Al empezar el examen mi corazén empieza a acelerarse 25 -0,776 0,610
Durante el examen estoy muy nervioso 26 -0,796 0,679
Antes del examen me siento nervioso e inquieto 27 -0,763 0,600
Durante el examen me tiemblan las manos 28 0,708 0,548
Antes del examen me preocupa si habré estudiado lo suficiente 29 -0,660 0,444
Durante el examen me preocupa si aprobaré el examen 30 -0,637 0,453
Antes del examen me pongo tan nervioso que desearia perder el examen 31 -0,623 0,545

Método de extraccion: Analisis de componentes principales
Método de rotacion: Oblimin con normalizacion Kaiser
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En el caso de las rotaciones oblicuas, partimos del supuesto de la correlacion entre los
nuevos factores. Se ha utilizado la rotacion oblicua porque permite establecer relaciones
jerarquicas entre los factores.

El primer factor, "Emociones negativas" (12 items) explico el 35,4% de la varianza y
recogio informacion sobre las emociones negativas que se experimentan al realizar un
examen, emociones como la vergiienza, la desesperanza o la ira. Algunos ejemplos de
items de este factor: "Antes del examen me deprimo porque siento que no tengo muchas
esperanzas de aprobar el examen"; "Durante el examen me enfado"; "Después del examen
siento vergiienza". El segundo factor "Emociones positivas" (12 items) explicaba el
12,2% de la varianza, y recogia informacion sobre las emociones positivas
experimentadas al realizar un examen: esperanza, orgullo, disfrute... Algunos items:
"Antes del examen estoy tan orgulloso de como me he preparado que quiero empezar el
examen ahora mismo"; "Durante el examen estoy contento de poder afrontarlo";
"Después del examen estoy rebosante de entusiasmo". El tercer factor "Ansiedad" (7
items) explicaba el 6% de la varianza y recogia informacion relacionada con la ansiedad
antes de los exdmenes. "Cuando empieza el examen, mi corazén empieza a acelerarse";
"Durante el examen estoy muy nervioso"; "Durante el examen me preocupa si voy a
aprobar el examen".

El alfa de Cronbach de los factores 1 (a = 0,915), 2 (o = 0,892) y 3 (a0 = 0,866)

demostrd una buena consistencia interna.

5.2.2  Analisis factorial confirmatorio

El AFC de la escala de emociones relacionadas con los exdmenes se realiza con la
segunda submuestra (n2 = 272). Se pretende confirmar la estructura de los tres factores
encontrados en la AFE y si éstos estan relacionados o son independientes.

Mediante el método de méxima verosimilitud y teniendo en cuenta algunos de los
indices de ajuste mas utilizados (32, 2/g.l, CFI, TLI, RMSEA y SRMR), se obtienen
cuatro modelos (M) de emociones relacionadas con los exdmenes se ponen a prueba: M1:
Tres factores relacionados; M2: Dos factores relacionados factores que reunen los dos
primeros factores y uno independiente (Ansiedad); Dos factores relacionados que retnen
los factores dos y tres, y uno independiente (Emociones positivas); M4 Tres factores
independientes. Para un ajuste optimo el ¥2 debe adquirir valores no significativos (p >

0,05) [83], el x2/g.1, se considera aceptable cuando es inferior a 5 [120], valores superiores
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a 0,90 de los indices incrementales (CFI y TLI) y 0,08 del RMSEA [116], y el SRMR
[117], se consideran aceptables.

Todos los modelos (Tabla 8) tienen un valor de chi-cuadrado significativo (p < 0,05).
Se descartan los modelos 2 y 4, ya que los valores de chi cuadrado significativos (p <
0,05) y los indices CFI, TL, RMSEA y SRMR no presentan valores adecuados. Los
indices CFI, TLI de los modelos 1 y 3 tienen valores iguales o superiores a 0,90, siendo
el modelo 1 el que presenta un mejor ajuste, con un valor de ¥2/g.l, menores y mayores
indices de ajuste CFI y TLI y valores inferiores a 0,07 de los indicadores RMSEA y
SRMR (Tabla 8).

Tabla 8. indices de bondad de ajuste de los modelos de emocion en los examenes propuestos

Modelos X2 CMIN/DF  CFI TLI RMSEA SRMR
P <
M1 3 factores relacionados 0.001 1,911 0,913 0,904 0,058 0,063
2 factores relacionados 1 p<
M2 ) ) ] 2,304 0,875 0,863 0,069 0,177
independiente (Ansiedad) 0,001
2 factores relacionados 1
<
M3 independiente (emociones 0p001 2,120 0,900 0,901 0,069 0,169
positivas) ’
P <
M4 3 factores independientes 0.001 2,438 0,863 0,849 0,073 0,226

CMIN = relacién chi-cuadrado sobre grados de libertad; CFI = indice de ajuste comparativo;
TLI = indice de Tucker-Lewis; RMSEA = error cuadratico medio de aproximacion;
SRMR = raiz cuadrada media residual estandarizada.
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Tabla 9. Cargas factoriales del modelo de tres factores relacionados de la escala

de emociones relacionadas con los examenes (EES)

F1 F2
Emociones Emociones F3 Ansiedad
negativas positivas
Item  Emocién ESt(i,)I:llaCi Item Emociéon Estimacion Item Item ESt:,::ad
1 Vergiienza4 0,693 13 Orgullo2 0,814 25 Ansiedad6 0,691
2 Vergiienza2 0,734 14 Orgullo3 0,702 26 Ansiedad4 0,815
3 Desezgeranz 0813 15 Hope2 0,729 27  Ansiedadd 0,716
4 Dese:geranz 0812 16 Disfutar 0,721 28  Ansiedad7 0,682
5 Vergiienza5 0,717 17  Espernza3 0,752 29 Ansiedad2 0,596
6 Desezl‘;eranz 0,752 18  Disfrutar3 0,652 30 Ansiedads 0,573
7 Vergiienza3 0,662 19 Disfrutarl 0,595 31 Ansiedad3 0,732
8 Desezlfranz 0,727 20  Orgullol 0,603
9 Desezlieranz 0,792 21 Esperanzal 0,616

10 Vergiienza6 0,639 22 Aliviol 0,534
11 Enfadol 0,593 23 Alivio3 0,487

12 Enfado2 0,548 24 Alivio2 0,521

Los valores t (rango de 6,55 a 13,09) de los coeficientes de regresion no
estandarizados del modelo 1 son estadisticamente significativos. El rango de los
coeficientes estandarizados del factor uno PE (0,487-0,814), dos (0,548-0,813) y tres
(0,573-0,815), muestran que los indicadores son consistentes para la medicion de los
constructos, estando éstos claramente relacionados (jError! No se encuentra el origen d

e la referencia.).

5.2.3 Analisis invariante de género

A continuacion, se realiza un andlisis multigrupo para determinar si el modelo de
tres factores relacionados es invariante en cuanto al género (146 mujeres y 126
hombres). La comparacion no muestra diferencias p < 0,05 en el valor de chi-cuadrado
entre los distintos modelos y los valores encontrados en el ACFI en el modelo no

restringido con diferencias inferiores a 0,01 de los indices CFI entre los cuatro modelos

(

Tabla 10), indican que las cargas factoriales del cuestionario son equivalentes para

chicas y chicos

79



Rendimiento académico en alumnos de educaciéon primaria y secundaria: efecto de los estilos de atribucién, emociones y bullying

Tabla 10. Analisis multigrupo de la invariabilidad por género

Modelo 1 = Sin restricciones. Modelo 2 = Pesos de medicion. Modelo 3 = Covarianzas estructurales.
Modelo 4 = Residuos de medicion

Género
Hombre T-Test para muestras independientes
EES Mujer (n=278)
(n=284)
M SD M SD t p-valor (bilateral)
Emociones 23,69 10,19 25,16 11,01 -1,636 0,102
negativas 4281 935 40,65 9,76 2,680 0,008
Emociones positivas
. 20,74 7,21 23.99 6,80 -5,502 <0,001
Ansiedad

Los coeficientes de la Varianza Media Extraida (AVE) y de la Fiabilidad Compuesta
(RC) indican que el modelo de tres factores relacionados presenta suficientes pruebas de
fiabilidad (F1 [4 items]: AVE = 0,519. CR = 0,896; F2 [4 items]: AVE = 0,524, CR =
0,813; F3 [7 items]: AVE = 0,477, CR = 0,863).

5.2.4 Analisis de la EES por género

Los resultados del andlisis inferencial mostraron diferencias estadisticamente
significativas en las emociones positivas y la ansiedad en funcidn del género, pero no en
las emociones negativas (

Tabla 11). Mas concretamente, los participantes masculinos obtuvieron puntuaciones
mas altas en el factor de emociones positivas (p = 0,008) y puntuaciones mas bajas en

ansiedad (p <0,001).

Modelos X2 gl y2/gl Ay2 p Agl CFI TLI SRMR RMSEA
Modelo 1 1540,126 844 1,825 - - - 0,890 0,880 0,088 0,046
Modelo 2 1547,013 872 1,774 6,887 1,000 28 0,894 0,886 0,089 0,044
Modelo 3 1549,138 878 1,764 9,012 1,000 34 0,894 0,888 0,094 0,044
Modelo4 1569,753 918 1,710 29,626 1,000 74 0,897 0,896 0,097 0,042

Tabla 11. Prueba t de muestran independientes entre los resultados de EES y género

EES= Escala de emociones ante los examenes

5.2.5 Analisis de la EEF segun el curso escolar
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Se han encontrado diferencias estadisticamente significativas en funcion del curso
académico en todos los factores (Tabla 12). En general, las emociones negativas
relacionadas con los examenes aumentan en los cursos de Secundaria respecto a los de
Primaria. En cuanto a las emociones positivas, ocurre lo contrario, y son los alumnos de
Primaria los que obtienen mayores puntuaciones. Por ultimo, respecto a la ansiedad, se
repite el mismo patrébn que con las emociones negativas, siendo los alumnos de
Secundaria de mayor edad los que obtienen puntuaciones mas altas que los de Primaria.

Tabla 12. Resultados de la prueba ANOVA entre la EES y el curso académico

. Desviacion Sig.
Curso N Media estandar F (Bilateral)
5° EPO 148 23,46 10,62
Emociones 6° EPO 186 21,88 10,14
negativas 1° ESO 134 27,14 10,82 9,201 <0,001
2° ESO 94 27,06 9,90
5° EPO 148 43,30 9,63
Emociones 6° EPO 186 4441 8,90
positivas 1° ESO 134 39,14 9,14 16,056 <0,001
2° ESO 94 37,71 9,29
5° EPO 148 22,45 7,13
. 6° EPO 186 20,87 7,32
Ansiedad 1° ESO 134 23.67 7.04 4,721 0,002
2° ESO 94 23,24 6,80

Los datos fueron sometidos a la prueba post hoc de Bonferroni para comprobar entre
qué grupos se establecen las diferencias detectadas en la prueba ANOVA. En el factor
emociones negativas, las principales diferencias se establecen entre 1° de Secundaria con
5° de Primaria (I-J = 3,68233; p=0,019) y con 6° de Primaria (I-J = 5,26007; p < 0,001).
También, entre 2° de Secundaria y 6° de Primaria (I-J = 5,18211; p < 0,001). En cuanto
al factor emociones positivas, se observaron diferencias significativas entre las medias de
las puntuaciones de 1° de Secundaria con 5° de Primaria (I-J = -4,16226; p = 0,001) y con
6° de Primaria (I-J =5,27219; p < 0,001). Asimismo, entre las medias de las puntuaciones
de 2° de Secundaria con 5° de Primaria (I-J = -5,59129; p < 0,001) y con 6° de Primaria
(I-J = -6,70121; p < 0,001). Finalmente, en relacion con el tercer factor ansiedad, las
diferencias se establecen entre 1° de Secundaria y 6° de Primaria (I-J = 2,80067; p =

0,003).
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5.2.6 Analisis de la EES segun el rendimiento escolar

Se observa una correlacion estadisticamente significativa (Tabla 13) entre todos los
tipos de emociones y el rendimiento académico. El coeficiente de correlacion entre las
emociones negativas y el rendimiento escolar es negativo, lo que indica que, a mayores
emociones negativas, menor rendimiento o nota media (rseo = -0,406; p < 0,001). Lo
mismo ocurre con la ansiedad, a mayor ansiedad, menor rendimiento o nota media. (rse0
=-0,212 p < 0,001). Por el contrario, el coeficiente de correlacion entre las emociones
positivas y el rendimiento académico es positivo, indicando que, a mayores emociones
positivas, mayor rendimiento o nota media. (rse0 = 0,385; p < 0,001).

Tabla 13. Resultados de las pruebas de Pearson

Rendimiento académico (Nota

media) P
Emociones negativas -0,406 <0,001
Emociones positivas 0,385 <0,001
Ansiedad -0,212 <0,001
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5.3 Acoso escolar en adolescentes: diferencias entre género y curso escolar y
relacion con el rendimiento académico

5.3.1 Asociaciones entre las categorias de acoso, género y aio académico

Los resultados del analisis inferencial mostraron diferencias estadisticamente
significativas en la categorizacion de los sujetos en tipos de acoso escolar en funcion del
género (¥2=12,960; p=.005).

Hay mas chicas (62,6%) que son no-victimas no-agresores que chicos (52,1%), y hay
mas chicos en el rol de agresor/victima (18,7%) que chicas (10,1%) (Tabla 14).

Tabla 14. Comparacion de las categorias de acoso en funcion del sexo

Categoria de acoso escolar

N? victima Victima Agresor Agre.sor- Total
ni agresor victima
Recuento 148 69 14 53 284
Chico Recuento esperado 162,7 70,2 10,1 40,9 284,0
% dentro del género 52,1% 24,3% 4,9% 18,7% 100,0%
) Residual ajustado -2,5 -2 1,8 2,9
Género
Recuento 174 70 6 28 278
Chica Recuento esperado 159,3 68,8 9,9 40,1 278,0
% dentro del género 62,6% 25,2% 2,2% 10,1% 100,0%
Residual ajustado 2,5 2 -1,8 -2,9
Total Recuento 322 139 20 81 562
% Del Total 57,3% 24,7% 3,6% 14,4% 100,0%

La prueba de Chi-cuadrado mostré relacion estadisticamente significativa entre las
categorias de acoso escolar y el curso académico de los alumnos (¥2=16,896; p = .05).

Se encontraron diferencias significativas entre las frecuencias observadas y las
esperadas para los alumnos de 2° de ESO en la categoria de agresor, siendo mas agresores
(8,5%), que en el resto de los cursos académicos (2%-3%) y los alumnos de 5° de primaria
en la categoria de agresor/victima, siendo mas agresores/victimas (20,9%), que en el resto

de cursos académicos (10,8%-13,4%) (Tabla 15).
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Tabla 15. Relacion entre las categorias de acoso y curso escolar

Categoria de acoso escolar

No
victi.m 2 Victima Agresor Agrefsor- Total
victima
agresor
Recuento 83 29 4 18 134
Recuento esperado 76,8 33,1 4.8 19,3 134,0
I"ESO Yodentrodelafio gy g0 5y 600 300 134%  100,0%
académico
Residual ajustado 1,2 -1,0 -4 -4
Recuento 52 22 8 12 94
Recuento esperado 53,9 23,2 3,3 13,5 94,0
2 ESO % dentro del afio 553% 234%  8,5% 12,8%  100,0%
académico
Residual ajustado -4 -3 2,8 -5
Curso Recuento 78 36 3 31 148
Recuento esperado 84,8 36,6 5,3 21,3 148,0
>"Primaria % dentro del afio 527%  243% 2,0%  209%  100,0%
académico
Residual ajustado -1,3 -1 -1,2 2,6
Recuento 109 52 5 20 186
Recuento esperado 106,6 46,0 6,6 26,8 186,0
6"Primaria % dentro del afio 58,6% 28,0%  2,7% 10,8%  100,0%
académico
Residual ajustado 4 1,2 -8 -1,7
Total Recuento 322 139 20 81 562
% Del Total 57,3% 24,7%  3,6% 14,4% 100,0%

5.3.2 Comparacion entre las categorias de acoso escolar y rendimiento
académico

Se observd una relacion estadisticamente significativa (p>0,001) entre las categorias
de acoso escolar y el rendimiento académico. Se confirma la hipdtesis de que el
rendimiento o la nota media varia en funcion de la categorizacion de los alumnos en
cuanto al acoso escolar; hay diferencias significativas en el rendimiento de los alumnos
en funcion de esa categorizacion (F (3,558) =7,319, p<0,001).

La prueba de ANOVA de un factor (Tabla 16) muestra que el rendimiento mas bajo
lo obtienen los agresores/victimas 6,82 (SD=1,38), seguido de los agresores 7,01
(SD=1,61), las victimas 7,331 (SD=1,38), y finalmente los de mayor rendimiento son los
no-victimas y los no-agresores 7,56 (SD=1,27). Se realiz6 un andlisis post-hoc para
comparar las medias por parejas de cada una de las categorias de acoso escolar.

Se observé que la comparacion entre los estudiantes en la categoria de no-victima-no-

agresor con los estudiantes en la categoria de agresor-victima (p<0,001) y la comparacién
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entre los estudiantes en la categoria de victima con los estudiantes en la categoria de
agresor-victima (p=0,007) es significativa. Se puede concluir que los alumnos de la
categoria de no-victima-sin-acoso y los alumnos de la categoria de victima tienen un

mayor rendimiento académico que los alumnos de la categoria de agresor/victima.

Tabla 16. Estadistica descriptiva de la comparacion de las categorias de acoso con el
rendimiento académico

Nota media
95% Intervalo de
Desviacié confianza para la
N Media OV o4 Error media Minimo
estandar P P
Limite Limite (.
. . . Maximo
inferior  superior
Novictimani 5, 5566 15701 ,0708 7427 7,705 2,5 9,8
agresor
Victima 139 7331 13827 ,1173 7,099 7,563 3,1 10
Agresor 20 7,011  1,6182 ,3618 6,254 7,769 2,8 9,5
Agresor-victima 81 6,829 1,3870 , 1541 6,522 7,136 3,2 9,5
Total 562 7,382 13511 ,0570 7,270 7,494 2,5 10

85



Rendimiento académico en alumnos de educaciéon primaria y secundaria: efecto de los estilos de atribucién, emociones y bullying

86



Rendimiento académico en alumnos de educaciéon primaria y secundaria: efecto de los estilos de atribucién, emociones y bullying

6. DISCUSION
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6.1 Validacion de un cuestionario de autoatribucion académica para estudiantes

de primaria y secundaria: Implicaciones del género y del grado escolar

Hasta la fecha, no se ha validado ningtin instrumento que de forma especifica analice
los estilos atribucionales de los niflos y adolescentes de primaria y secundaria en el
contexto académico espafiol; siendo especialmente importante y suponiendo enormes
beneficios en esta etapa que es fundamental en su desarrollo evolutivo. La mayoria de las
escalas existentes estan dirigidas a la poblacién general o a estudiantes universitarios,
como por ejemplo, el Cuestionario de Estilo Atribucional [121]; la Escala de Atribucion
Multidimensional [122]; la Escala de Locus de Control (LOC), que es uno de los
instrumentos mas utilizados para evaluar el estilo atribucional en diferentes grupos de
estudiantes [123]; Escala de Causalidad Multidimensional-Multiatribucional [124];
Cuestionario de Estrategias y Atribuciones, especifico para estudiantes adolescentes
[125]; o la Escala de Motivacion Atribucional de Logro General [126].

En este sentido, derivado de la necesidad de desarrollar un instrumento adaptado a la
poblacion espafiola, y especificamente en el contexto escolar, la investigacion trata de
validar un cuestionario disefiado para evaluar las atribuciones de éxito y fracaso
académico en estudiantes de primaria y secundaria. Los resultados del andlisis factorial y
confirmatorio realizado, reveld la adecuada estructura factorial, consistencia interna y
validez del instrumento. Ademas se demuestra la invarianza por género del ASFAQ,
demostrando que es un instrumento adecuado para evaluar las atribuciones de éxito y
fracaso académico en estos estudiantes.

Por tanto, la investigacion aporta un instrumento preciso que permite evaluar de forma
vélida y fiable las atribuciones de éxito y fracaso académico en el contexto escolar de
primaria y secundaria; y proporciona informacion util para poder mejorar las variables de
motivacion, autoeficacia y/o rendimiento académico, incluso una mejora de los enfoques
de aprendizaje y regulacion de los alumnos [127]. De esta forma, el alumno podra
seleccionar o desarrollar otras estrategias mas eficaces cuando se habla en término de
fracaso escolar relacionado con estrategias de aprendizaje o atribuciones ineficaces [128].

En anteriores investigaciones también se obtiene resultados significativos sobre la
relacion entre los estilos atribucionales adaptativos y variables como el rendimiento
académico, la orientacion al objetivo de aprendizaje y autoconcepto académico
[129,130]. En un estudio se ha encontrado que los adolescentes con ansiedad tenian una

tendencia significativa hacia la interpretacion de las situaciones de una forma mas
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negativa [131], ademds eran mds propensos a desarrollar estilos atribucionales
desadaptativos, provocando interferencias cognitivas en la atencion y procesamiento ante
la percepcion de amenaza, y un menor funcionamiento ejecutivo [132,133].

Asi mismo, cuando se procedid a analizar las diferencias de género y grado en
atribuciones de éxito y fracaso académico, nuestros resultados no encontraron diferencias
respecto a las chicas en las atribuciones internas controlables (esfuerzo o dedicacion), ni
en las atribuciones de fracaso académico, en cambio los resultados hallados en los chicos
mostraron su atribucidén de éxito académico a causas internas no controlables como la
inteligencia, buena memoria o talento, o a externas como la buena suerte, exdmenes
faciles o trabajo poco exigente de clase. Estos resultados pueden ser contrastados con los
de Inglés et al 46, cuya investigacion dirigida a analizar las diferencias de género en los
patrones atribucionales apoyan nuestros hallazgos.

Los resultados de otros estudio mencionan que en la mayoria de los factores de los
estilos atribucionales, las mujeres perciben mayores niveles de control interno en
comparacion con los hombres, refiriéndose a la dimension atribucion a la habilidad
[127,134]. Ademas, se ha realizado algun estudio que demuestra que las mujeres perciben
las consecuencias de sus acciones y conductas desde un estilo atribucional més interno
que los hombres [135]; aunque otros afirman que lo perciben por factores ajenos a su
control, como puede ser el destino o la suerte, es decir, que muestran un locus de control
externo, y que, en cambio, los hombres lo hace desde un locus de control interno
[136,137].

Los resultados también arrojan diferencias significativas en cuanto a la edad y el curso
académico respecto a las atribuciones académicas [40,138]. Cuando los estudiantes se
encuentran en los cursos mas inferiores atribuyen normalmente sus resultados académicos
a causas externas, responsabilizdndose mas de sus logros y fracasos a medida que avanzan
de curso, lo atribuyen més a causas internas [37,139]. Estos resultados coinciden de forma
parcial con los obtenidos en la investigacion, en la que los estudiantes de cursos inferiores
manifestaban mayor tendencia a atribuir sus €xitos a causas tanto externas como internas,
y los de cursos superiores a causas internas controlables y externas. Coincidiendo con los
resultados obtenidos en esta investigacion, un estudio también demuestra un patrén
atribucional mixto en estudiantes de cursos inferiores, atribuyendo los éxitos a causas

internas y externas controlables [40].
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6.2 Analisis psicométrico y contribucion a la evaluacion de la escala de emociones

relacionadas con los examenes en estudiantes de primaria y secundaria

Hasta el dia de hoy, no existe un instrumento en el contexto escolar espafiol, que de
forma especifica, evallie las emociones ante los exdmenes que los nifios y adolescentes
de educacion primaria y secundaria experimentan; con la gran importancia que tiene en
estas etapas del desarrollo la regulacion emocional [140,141]. Por ello, esta investigacion
realizd una validez de constructo y un andlisis psicométrico de un cuestionario para
evaluar las emociones que sienten los estudiantes de educacion primaria y secundaria al
enfrentarse a una situacion de examen o evaluacion en el contexto espafiol.

La investigacion adquiere gran relevancia ya que su finalidad radica en la necesidad
de desarrollar un instrumento especifico para esta poblacion. Es preciso llevarlo a cabo
en un contexto educativo ya que el rendimiento académico puede verse afectado por la
manifestacion de una serie de reacciones emocionales negativas ante los exdmenes, una
de ella es la aparicion de ansiedad [53,142,143]; la cual puede conllevar el posterior
fracaso escolar o la interferencia en las relaciones interpersonales y procesos cognitivos
[68,144].

Antes de continuar con el andlisis de la escala utilizada en esta investigacion, hay que
destacar la existencia de varias escalas que miden el estrés, la ansiedad y/o la regulacion
emocional; y que, en muchos casos, han sido utilizadas en el contexto académico, pero
han sido enfocadas principalmente hacia los estudiantes universitarios. Se pueden
encontrar la Escala de Afrontamiento de Ansiedad e Incertidumbre Previo al Examen
(COPEAU) [47]; Cuestionario de regulacion emocional para nifos y adolescentes (ERQ-
CA), que ha sido validado en el contexto escolar entre 10y 19 afios en poblacion espafiola
[145]; Inventario de ansiedad ante los exdmenes (STAI), version en espafiol que mide la
ansiedad ante los exdmenes en poblacién universitaria y que posee muy buena validez
[146]; Escala de Ansiedad Cognitiva ante los examenes (S-CTAS), version en espafiol
para estudiantes universitarios [49,147]; o Inventario de Estrés Académico (IEA),
disefiado de forma especifica para la valoracion del estrés académico en universitarios y
validado en poblacion espafiola [148].

Los resultados derivados del analisis factorial exploratorio y confirmatorio realizado,
mostrd una buena estructura factorial, consistencia interna y validez de la EES. Ademas,
se trata de instrumento invariante en cuanto al género, por lo que se considera adecuado
para evaluar las emociones relacionadas con los exdmenes en estudiantes de educacion

primaria y secundaria.
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En este sentido, es importante destacar la Teoria del Valor del Control de las
Emociones de Pekrun [149,150], que indica la influencia en los procesos de aprendizaje
y en el rendimiento académico de las emociones y los valores relacionados con el logro.
Ademads, en investigaciones recientes [145,151,152], se encontr6 una relacion
estadisticamente significativa entre los niveles de ansiedad de los estudiantes y las
emociones que experimental cuando se enfrentan a un examen.

No obstante, la investigacion también tratd de encontrar la posible existencia de
diferencias entre géneros, curso y rendimiento académico, con respecto al desarrollo de
emociones ante los examenes.

Los resultados muestran que realmente existen diferencias estadisticamente
significativas entre las emociones positiva y la ansiedad en funcion del género de los
estudiantes, aunque no se ven diferencias con respecto a las emociones negativas. Las
alumnas obtuvieron menores puntuaciones en emociones positivas y mayores en
ansiedad. Los resultados se pueden contrastar con varios estudios que también obtuvieron
diferencias estadisticamente significativas en funcién del género, siendo el género
masculino el que presenta una menor puntuacion en ansiedad y emociones negativas, a
pesar de tener menor nivel de recursos para afrontarlos [49,153].

En el caso de la comparacion con el curso académico, también se obtienen diferencias
estadisticamente significativas, de forma que las emociones negativas que se
experimentan cuando se enfrentan a un examen, aumentar de forma progresiva segun se
aumenta de curso [154]. De la misma manera, respecto al rendimiento académico,
también existe una relacion estadisticamente significativa entre la ansiedad y las
emociones negativas; mostrando una correlacion negativa. Este ultimo aspecto se
corrobora también en un estudio, donde explica esta posible correlacion por la hipotesis

de la amortiguacion cognitiva [155].
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6.3 Acoso escolar en adolescentes: diferencias entre género y curso escolar y

relacion con el rendimiento académico

En el acoso escolar se establece una jerarquia, en la que el agresor puede demostrar
su fuerza fisica e imponer su dominio sobre los demds [156]. De esta forma, y de acuerdo
con las evidencias existentes, el acoso escolar, puede tener una doble direccion, es decir,
una persona que ha sido victima en algun momento puede convertirse posteriormente en
agresor, lo que convierte a ambas figuras en posibles factores de riesgo para agresiones
en el futuro [157]. En las conductas que se relacionan con el acoso escolar se pueden
encontrar diferencias en cuanto al género de los estudiantes. En el caso de los chicos se
demuestra mayor prevalencia de violencia fisica, amenazas o insultos; mientas que las
chicas estdn mas relacionadas con conductas como la exclusion, extender rumores, o
ignorar a otros companeros [90,158,159].

La investigacion planted establecer relaciones entre la presencia de acoso escolar y el
género de los estudiantes, asi como el curso académico en que se encontraban. Nuestros
resultados aclaran la existencia de una relacion significativa entre las categorias de acoso
escolar y el género de los alumnos. Concretamente se pudo observar una relacion entre
las categorias de agresor victimizado y no victima ni agresor en los chicos; al mismo
tiempo, se observan resultados contrarios en el género femenino, no encontrando
diferencias significativas en estos roles. En el mismo sentido, no se encontraron
resultados significativos para ambos géneros en los roles de victima y agresor. Estas
diferencias que se encuentran respecto al acoso escolar entre géneros pueden ser
explicadas debido a las diferencias en la socializacion de género y la normativa que se
establece como expectativa para cada uno de ellos; teniendo en cuenta que la intimidacion
se extiende como un comportamiento en el que cada uno de los sexos se comporta de
acuerdo con lo que se espera de ellos [90,156].

Algunas investigaciones demuestran la mayor presencia estudiantes de género
masculino en el rol de agresor o agresor victimizado, mientras que el género femenino se
ve relacionado con el rol de victima [83,85,115,160,161]; aunque el estudio de Goérriz et
al [88] encuentra mayor presencia de estudiantes femeninos en el papel de agresor y
masculinos en el rol de victima. Asi mismo, Ordonez-Ordonez et al. [162] también
corrobora los resultados de nuestra investigacion, obteniendo un mayor nimero de chicos
en la categoria de agresor victimizad, frente al nimero de chicas.

Al mismo tiempo, respecto al curso académico relacionado con el acoso escolar, se

encuentran diferencias significativas, siendo los alumnos de 2° de la ESO los que asumen
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mayormente el rol de agresor respecto al resto de los cursos encuestados, y los de 5° de
primaria los que asumen de forma mayoritaria el papel de agresor victimizado. Algunas
investigaciones corroboran nuestros resultados, confirmando que la mayor implicaciéon
en el acoso escolar se encuentra en cursos medios de secundaria, disminuyendo
posteriormente en cursos superiores [115,163]. Al contrario de lo que encuentran Riffle
et al. [100] y Nakamoto J. y Schwartz D. [103] en sus investigaciones, que demuestran
que no existen diferencias significativas en las diferentes categorias de acoso escolar
respecto a la edad de los estudiantes.

Nuestros resultados mostraron diferencias significativas entre las notas medias de las
diferentes categorias de acoso escolar; observando que las calificaciones mas bajas se
asocian al rol de agresor victimizado, seguidas del rol de agresor. Pudiéndose justificar la
presencia de acoso escolar dentro de estas categorias por la presencia de niveles mayores
de maquiavelismo y el hecho de ser percibido como popular por los compafieros [164].
Asi mismo, cabe mencionar que los alumnos que asumian el rol de espectador (no victima
ni agresor) seguidos del rol de victima, presentaron puntuaciones mads altas en el
rendimiento académico, pero demostrando, éstos ultimos, conductas de evitacion de la
escuela. Por ello Zalba et al. [81] explican en su estudio la presencia de graves
consecuencias respecto al éxito académico y el fracaso escolar, debido a la pérdida de
oportunidades a nivel social y de aprendizaje. Algunas investigaciones hacen referencia
a la asociacion del rechazo a la escuela y la infravaloracion de los estudios con la
afectacion del proceso de aprendizaje, las estrategias de repaso y problemas en la
concentracion [158,165].

Aparisi et al. [166] observa la existencia de problemas en la organizacién y
planificacion de los estudios, en el rendimiento en los exdmenes y el desarrollo de
menores estrategias de control y consolidaciéon cuando se encontraban dentro de la
categoria de agresor o agresor victimizado, en comparacion con el rol de espectador o no
victima ni agresor. Aunque en otro estudio no se observan diferencias significativas entre
estas categorias, aunque si en el caso de los que se encontraban en el papel de victima,
demostrando puntuaciones mas bajas [165]. Estos resultados, demuestran la necesidad
urgente de establecer intervenciones que ayuden a prevenir la agresion y la victimizacion

en el acoso escolar [156].
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6.4 Limitaciones del estudio

La limitacion de la investigacion reside en el hecho de que se llevd a cabo en una
muestra de estudiantes de una unica region geografica, la comunidad auténoma de
Castilla y Ledn en Espaia.

Ademas, aunque el ASFAQ presenta suficientes evidencias de validez y fiabilidad,
tiene limitaciones, como la dificultad para generalizar los resultados a otros grupos de
poblacion, lo que compromete la validez externa (poblacional y ecologica) del
cuestionario, asi como establecer evidencias de validez convergente y discriminante.

Asimismo, la EES también presenta una serie de limitaciones en cuanto a la dificultad
de generalizar los resultados a otros grupos de poblacion, a pesar de tener suficiente
fiabilidad y validad, lo que compromete la validez externa (poblacional y ecoldgica) del
cuestionario, asi como la dificultad de establecer pruebas de validez convergente y
discriminante.

Por ultimo, hay que sefialar que se ha realizado s6lo con nifios y adolescentes de
edades muy concretas, por lo que el rango de edad podria ser extendido. El uso de
cuestionarios de autoinforme también puede ser una limitacion en la investigacion, ya que
estos cuestionarios deben ser interpretados con cautela, aunque sean cuestionarios con

buenas propiedades psicométricas y validados en Espaia.
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6.5 Implicaciones practicas y futuras lineas de investigacion

Futuros investigadores deberian analizar la estructura factorial del ASFAQ y la EES
en diferentes poblaciones de estudiantes, con el objetivo de mejorar la herramienta.
Ademas, futuros estudios deberian analizar la estructura de invarianza con respecto a otras
variables como la region, la comarca, el tamafio del centro o el tipo de centro (por
ejemplo, privado, publico o concertado). Por ultimo, seria especialmente interesante
realizar un estudio longitudinal con los mismos alumnos a lo largo de varios cursos
académicos. Es decir, la replicacion y ampliacion del estudio, ademas de confirmar la
estructura factorial, permitiria establecer evidencias de validez convergente y
discriminante.

Se plantea como punto importante de la investigacion la necesidad de seguir
investigando intervenciones que puedan ayudar realizar una correcta evaluacion de las
atribuciones del éxito y fracaso académico y una mayor controlabilidad y maleabilidad
de las estrategias y estilos atribucionales en el contexto educativo de primaria y
secundaria; ademas de evitar que las emociones negativas y la ansiedad relacionadas con
los exdmenes repercutan de forma negativa en el rendimiento académico y conduzcan al
fracaso escolar; y evitar que el acoso escolar se perpetiie y pueda influir a nivel escolar,
empeorando los niveles de rendimiento académico o abandono escolar, y a nivel de salud

mental y calidad de vida de los nifios y adolescentes.
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7.1 Creacion y validacion de un cuestionario de autoatribucion académica para

estudiantes de primaria y secundaria: Implicaciones del género y del grado
escolar

El cuestionario ASFAQ creado y utilizado en la investigacion proporciona una
herramienta cientifica y rigurosa, con adecuada fiabilidad y validez, para
determinar los estilos atribucionales utilizados en el contexto educativo de la
escuela primaria y secundaria; y promover actitudes y comportamientos
adaptativos que favorezcan el aprendizaje.

Existen diferencias significativas en las atribuciones del éxito académico en
funcion del género, mostrando los estudiantes masculinos una mayor atribucién
de su éxito académico a causas internas no controlables y a causas externas. En
cambio, no existen diferencias en cuanto a las atribuciones del fracaso académico
entre ambos sexos.

En cuanto al curso académico existen diferencias significativas en todos los
factores atribuciones de éxito y fracaso académico. A medida que aumenta el afio
académico, y por lo tanto la edad, disminuyen las atribuciones de éxito académico

y aumentan las atribuciones de fracaso académico internas controlables.

7.2 Analisis psicométrico y contribucion a la evaluacion de la escala de emociones

relacionadas con los examenes en estudiantes de primaria y secundaria

La escala EES proporciona un instrumento con rigor cientifico y con adecuada
fiabilidad y validez para conocer las emociones que sufren los alumnos de
primaria y secundaria cuando se someten a un proceso de evaluacion dentro del
contexto académico.

Existen diferencias estadisticamente significativas segin el género en las
emociones positivas y la ansiedad aunque no en las emociones negativas. Los
estudiantes masculinos obtuvieron puntuaciones mas altas en las emociones
positivas y puntuaciones mas bajas en ansiedad.

También existen diferencias significativas en todos los factores relacionados con
las emociones segun el curso escolar. Las emociones negativas y la ansiedad

relacionadas con los examenes aumentan al ascender el curso escolar. En cambio,
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en cuanto a las emociones positivas son los alumnos més jovenes los que obtienen
mayores puntuaciones.

e Existen diferencias significativas entre las emociones experimentadas por los
alumnos y el rendimiento escolar. Cuanto mayores son las emociones negativas y
la ansiedad sufridas, menor rendimiento o nota media. Por el contrario, a mayores

emociones positivas, mayor rendimiento o nota media.

7.3 Acoso escolar en adolescentes: diferencias entre género y curso escolar y

relacion con el rendimiento académico

e Se han encontrado diferencias estadisticamente significativas entre las categorias
del acoso escolar en cuanto al rendimiento académico de los alumnos (donde los
que menos rinden son los agresores victimizados y los que mas los no victimas y
no agresores), asi como en cuanto al género (siendo mas las chicas no victimas y
no agresores que los chicos, y mas los chicos en el rol de agresor victimizado que
las chicas).

e Se han encontrado diferencias estadisticamente significativas entre las categorias
del acoso escolar en cuanto al curso académico (siendo mds frecuente los alumnos

de 2° de ESO en el rol de agresor y los de 5° en agresor victimizado).

Las conclusiones de esta tesis avalan herramientas cientificas que permiten disefiar
intervenciones dirigidas a mejorar la autoestima y las emociones y disminuir el acoso

escolar con un enfoque de género y especificas para cada etapa educativa.
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8.1 Creation and validation of an academic self-attribution questionnaire for
primary and secondary school students: Implications of gender and school
grade

e The ASFAQ questionnaire created and used in the research provides a scientific
and rigorous tool, with adequate reliability and validity, to determine the
attributional styles used in the educational context of primary and secondary
school; and promote adaptive attitudes and behaviors that favors learning.

e There are significant differences in the attributions of academic success as a
function of gender, with male students showing a greater attribution of their
academic success to uncontrollable internal causes and external causes. On the
other hand, there are no differences in the attributions of academic failure
regarding gender.

e For the academic year there are significant differences in all the attributions of
success and academic failure. As the academic year increases, and therefore age,
attributions of academic success decrease and controllable internal attributions of

academic failure increase.

8.2 Psychometric analysis and contribution to the evaluation of the scale of

emotions related to exams in primary and secondary students

e The EES scale provides an instrument with scientific rigor and with adequate
reliability and validity to know the emotions that primary and secondary students
suffer when they undergo an evaluation process within the academic context.

e There are statistically significant differences by gender in positive emotions and
anxiety but not in negative emotions. Male students scored higher on positive
emotions and lower scores on anxiety.

e There are also significant differences in all factors related to emotions depending
on the school year. Negative emotions and anxiety related to exams increase as
we move up the school year. On the other hand, in terms of positive emotions, it
is the younger students who obtain higher scores.

e There are significant differences between the emotions experienced by students

and school performance. The greater the negative emotions and anxiety suffered,
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the lower the performance or average grade. On the contrary, the greater the

positive emotions, the higher the performance or average grade.

8.3 Bullying in adolescents: differences between gender and school year and

relationship with academic performance

e Statistically significant differences have been found between the categories of
bullying in terms of the academic performance of students (where those who
perform the least are the victimized aggressors and those who more non-victims
and non-aggressors), as well as in terms of gender (with more girls not victims
and non-aggressors than boys, and more boys in the role of victimized aggressor
than girls).

o Statistically significant differences have been found between the categories of
bullying in terms of the academic year (being more frequent the students of 2nd

year of ESO in the role of aggressor and those of 5th in victimized aggressor).

The conclusions of this thesis support scientific tools that allow designing interventions
aimed at improving self-esteem and emotions and reducing bullying with a gender focus

and specific to each educational stage.
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Abstract: The way in which students attribute causes to their successes and failures in school has
important implications for their development. The objectives of our research were to validate the
Academic Success and Failure Attribution Questionnaire (ASFAQ) and to analyze the gender and
grade differences in the ASFAQ data for primary and secondary school students in Spain. For
the construction and analysis of the psychometric characteristics of the scale, an exploratory factor
analysis (EFA) and a confirmatory factor analysis (CFA) were performed. To compare the ASFAQ
scores based on gender and school year, a parametric t-test for independent samples and a one-way
analysis of variance (ANOVA) was used. A total of 562 students in the fifth (n = 228) and sixth year
(n = 186) of primary studies and the first (n = 134) and second year (1 = 94) of secondary studies
participated in the research. The results showed the adequate factorial structure, internal consistency,
and validity of the ASFAQ), in addition to statistically significant differences by gender and school
year. This research provides scientific evidence about the psychometric properties of the ASFAQ to
assess and understand attributional style in the educational context, as well as current and consistent
empirical evidence related to gender and grade differences in the attributional patterns of academic
success and failure for primary and secondary school students.
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1. Introduction

Attribution can be defined as the process of assigning causes to one’s own behavior
or that of other people. This attribution can be internal, called personal or dispositional
attribution, or external, which is known as situational attribution. The development of
attributional styles theory is the result of scientific research on the search and assignment
of human behavior causes [1].

Weiner’s Attribution Theory [2] is one of the most used in the study of attributional
styles. The theory defines academic attribution as the explanation that individuals give
for their academic performance in school, whether successful or not [3]. When people
attribute the causes of their behavior to factors that do not depend on themselves, they
act using an external or situational style of attribution. In contrast, the internal, personal,
or dispositional, style is characterized by a causal explanation based on the relationship
between the action itself and the result [4,5]. Weiner et al. [2] found in their research that
students used the skill, effort, luck and difficulty of the task as the main reasons to explain
their academic successes and failures [6].
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The attributional style chosen can favor or hinder learning and determines the moti-
vation with which students engage and cope with academic demands, even influencing
their perception of themselves and their performance [6]. Its practical implications are
increasingly evident [7,8], and school failure can be largely explained by the use of inef-
fective and maladaptive attributional styles [9]. Since having been identified as important
determinants for student learning and self-esteem [10-13], attributions have been associ-
ated with variables such as anxiety and depression or academic performance [14-16] and
self-efficacy [17].

The academic attributional style acquires special relevance in primary and secondary
school students due to their current stage of development [18], and the way in which they
attribute causes to their successes and failures in school has important implications for their
development [18]. When students attribute their results only to external causes, they make
little effort toward their learning and evolution, while if they explain their results with the
belief they are lacking in intellectual capacity, their confidence and school performance
will be seriously affected [9]. Along the same lines, if you associate success with your own
effort or ability, you will probably feel pride and the motivation to continue obtaining
good results [17]. Normandeau y Gobeil [19] stated in their study that changes in causal
attributions are the result of metacognitive developments in children about themselves as
problem solvers and that these determine their emotional reaction and orientation towards
the task.

Gender has been shown to play an important role in attributional patterns in the
school context. Most of the studies in which gender differences in student attributions
have been analyzed report greater self-concept and self-esteem in boys, who frequently
attribute their failures to external and unstable causes and their successes to internal causes,
as opposed to girls [20-23]. However, a consistent attributional trend based on gender
cannot be affirmed, since it can vary depending on other variables such as the academic
content area or the school year [23].

In order to promote adaptive attributional styles, valid and reliable assessment instru-
ments aimed at specific population groups are required. Taking into account the relevance
of this aspect to the school context, the main we objective proposed was to validate the Aca-
demic Success and Failure Attribution Questionnaire (ASFAQ) with a sample of primary
and secondary school students in Spain (Supplementary Materials), hypothesizing that the
ASFAQ would be a rigorous scientific instrument with the adequate validity and reliability
to evaluate the attributions of academic success and failure in primary and secondary
school students. In addition, we intended to study gender and school year differences
in order to provide current and consistent empirical evidence. Along these lines, and
considering the findings of previous studies, we expected to find attributional differences
based on gender and school year.

2. Materials and Methods
2.1. Participants

The sample consisted of 562 students of Compulsory Primary Education (CPE) and
Compulsory Secondary Education (CSE), aged between 10 and 14 years (mean (M) = 11.66;
standard deviation (SD) = 1.21). A total of 284 subjects belonged to the male gender and
278 to the female. The CPE students (n = 334) were in their fifth (n = 228) and sixth school
years (n = 186), and those in CSE (n = 148) belonged to the first (n = 134) and second school
years (n = 94). The sample was collected from 5 different schools, both public (1 = 4) and
private (n = 1), in the Autonomous Community of Castilla y Leén.

The selection of the sample was performed by conglomerates.

2.2. Instruments

The Academic Success and Failure Attribution Scales were designed with the objective
of evaluating the attributions of academic success and failure. The scales consist of twelve
items in Likert format with five intervals in numerical form from 1 (Not at all agree) to
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5 (Totally agree). The items aim to adequately show the most relevant contents of the
construct for evaluation. In this sense, students attribute their successes and failures
mainly to four elements: ability, effort, task difficulty and luck; classified according to three
dimensions: locus of causality, stability and controllability [24]. The locus of causality can
be internal (skill, effort) or external (chance, difficulty of the task) and the causes can be
stable (ability) or unstable (effort, luck) [25].

2.3. Procedure

Following the ethical guidelines of the American Psychological Association regarding
consent, confidentiality and anonymity in the answers, a member of the research group
contacted school principals and explained to them the objectives of the research.

Not all the schools contacted decided to collaborate in the research. Those who did not
participate indicated a lack of time in the classroom and the difficulty of obtaining parental
consent as causes.

Once the collaboration was accepted, the participants were contacted in the classrooms,
and after obtaining their parents’ or legal guardians’ informed consent, they proceeded
to fill in the scales. Its completion was anonymous, guaranteeing the confidentiality of
the data obtained and its exclusive use for research purposes. The administration of
the scales was performed during school hours, with explanations as to how they should
complete it and the answering of any questions that arose during the process. We insisted
the nature of the investigation be kept anonymous. The questionnaires were completed
individually in a suitable environment and without distractions. The process of completing
the questionnaires lasted approximately 15 min.

No questionnaire was rejected.

All the students in the grades selected by the principals were included in the research.
No boy or girl was excluded based on their culture, language, religion, race, disability,
sexual orientation, ethnicity, gender or age.

The Bioethics Committee of the University of Burgos approved the research (Reference
UBU 032/2021), respecting all the requirements established in the Declaration of Helsinki
of 1975.

2.4. Data Analysis

Initially, for the construction and analysis of the psychometric characteristics of the
scales, an exploratory factor analysis (EFA) was performed. Once the EFA was performed,
the factorial structure found was confirmed by a confirmatory factor analysis (CFA). The
reliability of the scale factors was calculated using Cronbach’s alpha, the Composite Reli-
ability coefficients, McDonald’s Omega and the Extracted Mean Variance. The EFA was
performed using the SPSS-21 program; for the CFA, the AMOS-21 program was used.

To compare the scores obtained in the ASFAQ on the basis of gender, a parametric
t-test for independent samples was used, while the analysis on the basis of school year was
performed using the one-way ANOVA test. A statistical significance value of p < 0.05 was
established, using SPSS version 25 software (IBM-Inc., Chicago, IL, USA).

3. Results

The original sample (n = 562) was divided into two randomly drawn subsamples
(nl =276 and n2 = 276). The first (n1) was used to perform the EFA and the second (n2)
as a validation sample for the CFA. Both subsamples were equivalent based on gender,
x2(1) = 0.359, p = 0.549, and age, t (560) = 0.285, p = 0.776

3.1. Exploratory Factor Analysis

Two exploratory analyses were performed for the Attribution Scales of success and
failure, respectively.
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3.1.1. Exploratory Factor Analysis of the Attributions of Academic Success

The sample adequacy measure (Kaiser-Meyer—Olkin test = 0.828) and Bartlett’s
sphericity test (x> = 1826.282 (66), p < 0.001) justified the factor analysis. Using Kaiser’s
rule [26] eigenvalues greater than unity and the unweighted least squares extraction method
with Varimax rotation, a solution of three factors was obtained (Table 1) that together ex-
plained 55.9% of the variance. The first factor, “Controllable internal attributions” (four
items), explained 21.8% of the variance and the collected information on the attributions
with an internal location, in which the students were able to exert some influence or control
over the cause to which the problem was attributed. The second factor, “Uncontrollable
internal attributions” (four items), explained 21% of the variance and the collected in-
formation on the attributions with an internal location in which people could not exert
influence or control over the cause to which the problem was attributed. The third factor,
“Uncontrollable external attributions” (four items), explained 13.1% of the variance and the
collected information related to the attributions with an external location in which people
could not exert influence or control over the cause to which the problem was attributed.

Table 1. Exploratory factor analysis of the “Academic Success Attribution Scale”.

Component
Communalities
CIA UIA UEA

I pass because I try so hard in class 0.798 0.231 0.056 0.693
I pass because I spend a lot of time preparing for the exams 0.722 0.127 —0.009 0.538
I pass because I pay a lot of attention in the classes 0.603 0.330 0.018 0.473
I pass be.cause I.use some st.rategy to prepare for the exams (I organize, 0.662 0.166 —0.049 0.468
summarize, review, memorize the topics)

I pass because I am very intelligent 0.228 0.780 0.068 0.665
I pass because I have a very good memory 0.178 0.795 0.017 0.664
I pass be.cause I'have a lot of talent, that is, I have a lot of natural capacity 0.246 0.802 0.063 0.707
for studies

I pass because I have a calm character and I don’t get nervous in the exams 0.145 0.616 0.169 0.430
I pass because the teachers give easy exams 0.369 0.129 0.615 0.531
I pass because I have good luck —0.145 0.152 0.723 0.566
I pass because the level of demand in my class is very low 0.044 —0.011 0.734 0.541
I pass because my teachers explain the topics very well 0.291 0.132 0.609 0.438

CIA = Controllable internal attributions; UIA = Uncontrollable internal attributions; UEA = Uncontrollable
external attributions. Extraction method: Maximum likelihood. Rotation method: Varimax normalization.

Cronbach’s alpha of factors 1 (« = 0.744), 2 (o« = 0.781) and 3 (x = 0.734) demonstrated
an acceptable level of internal consistency.

3.1.2. Exploratory Factor Analysis of the Attributions of Academic Failure

The sample adequacy measure (KMO = 0.902) and Bartlett’s test of sphericity (x? = 3566.131
(66), p < 0.001) justified the factor analysis. Using Kaiser’s rule eigenvalues greater than
unity and the unweighted least squares extraction method with Varimax rotation, a solution
of three factors was obtained (Table 2) that together explained 70.2% of the variance. The
first factor, “Controllable internal attributions” (four items), explained 24.5% of the variance
and the collected information on the attributions with an internal location in which people
could exert some influence or control over the cause to which the problem was attributed.
The second factor, “Uncontrollable internal attributions” (four items), explained 23.5% of
the variance and the collected information on the attributions with an internal location in
which people could not exert influence or control over the cause to which the problem is
attributed. The third factor, “Uncontrollable external attributions” (four items), explained
22.2% of the variance and the collected information about attributions with an external
location in which people could not exert influence or control over the cause to which it
was attributed.
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Table 2. Exploratory factor analysis of the “Academic Failure Attribution Scale”.

Component

CIA UIA UEA

Communalities

I fail because I make little effort in class 0.823 0.189 0.199 0.752
because I spend little time preparing for exams 0.843 0.214 0.124 0.771
I fail because I pay little attention in class 0.785 0.233 0.273 0.745

I fail because I don’t use strategies to prepare for exams (organize, summarize,

review, memorize topics)
I fail because I'm not very smart 0.191 0.820 0.183 0.742
I fail because I don’t have a good memory 0.248 0.774 0.257 0.727
I fail because I have little talent, that is, I have little natural capacity for studies ~ 0.238 0.835 0.215 0.800
I fail because I have a nervous character and I cannot calm down in the exams 0.261 0.624 0.283 0.538
I fail because the teachers give difficult tests 0.143 0.159 0.834 0.742
I fail because I have bad luck
I fail because my teachers do not explain the subjects well 0.182 0.127 0.789 0.672
I fail because the level of demand in my class is very high 0.209 0.331 0.736 0.696

0.775 0.240 0.115 0.672

0.140 0.327 0.659 0.562

CIA = Controllable internal attributions; UIA = Uncontrollable internal attributions; UEA = Uncontrollable
external attributions. Extraction method: Maximum likelihood. Rotation method: Varimax normalization.

Cronbach’s alpha of factors 1 (x = 0.876), 2 (o« = 0.848) and 3 (x = 0.827) indicated an
adequate level of internal consistency.

3.2. Confirmatory Factor Analysis

The CFA for each attribution scale (success and failure) was performed with the second
subsample (n2 = 276) with the aim of confirming the structures of three factors found in the
AFE and whether they were related or independent.

Taking into account some of the most-used fit indices (x?, x*/gl, Comparative Fit
Index (CFI), Tucker-Lewis Index (TLI), Root Mean Square Error of Approximation (RMSEA)
and Standarized Root Mean-Square (SRMR)) using the maximum likelihood method, four
models of attributions for success and four of attributions for failure. They are as follows:
M1: Three related factors; M2: three first order factors and one second order factor that
brings together the first two factors; M3 three independent factors; M4: a single factor. The
x? should acquire non-significant values (p > 0.05), the x?/gl was considered acceptable
when it was less than 5; values greater than 0.90 of the incremental indices (CFI and TLI)
and >0.08 of the RMSEA [27] and SRMR [28] were considered acceptable [29].

3.2.1. Confirmatory Factor Analysis of Success Attributions

All the successful attribution models (Table 3) presented a significant chi? value
(p <0.05). Models 3 and 4 were discarded, since the significant chi? square values and
the CFI, TLI, RMSEA and SRMR indices did not approach the ideal values. The CFI, TLI
indices of models 1 and 2 presented values above 0.92; model 1 presented the best fit, with
a lower value of x?/gl, higher CFI and TLI fit indices and lower values of the RMSEA and
SRMR indicators (Table 3).

Table 3. Goodness-of-fit indices of the proposed academic success attribution models.

Models

x> CMIN/DF CFI TLI RMSEA SRMR

M1
M2
M3
M4

3 related factors p <0.001 2.490 0.961 0.945 0.052 0.043

3 factors of 1st order and 1 of 2nd order p <0.001 3.072 0.949 0.923 0.082 0.047
3 independent factors p<0.001 7.717 0.811 0.751 0.170 0.182

1 unique factor p <0.001 8.281 0.796 0.730 0.114 0.073

CMIN/DE = ratio of chi? over degrees of freedom; CFI = comparative fit index; TLI = Tucker-Lewis index;
RMSEA = root mean square error of approximation; SRMR = standardized residual mean square root.
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The t-values (ranging from 8.38 to 16.76) of the non-standardized regression coeffi-
cients of model 1 were statistically significant. The ranges of the standardized coefficients
for factor one (0.650-0.834), two (0.604-0.803) and three (0.601-0.781) demonstrated the
consistency of the indicators for the measurement of the constructs, these being clearly
related (Figure 1).

In addition, the coefficients of the Extracted Mean Variance (EMV and Composite
Reliability (CR), with values greater than 0.50 of EMV and 0.80 of CR, showed evidence of
reliability in the model for three related factors: (F1 [four items]: EMV = 0.519, CR = 0.811;
F2 [four items]: EMV = 0.524, CR = 0.813; F3 [four items]: EMV = 0.509, EMV = 0.804.
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Figure 1. Model of three related factors of the Scale of Attributions of Academic Success.

3.2.2. Confirmatory Factor Analysis of Failure Attributions

All failure attribution models (Table 3) present a significant chi? value (p < 0.05). Again,
models 3 and 4 were discarded, since the CFI, TLI, RMSEA and SRMR indices did not
approach ideal values. The CFI, TLI indices of models 1 and 2 presented values above 0.95;
Model 1 presented a better fit with a lower value of x>/gl, higher CFI and TLI fit indices,
and lower values of the RMSEA and SRMR indicators (Table 4).

Table 4. Goodness-of-fit indices of the proposed academic failure attribution models.

Models X2 CMIN/DF CFI TLI RMSEA SRMR
M1 3 related factors p <0.001 2.391 0.981 0.974 0.050 0.034
M2 3 factors of 1st order and 1 of 2nd order p <0.001 2.859 0.977 0.965 0.058 0.038
M3 3 independent factors p <0.001 11.345 0.842 0.8071 0.136 0.294
M4 1 unique factor p <0.001 19.044 0.724 0.725 0.179 0.100

CMIN/DEF = ratio of chi? over degrees of freedom; CFI = comparative fit index; TLI = Tucker-Lewis index;
RMSEA = root mean square error of approximation; SRMR = standardized residual mean square root.

The t-values (ranging from 15.31 to 20.40) of the non-standardized regression coeffi-
cients of model 1 were statistically significant. The ranges of the standardized coefficients
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for factor one (0.725-0.836), two (0.694-0.865) and three (0.720-0.870) were related in a
statistically significant way, demonstrating the consistency of the indicators for the measure
of the constructs (Figure 2).
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Figure 2. Model of three related factors of the Scale of Attributions of the Academic Failure.

3.3. Attributional Differences Based on Gender and School Year
3.3.1. Analysis of the ASFAQ According to Gender

The results of the inferential analysis showed statistically significant differences in the
attributions of academic success according to gender, but not in those of academic failure
(Table 5). More specifically, the male participants demonstrated a greater attribution of
their academic success to uncontrollable internal causes (p <.001) such as intelligence, good
memory, talent or calm character; as well as external causes (p <.001) such as easy exams,
good luck, low demands or good explanations from teachers. No significant differences
were found in the controllable internal attributions of academic success according to gender
(p =0.057).

Table 5. Results of the t-test for independent samples between the ASFAQ and gender.

Gender
T-Test for Independent Samples
Male (n = 284) Female (n = 278)
M SD M SD t p Value (Bilateral)
R Controllable internals 14.743 3.210 15.277 3.423 —1.907 0.057
Attributions of
academic Non-controllable internals 13.472 3.691 12.025 3.973 4514 <0.001
success External 10901  2.895 10.058  2.900 3.451 <0.001
Controllable internals 8.109 4.464 7.413 4.066 1.932 0.054
Attributions of -0 trollable internals  7.800 4143 8262 4341 —1.264 0.206
academic failure
External 7.753 3.878 7.305 3.635 1.412 0.159

SD = Standard Deviation; ASFAQ = Academic Success and Failure Attribution Questionnaire.
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3.3.2. Analysis of the ASFAQ According to the School Year

Statistically significant differences were found depending on the academic year in
all the factors (Table 6). In general, the attributions of academic success decreased as the
academic year increased. The fifth grade primary students reported the highest average
scores in the controllable and uncontrollable internal and external attributions, followed by
the sixth grade primary students, first grade secondary students, and finally, second grade
secondary students.

Regarding the attributions of academic failure, statistically significant differences were
found in the internal attributions between the students in fifth grade primary and second
grade of secondary school (p = 0.001); The latter demonstrating a greater attribution of
academic failure to aspects such as spending little time preparing for exams, making little
effort in class, not paying attention in class, or not using appropriate strategies to prepare
for exams. Statistically significant differences were also obtained in the external attributions
of academic failure, where the students in the first cycle of secondary school tended to
attribute their failures to aspects such as bad luck or the difficulty of the exams.

Table 6. Results of the ANOVA test between ASFAQ and the school year.

School Year ANOVA
ASFAQ 5°CPE(n=148) 6°CPE(n=186) 1° CSE (n=134) 2° CSE (1 = 94) Test
M SD M SD M SD M SD F p Value
Controllable /1 obe 2898 156239 3118 14313b4f 3056 12.978<f 3606 24229  <0.001
internals
Success Non-
controllable  14.047b< 3666 13.1939¢ 3595 11.880>d 3.893 11.106%¢  3.808 15.415  <0.001
internals
Externals 11.6952Pc 3002 10.8543de 2692 9619b4d 2830 9.074°¢ 2415 23.058  <0.001
Controllable 4505 7.505 4.454 7.873 3890 8.829¢ 3.974 2.758 0.042
internals
Failure Non-
controllable 7.506 4.425 7.661 4131 8.664 4251 8.702 4020 3.033 0.029
internals
Externals 6.925b¢ 3945 6430d9e 3043 8835bd 4084 8808 3383 1.883 <0.001

SD = Standard Deviation; ASFAQ = Academic Success and Failure Attribution Questionnaire; CPE = Compulsory
Primary Education; CSE = Compulsory Secondary Education. # Sig < 0.05 in the post-hoc analysis (Bonferroni)
between 5th and 6th CPE; ? between 5th CPE and 1st CSE; ¢ between 5th CPE and 2nd CSE; ¢ between 6th CPE
and 1st CSE; ¢ between 6th CPE and 2nd CSE; f between 1st and 2nd CSE.

4. Discussion

The main objective of this study was to validate a questionnaire designed to eval-
uate the attributions of academic success and failure in primary and secondary school
students. The relevance of this study comes from the need to develop an instrument tai-
lored to this specific population that considers the school context, since the way in which
students attribute causes to their successes and failures during this stage has been shown
to have important implications in their development [18], as well as in academic and social
results [14,15,18,19,30].

The results of the exploratory and confirmatory factor analysis performed revealed the
adequate factorial structure as well the internal consistency and validity of the instrument.
In addition, the ASFAQ is invariant by gender, so it is an appropriate instrument with
which to evaluate the attributions of academic success and failure in primary and secondary
school students.

To date, no specific instrument has been validated that analyzes the attributional
styles of primary and secondary school children and adolescents in a Spanish academic
context, though this would entail great benefits in a fundamental stage of their evolutionary
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development. Most refer to the general population or university students [31]. Rotter [32]
designed the Locus of Control Scale (LOC), one of the most widely used instruments
created to assess the attributional style in groups of students, composed of 29 items which
measure individual differences in generalized expectations for internal and external control.
There are other scales aimed at the university academic field, such as the Multidimensional-
Multiattributional Causality Scale [33], Attributional Style Questionnaire [34], Multidimen-
sional Attribution Scale [35], Academic Attributional Style Questionnaire (AASQ) [30],
Sydney Attribution Scale [36] and the General Achievement Attributional Motivation
Scale [37]. Similarly, for adolescent students, there are scales such as an adaptation of the
Strategy and Attribution Questionnaire [31].

In this sense, the main contribution of this project is that it enables the valid and reliable
evaluation of the attributions of academic success and failure in the educational context
of primary and secondary school, providing useful information for the improvement
of variables such as motivation, self-efficacy or academic performance, and even the
improvement of learning approaches and students’ regulation [1]. Along these lines, if
educational failure is explained in terms of ineffective learning or attributional strategies,
the student will be able to select or develop more effective ones [9].

Previous research with university students found a statistically significant positive
relationship between adaptive attributional styles and variables such as academic perfor-
mance, orientation to the learning goal, and academic self-concept [38,39]. Furthermore,
psycho-emotional variables related to anxiety and depression have been associated with ex-
ternal attributional patterns in positive situations and with internal and stable attributional
patterns in negative situations [40]. Haller et al. [41] found in their study that adolescents
with anxiety had a significant tendency to interpret situations more negatively. When
compared to those without anxiety; students with anxious and depressive symptoms were
prone to develop maladaptive attributional styles that triggered cognitive interference in
attention and processing in view of the perception of a threat [42]; they also experienced
the presence of interpretive biases in threatening [43] or ambiguous social contexts [44] and
less executive functioning [45].

Regarding the second objective of the research, based on the analysis of gender and
grade differences in the attributions of academic success and failure, the results showed
that boys attributed their academic successes to uncontrollable internal causes (intelligence,
good memory, talent) or external causes (easy exams, good luck, undemanding class work);
but no differences were found with respect to girls in controllable internal attributions
such as effort or dedication, or in attributions for academic failure. These results coincide
with those obtained by Almeida et al. [20], where the male students attributed their good
academic results to their abilities and the female students to their effort and personal work.
For their part, Inglés et al. [46] found that the attributional style of the male students is
somewhat more adaptive than that of the female students, since they attribute success to
ability (internal cause, stable and uncontrollable) and failures to lack of effort (internal cause,
unstable and controllable), which tends to preserve their self-esteem and self-concept [20].

Although most empirical research aimed at analyzing gender differences in students’
attributional patterns supports these findings [46], factors such as age and academic year
have also been shown to have a significant implication in academic self-attributions [23,47—49].
Students in lower courses tend to attribute their academic results to external causes sig-
nificantly more, such as study methods or the teacher, and they take more responsibility
for their achievements and failures as they progress through the course, attributing them
more to internal causes [23,48-50]. These results partially coincide with those obtained in
the present investigation, where students from lower grades reported a greater tendency to
attribute their academic successes to external and internal causes; and students from higher
courses attributed their academic failures to internal controllable and external causes the
most. Inglés et al. [46] showed a mixed attributional pattern in the lower grade students
with respect to the rest of the grades, as they attributed their successes to a greater extent to
controllable internal and external causes. These findings are in line with those obtained in
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this study, with lower grade students being the ones who most explained their successes
by appealing to both internal and external causal factors.

The statistically significant differences for gender and academic year in students
attributional patterns reiterate the importance of considering and promoting adaptive
attributional patterns in the educational setting, characterized by attributions of successes
to internal causes such as ability and effort and of failures to unstable causes such as a
lack of effort or bad luck [9]. For this, the ASFAQ facilitates a correct evaluation of the
attributions of academic success and failure and a greater controllability and malleability of
the attributional strategies and styles in the educational context of primary and secondary
school. Although the ASFAQ presents sufficient evidence for validity and reliability, it has
limitations, such as the difficulty in generalizing the results to other population groups,
which compromises the external validity (population and ecological) of the questionnaire,
as well as establishing validity evidence that is convergent and discriminant. That is why
the replication and expansion of the study, in addition to confirming the factorial structure,
would allow for the establishment of evidence for convergent and discriminant validity.

’

5. Conclusions

This study demonstrates the psychometric properties of the ASFAQ for the evaluation
of attributions of academic success and failure. In this way, the present research provides a
scientific and rigorous instrument, with adequate validity and reliability, to determine the
attributional styles used within the educational context of primary and secondary school
and promote adaptive attitudes and behaviors that favor learning. In addition, the statisti-
cally significant differences in gender and academic year that were found in this research
provide updated and relevant information for the development of psychoeducational
interventions aimed at correcting students’ maladaptive attributional styles.

The limitation of the research lies in the fact that it was carried out on a sample of
students from a single geographical region, the autonomous community of Castilla and
Leon in Spain.

Future researchers should analyze the ASFAQ factor structure within different student
populations, with the aim of improving the tool. In addition, future studies should analyze
the structure of invariance with respect to other variables such as region, county, center
size or type of center (e.g., private, public or concerted). Finally, it would be especially
interesting to carry out a longitudinal study with the same students over the course of
several academic years.
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Abstract: The objective of this research was to perform a construct validity, and a psychometric
analysis of the Exams-related Emotions Scale (EES), analyze the differences in their scores regarding
gender and academic year in primary and secondary education student, as well as study the rela-
tionship between emotions and academic performance. During the construction and analysis of the
psychometric characteristics of the scale, an Exploratory Factor Analysis (EFA) and a Confirmatory
Factor Analysis (CFA) were performed. To test EES scores based on gender and school year, the
T-Student test for independent samples and ANOVA were used, respectively. To verify the relation-
ship between the scores of the different types of emotions and academic performance, the Pearson
correlation test was performed. A total of 562 students belonging to the 5th (1 = 228) and 6th (1 = 186)
primary school year and the 1st (7 = 134) and 2nd (n = 94) secondary school year participated in the
research. Age between 10 and 15 years old (mean = 11.66, standard deviation = 1.206) both males
(50.5%) and females (49.5%). The results offered support for the three-factor structure. The analysis
of invariance with respect to gender showed that the factor structure was invariant. Boys scored
higher on the positive emotions factor and lower scores on anxiety than girls. Regarding school
year, negative emotions and anxiety related to exams increase in the secondary courses compared
to Primary while for positive emotions it is primary school students who obtain higher scores. The
correlation coefficient between negative emotions (as well as anxiety) and school performance is
negative whereas the correlation coefficient between positive emotions and academic performance is
positive. EES scale is an instrument with scientific rigor and with adequate reliability and validity
to be able to know the emotions that primary and secondary school students suffer when they are
subjected to evaluation processes in the academic context.

Keywords: emotions; exams; educational context; students; primary school; secondary school;
gender; academic performance

1. Introduction

Various investigations contemplate the situation in which students find themselves
when they are subjected to an evaluation test or an exam. Facing a situation like this is a
complex process in which various cognitive and behavioral strategies are involved with
the sole purpose of managing the demands, both internal and external, that are placed an
individual [1-3].

Most students, when they are at exam time, tend to experience high anxiety, which
can also have a negative impact on academic performance and their health [4-7]. In Spain
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it is estimated that between 15 and 25% of primary and secondary school students have
high levels of anxiety before an exam. Confirmed, likewise, in the study of Herndndez [8]
where the presence of anxiety before an exam, and possible need for specialized help, in
20.84% of a sample of 28,559 students from 16 Spanish universities is highlighted [8,9].

Anxiety can be described as an emotional manifestation with a multicausal origin.
This can be triggered by the negative perception of an event, where the person focuses on
the possible harmful consequences. Likewise, it can have negative repercussions on the
individual, cause a probable academic failure, decrease the self-confidence and motivation
of the student, generate a fear of criticism, and in some cases even the abandonment of the
subject or complete academic year; being able to interfere with cognitive processes and
interpersonal relationships [2,9-14]. Anxiety about an exam is manifested through a series
of negative emotional reactions that constitute a serious problem, due to the great impact it
has on performance, as well as the high percentage of students who suffer from it. It is very
important to detect school failure due to this circumstance, and not to problems related to
learning [4,9,15].

The relationship between anxiety and student performance has been a major research
objective in recent years, but minimal attention has been paid to other emotions. Through-
out the twentieth century, studies have been carried out in which emotions are related
to exams, and to academic failure or success, although these are very few and far be-
tween [16,17]. The emotions felt by students are of great importance for the short- and
long-term development of learning processes, the genesis of interest and the acquisition of
knowledge. The emotions suffered by students are multiple and very varied, with a lack of
research in all those, both positive and negative, different from anxiety [16,17].

According to the Three-Dimensional Theory of Anxiety, the emotional reactions that
occur can be observed on three levels; subjective cognitive (experience), physiological
(bodily changes) and motor (observable behaviors). These manifest, for example, in feelings
of discomfort, worry, negative thoughts, increased heart and respiratory rate, muscle
tension, hyperactivity or crying, among others [9,18].

It is known that in the face of both a negative and positive emotion, a series of strategies
are generated at the cognitive level to regulate them. These strategies of a cognitive nature
are called cognitive emotion regulation strategies (CERS). CERS can help modulate an
emotional response to a stressful situation through a cognitive approach to emotional
information received by the person [2,19,20].

Emotional regulation can be defined as the intrinsic and extrinsic processes that
are responsible for evaluating and modifying emotional reactions, whether positive or
negative, with the aim of fulfilling a personal goal [2,20-23]; and that is undoubtedly related
to emotional intelligence [2,19]. Emotional intelligence has been described as an important
factor in achieving academic success. It is directly linked to the control of emotions, the
management of frustration, academic performance, and emotional flexibility among others.
Therefore, it is concluded that the deficit in emotional intelligence skills can have a special
impact on students [19,24,25].

To detect existing deficits in the students” emotional regulation when undergoing an
exam, reliable and valid assessment instruments aimed at specific groups are required.
Considering the great relevance of this aspect in the educational context, the main objective
proposed is to perform a construct validity, and a psychometric analysis of the Exams-
related Emotions Scale (EES) in a sample of primary and secondary school students. Thus,
we propose the following hypotheses: (1) the EES is a tool with scientific rigor and adequate
validity and reliability to assess the emotions experienced by students in primary and sec-
ondary education when taking exams; (2) there are differences in the emotions experienced
around the exams according to gender (with boys experimenting higher positive emotions
and lower anxiety than girls) and school year (increasing negative emotions an anxiety
with years); (3) Negative emotions and anxiety negatively affect academic performance,
while positive emotions positively affect it.
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2. Materials and Methods
2.1. Participants

The sample consisted of 562 students of Compulsory Primary Education (EPO) and
Compulsory Secondary Education (ESO), aged between 10 and 15 years (Mean = 11.66;
Standard Deviation = 1.21). Distributed in 284 subjects belonged to the male gender (50.5%)
and 278 to the female (49.5%). EPO students (n = 334) were fifth (n = 228) and sixth
(n = 186), and ESO students (1 = 148) were in the first (n = 134) and second year (n = 94).
The sample was collected from 5 different centers, public (n = 4) and private (1 = 1), in the
Autonomous Community of Castilla y Leén.

The selection of the sample was made by conglomerates.

2.2. Instruments
Exams-Related Emotions Scale (EES)

This scale was designed with the aim of evaluating the emotions that students experi-
ence when taking exams. The scale consists of 31 items in Likert format with five intervals in
numerical form from 1 (Never) to 5 (Always). The items were intended to adequately show
the most relevant contents of the construct to be evaluated (Supplementary Materials).

In this sense, the scale evaluates both positive and negative emotions associated
with the different moments (before, during and after) of the performance of a test or
exam [17,26]. Emotions such as hope, enjoyment, pride, anger, anxiety, shame, or hopeless-
ness. Traditional assessment has considered only anxiety as an emotion in test situations.
With the EES scale the evaluation of emotions is extended by also taking into account
motivational components and analyzing other emotions experienced by students, both
positive and negative, in environments of academic achievement [16].

2.3. Procedure

Following the ethical guidance of the American Psychological Association regarding
consent, confidentiality and anonymity in the responses, the directors of the educational
centers were first contacted and explained the objectives of the research.

Once the collaboration was accepted, the participants were contacted in the classrooms,
and after obtaining the informed consent, they proceeded to fill in the scales. Its completion
was anonymous, guaranteeing the confidentiality of the data obtained and its exclusive use
for research purposes. The administration of the scales was carried out during school hours,
offering the pertinent instructions. The anonymous nature of the investigation was em-
phasized. The questionnaires were completed individually in a suitable environment and
without distractions. The process of completing the questionnaires lasted approximately
15 min.

No data was lost as the data was collected using an online form in which all responses
are mandatory.

No questionnaire was rejected.

All the students of the grades selected by the principals were included in the research.
No boy or girl was excluded based on their culture, language, religion, race, disability,
sexual orientation, ethnicity, gender or age.

The Bioethics Committee of the University of Burgos approved the research, (Reference
UBU 032/2021), respecting all the requirements established in the Declaration of Helsinki
of 1975.

2.4. Data Analysis

Initially, for the construction and analysis of the psychometric characteristics of the
scales, an exploratory factor analysis (EFA) was performed. Once the EFA was performed,
the factorial structure found was confirmed by means of a confirmatory factor analysis
(CFA). The reliability of the scale factors was calculated through Cronbach’s alpha, Com-
posite Reliability coefficients, McDonald’s Omega and Extracted Mean Variance. The
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EFA was carried out using the SPSS5-21 program; and for the AFC the AMOS-21 program
was used.

To compare the scores obtained in the EES according to gender, the parametric inde-
pendent samples T test was used, while the analysis according to the academic year was
carried out using the one-factor ANOVA test. To study the correlation between the different
scores of the emotions obtained with the EES scale and school performance, the Pearson
test was performed. A statistical significance value of p < 0.05 was established using SPSS
version 25 software (IBM-Inc., Chicago, IL, USA).

3. Results
The original sample (1 = 562) was divided into two randomly extracted subsamples
(n; =276 and ny = 276). The first (n;) was used to perform the EFA and the second (ny) as a

validation sample in the CFA. Both subsamples were equivalent as a function of gender,
x2(1) = 0.359, p = 0.549, and age, t (560) = 0.285, p = 0.776

3.1. Exploratory Factor Analysis of the Exam Emotions Scale (EES)

The sample adequacy measure (KMO = 0.828) and Bartlett’s sphericity test (X% = 1826.282(66),
p < 0.001) justified the factor analysis. Using Kaiser’s rule [27] eigenvalues greater than the unit
and the extraction method of main components with oblimin rotation, a solution of three factors
was obtained (Table 1) that together explained 53.6% of the variance.

Table 1. Exploratory factor analysis of the “Exams-related Emotions Scale (EES)” .

Component
Communalities
1 2 3
After the exam I feel embarrassed. 0.795 0.653
During the exam I feel embarrassed. 0.795 0.635
Before the exam I would prefer not to take the exam because I have lost all hope. 0.766 0.642
During the exam I begin to think that no matter how hard I try, I will never pass the exam. 0.760 0.643
I'm embarrassed by my notes. 0.748 0.565
During the exam I feel so resigned that I have no energy. 0.743 0.608
During the exam I am embarrassed how badly I prepared. 0.742 0.557
During the exam, I feel like dropping out. 0.734 0.609
Before the exam I get depressed because I feel like I don’t have much hope of passing the exam. 0.711 0.636
When I get a bad grade I wish I didn’t have to look my teacher in the face again. 0.665 0.455
During the exam I get angry. 0.573 0.341
During the exam it seems to me that the questions are unfair. 0.457 0.211
During the exam I think I can be proud of my knowledge. 13 0.804 0.648
After the exam I am very satisfied with myself. 14 0.762 0.601
During the exam I am very confident. 15 0.760 0.611
During the exam I am happy to be able to take the exam. 16 0.760 0.579
During the exam, as I hope to pass I am motivated to try hard. 0.742 0.558
After the exam I am brimming with enthusiasm. 18 0.738 0.562
Before the exam, as I enjoy preparing for exams I am motivated to do more than necessary. 19 0.695 0.493
Before the exam I am so proud of how I prepared that I want to start the exam right now. 20 0.692 0.486
Before the exam I think optimistically about the exam. 21 0.649 0.439
After the exam I feel very relieved. 22 0.612 0.441
After the exam I can finally breathe easy again. 23 0.491 0.417
After the examination the nerves in the stomach disappear. 24 0.463 0.267
As I'begin the exam my heart begins to accelerate. 25 —0.776 0.610
During the exam I am very nervous. 26 —0.796 0.679
Before the exam I feel nervous and restless. 27 —0.763 0.600
During the exam my hands tremble. 28 —0.708 0.548
Before the exam I am worried if I will have studied enough. 29 —0.660 0.444
During the exam I am worried about whether I will pass the exam. 30 —0.637 0.453
Before the exam I get so nervous that I wish I could miss the exam. 31 —0.623 0.545

Extraction Method: Principal Component Analysis
Rotation method: Oblimin with Kaiser normalization

In the case of oblique rotations, we start from the assumption of correlation between
the new factors. Obllimin rotation has been used as it allows to establish hierarchical
relationships between the factors.
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The first factor, “Negative Emotions” (12 items) explained 35.4% of the variance and
collected information about the negative emotions that are experienced when performing an
exam, emotions such as shame, hopelessness, or anger. Some items examples of this factor:
“Before the exam I get depressed because I feel that I do not have much hope of passing the exam”;
“During the exam I get angry”; “ After the exam I feel embarrassed.” The second factor “Positive
Emotions” (12 items) explained 12.2% of the variance, and collected information about the
positive emotions experienced when performing an exam: hope, pride, enjoyment... Some
items: “Before the exam I am so proud of how I prepared that I want to start the exam right now”;
“During the exam I am happy to be able to face the exam”; “After the exam I am brimming with
enthusiasm.” The third factor “Anxiety” (7 items) explained 6% of the variance and collected
information related to anxiety before the exams. “When the exam begins, my heart begins to
accelerate”; “During the exam I am very nervous”; “During the exam I am worried about whether 1
will pass the exam.”

Cronbach’s alpha of factors 1 (« = 0.915), 2 (x = 0.892) and 3 (x = 0.866) demonstrated
good internal consistency.

3.2. Confirmatory Factor Analysis

The CFA of the Exams-related Emotions Scale is performed with the second subsample
(np = 272). It is intended to confirm the structure of three factors found in the AFE and if
these are related or independent.

Using the maximum likelihood method and taking into account some of the most
commonly used adjustment indices 2 x*/ g.l, CFI, TLI, RMSEA y SRMR), four models
(M) of emotions related to exams are tested: M1: Three related factors; M2: Two related
factors that brings together the first two factors and one independent (Anxiety); Two related
factors that bring together factors two and three, and one independent (Positive Emotions);
M4 Three independent factors. For optimal adjustment the x> must acquire non-significant
values (p > 0.05) [28], el X2/ g.1, is considered acceptable when it is less than 5 [29], values
higher than 0.90 of the incremental indices (CFI and TLI) and > 0.08 of the RMSEA [30],
and the SRMR [31], are considered acceptable.

All models (Table 2) have a significant chi-square value (p < 0.05). Models 2 and 4 are
discarded, since the values of significant chi square (p < 0.05) and the CFI, TL, RMSEA and
SRMR indices do not present suitable values. The CFI, TLI indices of models 1 and 3 have
values equal to or greater than 0.90, with model 1 being the one that presents a better fit,
with a value of x2/g.1, lower and higher indices of adjustment CFI and TLI and values less
than 0.07 of the RMSEA and SRMR indicators (Table 2).

Table 2. Goodness of fit indices of models of emotion in exams proposed.

Models X2 CMIN/DF CFI TLI RMSEA SRMR
M1 3 related factors p <0.001 1911 0.913 0.904 0.058 0.063
M2 2 related factors 1 independent (Anxiety) p <0.001 2.304 0.875 0.863 0.069 0.177
M3 2 related factors 1 independent (positive emotions) p <0.001 2.120 0.900 0.901 0.069 0.169
M4 3 independent factors p <0.001 2.438 0.863 0.849 0.073 0.226

Note: CMIN = chi-square ratio over degrees of freedom; CFI = comparative adjustment index; TLI = Tucker-Lewis
index; RMSEA = mean square error of approximation; SRMR = standardized residual mean square root.

The t-values (range 6.55 to 13.09) of the non-standardized regression coefficients of
model 1 are statistically significant. The range of standardized coefficients of factor one
EP (0.487-0.814), two (0.548-0.813) and three (0.573-0.815), show that the indicators are
consistent for the measurement of constructs, these being clearly related (Table 3).
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Table 3. Factorial loads of three Related Factors Model of the Exams-related Emotions Scale (EES).

F1 Negative Emotions F2 Positive Emotions F3 Anxiety
Item Emotion Estimate Item Emotion Estimate Item Item Estimate
1 Shame4 0.693 13 Pride2 0.814 25 Anxiety6 0.691
2 Shame2 0.734 14 Pride3 0.702 26 Anxiety4 0.815
3 Hopelessness2 0.813 15 Hope2 0.729 27 Anxiety4 0.716
4 Hopelessness3 0.812 16 Enjoy2 0.721 28 Anxiety7 0.682
5 Shame5 0.717 17 Hope3 0.752 29 Anxiety2 0.596
6 Hopelessness5 0.752 18 Enjoy3 0.652 30 Anxiety5 0.573
7 Shame3 0.662 19 Enjoyl 0.595 31 Anxiety3 0.732
8 Hopelessness4 0.727 20 Pridel 0.603
9 Hopelessness1 0.792 21 Hopel 0.616
10 Shame6 0.639 2 Reliefl 0.534
11 Angerl 0.593 23 Relief3 0.487
12 Enfado2 0.548 24 Relief2 0521
Standardized coefficients of the three factors of emotions before the exams.
3.3. Gender-Invariant Analysis
Next, a multigroup analysis is performed to determine if the model of three related
factors is gender invariant (146 females and 126 males). The comparison shows no differ-
ences p < 0.05 in the chi-square value between the different models and the values found
in the ACFI in the unrestricted model with differences of less than 0.01 of the CFI indices
between the four models (Table 4), indicate that the factorial loads of the questionnaire are
equivalent for girls and boys.
Table 4. Multigroup analysis of invariance by gender.
Models x? gl x2/gl Ax? 4 Agl CFI TLI SRMR RMSEA
Model 1 1540.126 844 1.825 - - - 0.890 0.880 0.088 0.046
Model 2 1547.013 872 1.774 6.887 1.000 28 0.894 0.886 0.089 0.044
Model 3 1549.138 878 1.764 9.012 1.000 34 0.894 0.888 0.094 0.044
Model 4 1569.753 918 1.710 29.626 1.000 74 0.897 0.896 0.097 0.042

Model 1 = No restrictions. Model 2 = Measurement weights. Model 3 = Structural covariances. Model 4 =
Measurement residues.

The coefficients of Average Variance Extracted (AVE) and Composite Reliability (CR)
indicate that the model of three related factors presents sufficient evidence of reliability
(F1 [4 items]: AVE =0.519. CR = 0.896; F2 [4 items]: AVE = 0.524, CR = 0.813; F3 [7 items]:
AVE =0.477, CR = 0.863.)

3.4. Analysis of the EES by Gender

The results of the inferential analysis showed statistically significant differences in
positive emotions and anxiety based on gender, but not in negative emotions (Table 5).
More specifically, male participants scored higher on the positive emotions factor (p = 0.008)
and lower scores on anxiety (p < 0.001).

Table 5. Independent samples t-Test between EES and gender results.

Gender
Male Female Independent Samples ¢-Test
EES (n =284) (n =278)
M 5D M s ' Biarera
Negative Emotions 23.69 10.19 25.16 11.01 —1.636 0.102
Positive Emotions 42.81 9.35 40.65 9.76 2.680 0.008
Anxiety 20.74 721 23.99 6.80 —5.502 0.000

Note: EEs = Exams-related Emotions Scale.
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3.5. Analysis of the EES According to the School Year

Statistically significant differences were found depending on the academic year in all
factors (Table 6). In general, negative emotions related to exams increase in the Secondary
courses compared to Primary. As for positive emotions, the opposite occurs, and it is
primary school students who obtain higher scores. Finally, regarding anxiety, the same
pattern is repeated as with negative emotions, with older Secondary students obtaining
higher scores than Primary students.

Table 6. Results of the ANOVA test between the EES and the academic year.

Standard Sig.
Course N Mean Deviation (Bilateral)
5° EPO 148 23.46 10.62
. . 6° EPO 186 21.88 10.14
Negative Emotions , pq() 134 27.14 10.82 9.201 0.000
2° ESO 94 27.06 9.90
5° EPO 148 43.30 9.63
» ) 6° EPO 186 44.41 8.90
Positive Emotions 1° ESO 134 39.14 914 16.056 0.000
2° ESO 94 3771 9.29
5° EPO 148 22.45 7.13
. 6° EPO 186 20.87 7.32
Anxiety 1° ESO 134 23.67 7.04 4721 0.002
2° ESO 94 23.24 6.80

The data were subjected to the Bonferroni post hoc test to check between which groups
the differences detected in the ANOVA test are established. In the negative emotions
factor, the main differences are established between 1st year of Secondary with 5th grade of
Primary (I-] = 3.68233; p = 0.019) and with 6th of Primary (I-] = 5.26007; p < 0.001). Also,
between 2nd year of Secondary and 6th of Primary (I-] = 5.18211; p < 0.001). Regarding the
positive emotions factor, significant differences were observed between the means of scores
of 1st of Secondary with 5th of Primary (I-] = —4.16226; p = 0.001) and with 6th of Primary
(I-] = =5.27219; p < 0.001). Likewise, among the means of scores of 2nd year of Secondary
with 5th of Primary (I-] = —5.59129; p < 0.001) and with 6th of Primary (I-] = —6.70121;
p < 0.001). Finally, in relation to the third factor anxiety, the differences are established
between 1st of Secondary and 6th of Primary (I-] = 2.80067; p = 0.003).

3.6. Analysis of the EES According to the School Performance

Statistically significant correlation is observed (Table 7) between all types of emotions
and academic performance. The correlation coefficient between negative emotions and
school performance is negative, indicating that, the higher the negative emotions, the
lower the performance or average grade (15490 = —0.406; p < 0.001). The same happens with
anxiety, the greater the anxiety, the lower the performance or average grade. (1559 = —0.212
p <0.001). In contrast, the correlation coefficient between positive emotions and academic
performance is positive, indicating that, the higher the positive emotions, the higher the
performance or average grade. (rs¢p = 0.385; p < 0.001).

Table 7. Pearson Test Results.

Academic Performance

(Average Grade) P
Negative Emotions —0.406 <0.001
Positive Emotions 0.385 <0.001

Anxiety —0.212 <0.001
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4. Discussion

The main objective of this study was to perform a construct validity, and a psycho-
metric analysis of a questionnaire to evaluate the emotions felt by students in primary
and secondary education when they are faced with an evaluation situation or exam. The
relevance of the study lies in the need to develop an instrument for this specific population
in the educational context, since academic performance can be affected by the manifes-
tation of a series of negative emotional reactions to exams, such as the appearance of
anxiety [9,10,14,25]; this circumstance may lead to school failure, interference in cognitive
processes and interpersonal relationships [4,21,32].

The results of the exploratory and confirmatory factor analysis performed showed a
good factor structure, internal consistency, and validity of the instrument. In addition, the
EES is gender invariant, so it is an appropriate instrument for the evaluation of exam-related
emotions in primary and secondary education students.

To date, there is no specific instrument that evaluates emotions in the face of the
examinations suffered by children and adolescents in primary and secondary education in
the Spanish school context, with the importance of emotional regulation in these stages of
development [33,34].

There are several scales that measure stress, anxiety, or emotional regulation, and that
have been used in many cases in the academic context but focused mainly on university-
level students. It can be found the Pre-Examination Anxiety and Uncertainty Coping
Scale (COPEAU) [5]; Academic Stress Inventory (IEA), validated in Spain and designed
specifically for the evaluation of academic stress in university students [9]; Questionnaire
of emotional regulation for children and adolescents (ERQ-CA), validated in the Spanish
population in the school context between 10 and 19 years [35,36]; Depression Anxiety Stress
Scale (DASS-21) [37]; Scale of Cognitive Anxiety against exams (5-CTAS), Spanish version
in university students [7,38,39]; Inventory of exam anxiety (TAI), validated in Spanish
and adapted to university students [40]; Inventory of anxiety against the exams-state
(STAI), version in Spanish with very good validity to measure anxiety before the exams in
university students [41,42]; and Westside Test Anxiety Scale [43].

Likewise, it should be noted that the main contribution of this project is that it allows
the valid and reliable evaluation of emotions before the exams in the educational context
of primary and secondary education, in order to intervene and improve variables such as
hope, joy, anxiety, pride, anger, shame or hopelessness when the student faces a situation
of academic evaluation [17].

It is important to highlight Pekrun’s Theory of Value of Controlling Emotions [44,45],
as it indicates that emotions and values related to achievement can influence students’
learning processes and academic performance [17,46]. In turn, the expression of different
emotions is directly related to the academic self-concept of each student; defined academic
self-concept as the self-perception of the general capacity in a specific field through personal
experience and interpretation of the environment [46].

In previous research conducted with samples of students from both the university
level and from secondary and primary education, a statistically significant relationship
was found between the level of anxiety and emotions with the situation of facing an
exam [9,35,47-49]. In addition, a review with meta-analysis allows to clarify that between
the ages of 11 and 14, students show a greater negative relationship between anxiety
about exams and academic performance compared to upper secondary and university
courses [49].

Regarding the second objective raised in the research, based on the analysis of the
differences between gender, regarding the development of emotions before the exams, the
results show that there are statistically significant differences in terms of positive emotions
and anxiety depending on gender, but not with respect to negative emotions. Male students
scored higher on positive emotions and lower scores on anxiety. These results coincide
with those obtained in the study by Alvarez et al. [9], in which it also finds significant
differences in terms of gender, with the female gender having the highest score in anxiety
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indexes and negative emotions, despite having a higher level of resources to face them. At
the same time, in another study where these same results are also obtained, better academic
results are evidenced in the female gender compared to the male gender [7]. In the study of
Gao et al. [37] Higher levels of depressive symptoms in males are also evident.

In regard to the academic year, statistically significant results were also found, in such
a way that negative exam-related emotions increase as the course is higher [50]. In the same
way, anxiety increases in secondary courses compared to primary as can be corroborated
in recent research [49]. Positive emotions on the other hand are predominant in primary
education students with respect to those in secondary education. The change of school year
and the transition from primary to secondary school has been a topic of interest for many
years for people in the school environment and for researchers, as it represents a change of
great importance for the lives of students. It has been observed that school year change
is usually well tolerated by most students but that their happiness and well-being clearly
decreases when transitioning to secondary school [51-53].

At the same time, a strong relationship has been observed between the decrease in
academic performance and the school transition period according to the literature, although
there is still no causal relationship between them [54]. The drop in academic performance
may also be due to declining self-concept, motivation, social and emotional difficulties, and
the increasingly competitive environment when faced with higher courses [55].

The results show a statistically significant relationship between anxiety and nega-
tive emotions with respect to academic performance, showing a negative correlation, as
in the study by Jordan, JA et al. [56] where it mentions a negative correlation between
stress and academic performance; which can be explained by the hypothesis of cognitive
damping [57].

Limitations

The statistically significant differences between gender and the academic year, in terms
of emotions related to exams, highlight the importance of carrying out an evaluation that
highlights the emotional difficulties that each student suffers when undergoing an exam,
in order to intervene effectively and that this does not negatively affect their academic
performance [4,7]. Therefore, the EES facilitates a correct evaluation of the emotions related
to the exams in the context of primary and secondary education. But although the EES
presents sufficient reliability and validity, it also presents a series of limitations regarding
the difficulty of generalizing the results to other population groups, which compromises the
external validity (population and ecological) of the questionnaire, as well as the difficulty
of establishing convergent and discriminant validity evidence. Therefore, the replication
and expansion of the study would allow the possibility of establishing new evidence of
discriminant and convergent validity.

5. Conclusions

The present study demonstrates the psychometric properties of EES scale to assess
the exam-related emotions of primary and secondary school students. Therefore, this
research provides an instrument with scientific rigor and with adequate reliability and
validity to be able to know the emotions that primary and secondary school students
suffer when they are subjected to evaluation processes in the academic context. Likewise,
the statistically significant differences found in the research, in terms of emotions and
academic performance of students, as well as in gender and academic year, provide current
information, relevant for the application of interventions aimed at preventing negative
emotions and anxiety related to exams from negatively impacting on academic performance
and leading to school failure.

However, future researchers should analyze the EES factor structure with different
student populations, with the aim of improving the tool. In addition, future studies should
analyze the structure of invariance with respect to other variables like region, County,
center size or type of center (e.g., private, public or concerted).
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Abstract: School bullying is a phenomenon of unjustified aggression in the school environment
that is widespread throughout the world and with serious consequences for both the bully and
the bullied. The objectives of this research were to analyze the differences between the different
bullying categories by gender and academic year in primary and secondary education students,
as well as their relationship with academic performance. To categorize students according to their
bullying experiences, the European Bullying Intervention Project (EBIPQ) Questionnaire was used.
The Chi-square test was used to compare the scores obtained by the students in the EBIPQ based
on gender and academic year, and the one-way ANOVA test was used to analyze its relationship
with academic performance. Research participants were 562 students from the 5th (n = 228) and
6th (n = 186) primary school years and the 1st (1 = 134) and 2nd (1 = 94) secondary school years.
They were males (50.5%) and females (49.5%) ranging in ages from 10 to 15 years old (mean = 11.66,
standard deviation = 1.206). The results showed statistically significant differences in gender and
academic year, indicating a greater number of boys in the role of the bully/victim and girls in that of
non-bully /non-victim. The most aggressive students were in the 2nd year of ESO (12-13 years old).
Regarding academic performance, statistically significant differences were obtained that confirm the
hypothesis that performance or average grade varies according to the category of bullying in which
students find themselves. The academic performance of the non-bully /non-victim and those in the
victim category was found to be higher than that of bullies and bully/victim students.

Keywords: bullying; students; primary education; secondary education; gender; academic year;
academic performance; categories

1. Introduction

Although there is no standard definition of bullying, a lot of research has been con-
ducted in this area. An early definition referred to bullying as “a student being victimized
or bullied when exposed repeatedly and over time to negative actions by one or more
students”; later, more precise definitions referred to the manner in which the student
could be assaulted [1]. In more recent definitions, bullying has been defined as deliber-
ate aggression or intentional harm-doing carried out by one or more people repeatedly
and over time in an interpersonal setting, characterized by an imbalance of power, either
real or perceived, that makes it difficult for the victims to defend themselves from the
aggressors. [2—4]. Studies have found that people who differ from “the majority” in some
way, such as sexual orientation, gender, race, presence of pathologies, etc., are particularly
vulnerable to victimization [1].
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It is possible to distinguish bullying from sporadic fights among young people
who are in similar conditions of physical, psychological or social strength by using this
definition [5,6]. To some extent, definitions of bullying reflect how they are used, i.e., in
the case of the definition of bullying itself, it not only describes the consensus on what
it is or is not but also informs how to recognize, prevent and stop it [7]. The term “bul-
lying” and its terminology are also debated in research [7,8]; however, by definition, it
is a serious and pervasive problem that severely affects those exposed to it [9]. A lack
of clear and standardized definitions of bullying impair progress in understanding this
serious and complex issue [1]. It should also be noted that today, bullying behaviors have
spread to social networks, the internet and mobile phones; therefore, disagreements have
been observed in the literature regarding the definition of bullying, linked to discipline
and culture [8]. It should be noted that cyberbullying is described as harmful acts that
are intentionally performed and inflicted through electronic devices. However, this term
cannot be considered a unidimensional construct as it includes a wide range of online
experiences such as exclusion, cyberbullying, denigration, or impersonation [10].

At present, bullying is widespread worldwide, with a high prevalence in all countries,
constituting a public health problem [3,11], which has led to an increase in the number
of studies on the subject in recent decades [4]. In many countries, rates of bullying are
very high; according to a study of adolescents aged 11-15, the prevalence of bullying
victimization (a term indicating that a person is a victim of bullying) has indicated an
average rate of over 17% in 25 countries in Europe and North America [12]. Likewise, it
is considered one of the main health problems in childhood and adolescence according
to the World Health Organization (WHO) [7], since almost one-third of primary and
secondary school pupils are involved in bullying, in addition to the role of victims and
aggressors, various other roles such as bystanders or people who reinforce/defend the
victim/bully [13].

Research on bullying has focused, until recent years, on the bully/victim binomial,
with much less attention paid to the bystander role. The reason why the bystander role has
been less explored is its complexity, due to the numerous and conflicting strategic factors
that lead to its adoption in a bullying context [14]. According to Salmivalli et al. [15], there
are several roles that can be defined. These can be divided into: the role of the bully, the
victim, the bully/victim, who can act as a helper of the harasser, reinforcing them, or a
defender of the victim, and finally the spectator role or audience [14,16-18]. The idea of
a static role is discarded as the same person can assume different roles throughout the
year [5,11]. Bullying can be considered as a group phenomenon in which most children in
the school class have a defined role [9]. Within these categories, around 35% of students are
in the role of victim, with another 35% in the role of bullies. At the same time, higher rates
of bullying have been observed among boys compared to girls, and higher rates also in
primary school compared to the upper grades [5,19,20].

School bullying, considered a common social phenomenon worldwide, can have seri-
ous consequences, ranging from physical symptoms to significant psychiatric symptoms
such as depression, anxiety, insomnia, self-harm, etc., also including poor academic perfor-
mance. Likewise, it is also associated with problems in social relationships and impaired
quality of life [4,21-25]. Physical, verbal and social abuse is a major health problem for
students; those who are victims may have poorer emotional, social, academic and health
development, while bullies tend to display delinquent and aggressive behaviors in late
adolescence [26,27]. The type of violence in bullying varies by gender, showing a higher
risk of physical victimization among boys and emotional, psychological, or relational
victimization among girls [22].

Involvement in bullying, both from the bully’s and the victim’s point of view, has
also been shown to be associated with negative outcomes among students, with problems
of internalizing, externalizing and even dropping out of school. Moreover, the greater
their involvement, the greater negative consequences are appreciated with respect to
academic performance [21,22,28]. Previous research suggests that students who experience
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peer victimization are at increased risk of poor academic adjustment [29]. Likewise, the
Nakamoto and Shwartz meta-analysis found a significant association between victimization
and academic underachievement [30]. The association between bullying and mental health
is also very well established, with differentiated patterns between bullies, victims, and
bully /victims. Victims have been shown to have more internalized problems (such as
anxiety, depression) than their peers. In contrast, bullies are more often characterized by
externalizing problems (such as conduct problems and antisocial behavior), and bully-
victims assume both problems, internalizing and externalizing [31,32]. Regarding the
presence of bullying in school, a high presence has been observed during the school years,
and also a rate that increases in the early childhood stage and decreases until the end of
adolescence [31].

In terms of bullying at school, it is important to mention, ultimately, cyberbullying
through electronic communication devices. Electronic bullying offers a very different
problem to “traditional” bullying, as the aggression through electronic devices helps to
protect the anonymity of the aggressors and, in many cases, the aggressor is not aware of
the consequences of his actions on the victim, making it very difficult to empathize with the
victim. These aggressions can take place anywhere and at any time, which complicates adult
supervision and control [33]. This cyber aggression has also been negatively associated,
not only in victims but also in aggressors, with an increase in internalized problems such
as depressive symptoms in adolescents, with serious repercussions on concentration and
academic performance [34]. However, it is very difficult to determine the prevalence of
cyberbullying, although published studies suggest a progressive trend [33].

The objectives of this study were to establish the differences between gender and
academic year with the presence of bullying and its different categories, as well as to
determine if there is a relationship between suffering or exercising bullying with the level
of academic performance in a sample of primary and secondary school students.

2. Materials and Methods
2.1. Participants

The sample consisted of 562 students of Compulsory Primary Education (EPO) and
Compulsory Secondary Education (ESO), aged between 10 and 15 years (Mean = 11.66;
Standard Deviation = 1.21), distributed in 284 (50.5%) subjects that were boys and
278 (49.5%) girls. EPO students (n = 334) were in fifth (n = 228) and sixth (n = 186)
grades, and ESO students (n = 148) were in the first (n = 134) and second year (n = 94). The
sample was collected from students of 5 different schools, public (n = 4) and private (n = 1),
in the Autonomous Community of Castilla y Leon.

In this region, there is a School Co-existence Observatory, a consultative and supportive
body for the entire educational community of educational centers.

There is a protocol of action against school bullying and a specific anti-bullying
program, named SSR (Stop the bullying, Support the victim and Reeducate the aggressor,
P.AR. in Spanish), which includes actions to enhance relationships in the educational
community.

Despite this, over 65% of Castilla y Leon schools have cases of bullying.

The sample selection was made by conglomerates.

2.2. Instruments

The European Bullying Intervention Project Questionnaire (EBIPQ) is a validated
instrument translated into Spanish [35] that allows us to identify the prevalence of involve-
ment in bullying of the aggressor, the victim and the victimized aggressor; as well as the
typology (direct or indirect) and the manifestations (physical, verbal and relational) [36].
This instrument has very good psychometric properties in several European countries,
including Spain [8,10].

It consists of 14 items, 7 describing aspects related to victimization and 7 in corre-
spondence with aggression. For both dimensions, the items refer to actions such as hitting,
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insulting, threatening, stealing, saying foul words, and excluding or spreading rumors. The
scale was designed to assess the frequency of aggression or victimization, so the items are
related to the different types of bullying [7,37].

The frequency is taken into account, taking as a reference the previous two months
and is evaluated by a Likert scale of 1 to 5, where the possible answers are: No; Yes, once
or twice; Yes, once or twice a month; Yes, about once a week and Yes, more than once a
week [36,38].

2.3. Procedure

Following the American Psychological Association’s ethical guidelines of consent,
confidentiality, and anonymity in the responses, school principals were first contacted, and
the aims of the research were explained to them.

Each principal, with the support of researchers, supervised the communication of the
purpose of the study to the parents and the collection of informed consent.

Once the collaboration was accepted, the participants were contacted in the classroom,
and after receiving informed parental consent, they were given the opportunity to fill in
the scales freely. It was carried out anonymously, ensuring the confidentiality of the data
obtained and its exclusive use for research purposes. The administration of the scales was
carried out during school hours, providing relevant instructions. The anonymous nature of
the research was highlighted. The questionnaires were filled out individually in a suitable
environment and without distractions. The process of filling the questionnaires took about
15 min.

No data was lost.

No questionnaire was rejected.

The principals selected the grades that would be included in the study, and all the
students in those classes were invited to participate in the research. No boy or girl was
excluded based on their culture, language, religion, race, disability, sexual orientation,
ethnicity, gender, or age.

The Bioethics Committee of the University of Burgos approved the research, (Reference
UBU 032/2021), respecting all the requirements established in the Helsinki Declaration
of 1975.

2.4. Data Analysis

To compare the scores obtained in the EBIPQ according to gender and academic year,
the Chi-square test was used, while the analysis according to school performance was
carried out using the one-factor ANOVA test. To study the correlation between the different
categories of bullying obtained with the EBIPQ scale and school performance, Pearson’s
test was used. A statistical significance value of p < 0.05 was established using SPSS version
25 software (IBM-Inc., Chicago, IL, USA).

3. Results
3.1. Associations between Bullying Categories, Gender and Academic Year

The results of the inferential analysis showed statistically significant differences in the
categorization of subjects into types of bullying according to gender (x> = 12,960; p = 0.005).

There were more girls (62.6%) classified as non-victim/non- bully than boys (52.1%),
and there were more boys in the bully/victim role (18.7%) than girls (10.1%) (Table 1).

The Chi-square test showed a statistically significant relationship between bullying
categories and the academic year of the students (x> = 16,896; p = 0.05).

Significant differences between observed and expected frequencies were found for the
2nd ESO pupils in the category of bully, with more being classed as bullies (8.5%) than in
the rest of the academic years (2-3%), and the 5th grade of primary school pupils in the
category of bully/victim, with more being classed as bullies/victims (20.9%) than in the
rest of the academic years (10.8-13.4%) (Table 2).
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Table 1. Comparison of bullying categories based on gender.

Bullying Category
No Victim No Bully Victim Bully Bully/Victim Total
Count 148 69 14 53 284
Bo Expected Count 162.7 70.2 10.1 40.9 284.0
y % within Gender 52.1% 24.3% 4.9% 18.7% 100.0%
Adjusted Residual —2.5 —0.2 1.8 2.9
Gender
Count 174 70 6 28 278
Girl Expected Count 159.3 68.8 9.9 40.1 278.0
i % within Gender 62.6% 25.2% 2.2% 10.1% 100.0%
Adjusted Residual 2.5 0.2 —-1.8 —29
Total Count 322 139 20 81 562
ota % of Total 57.3% 24.7% 3.6% 14.4% 100.0%
Table 2. Relationship between bullying categories and school year.
Bullying Cat
ullying Category Total
No Victim No Bully Victim Bully Bully/Victim
Count 83 29 4 18 134
1° BSO Expected Count 76.8 33.1 4.8 19.3 134.0
% within academic year 61.9% 21.6% 3.0% 13.4% 100.0%
Adjusted Residual 1.2 —1.0 —-04 —04
Count 52 22 8 12 94
2 ESO Expected Count 53.9 23.2 3.3 13.5 94.0
% within academic year 55.3% 23.4% 8.5% 12.8% 100.0%
Adjusted Residual —0.4 —0.3 2.8 —0.5
Curso
Count 78 36 3 31 148
5° Expected Count 84.8 36.6 53 21.3 148.0
Primary % within academic year 52.7% 24.3% 2.0% 20.9% 100.0%
Adjusted Residual -1.3 —-0.1 -1.2 2.6
Count 109 52 5 20 186
6° Expected Count 106.6 46.0 6.6 26.8 186.0
Primary % within academic year 58.6% 28.0% 2.7% 10.8% 100.0%
Adjusted Residual 0.4 1.2 —0.8 —1.7
Total Count 322 139 20 81 562
ota % of Total 57,3% 24.7% 3.6% 14.4% 100.0%

3.2. Comparation between Bullying Categories and Academic Performance

A statistical significance was observed (p > 0.001) between bullying categories and
academic performance.

Academic performance was obtained by calculating an average of the grades obtained
by each student in all the subjects corresponding to the last assessment carried out.

The hypothesis that the performance or the average mark varies according to the cate-
gorization of students in terms of bullying was confirmed: there are significant differences
in students” performance according to this categorization (F3 558) = 7.319, p < 0.001).

The one-factor ANOVA test (Table 3) showed that the lowest performance is ob-
tained by bullies/victims 6.82 (SD = 1.38), followed by bullies 7.01 (SD = 1.61), victims
7.331 (SD =1.38), and finally the highest performers are non-victims and non-bullies 7.56
(SD =1.27).
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Table 3. Descriptive statistics of the comparison of bullying categories with academic performance.

Average Score

95% Confidence Interval

Std. for Mean
N Mean . . Std. Error Minimum Maximum

Deviation Lower Upper

Bound Bound
No victim no bully 322 7.566 1.2701 0.0708 7.427 7.705 2.5 9.8
Victim 139 7.331 1.3827 0.1173 7.099 7.563 3.1 10
Bully 20 7.011 1.6182 0.3618 6.254 7.769 2.8 9.5
Bully/victim 81 6.829 1.3870 0.1541 6.522 7.136 3.2 9.5
Total 562 7.382 1.3511 0.0570 7.270 7.494 2.5 10

A post hoc analysis was performed to compare the averages in pairs of each of the
categories of bullying.

It was observed that the comparison between students in the non-victim/non-bully
category and the students in the bully/victim category (p < 0.001) and a comparison be-
tween students in the victim category and students in the bully/victim category (p = 0.007)
was significant. It can be concluded that students in the non-victim/non-bullying category
and students in the victim category have a higher academic performance than students in
the bully/victim category.

4. Discussion

School bullying is widespread globally and shows a large-scale prevalence in studies
in all countries, ranging from a low of 10% to a high of 70% [4], despite the fact that
anti-bullying protocols are in place in almost all regions.

Our study showed that forty-three percent of children surveyed were somehow in-
volved in bullying either as a victim, bully, or both.

Considering a global perspective, the main contribution of the study is to provide
information on how bullying is distributed across different ages and genders and how
it affects academic performance. This information will be used to develop more specific
anti-bullying interventions in the future.

The first aim of the study was to establish the relationship between the presence of
bullying and students” gender and academic year.

The results of our study show the existence of a significant relationship between the
categorization of students according to the types of bullying and their gender. Specifically,
this relationship was observed for the categories of bully/victim and no-victim-no-bully in
boys, finding a greater number than expected for this gender in the role of bully/victim and
a smaller number for the role of the non-victim/non-bully. At the same time, the opposite
results were obtained for the female gender, where we also found significant differences in
the roles of bully /victim and non-victim /non-bully. There are no significant differences for
both genders in the roles of victim or bully.

According the research by Ordofiez-Ordofiez et al. [39], boys and male adolescents
are the ones with the greatest involvement in bully and bully/victim roles, corroborating
the results of our study where a greater number of boys were found in the bully/victim
role, 18.7%, compared to 10.1% in girls. Other studies have found a higher prevalence
of bullies and bullies/victims among males and, at the same time, of victims among
females [14,36,38,40,41]. In contrast, the results of the study by Gorriz et al. [17] show
significant findings regarding a greater presence of the male gender in the victim role and
the female gender in the bully role.

Types of behaviors related to bullying are also differentiated according to gender, with
physical violence, insults or threats being the most experienced among boys; while girls are
related to relational behaviors such as exclusion, spreading rumors or being ignored by
other peers [19,42,43]. The differences in the figures and behaviors found for both genders
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can be explained by taking into account gender socialization and normative expectation
of both, understanding bullying as a behavior in which different genders act according to
what is expected of them [19,43].

Bullying allows the aggressor to demonstrate his or her physical strength, dominance
over others, and rank in the social hierarchy [44]. In this way, and according to the existing
evidence, bullying has a dual direction, in which a person who has been a victim may
later become a bully, making both roles risk factors for future aggressions [45]. Jing Wang
et al. [46] confirm gender differences in direct and indirect forms of bullying.

These findings suggest that boys and girls take on social stereotypes. Thus, the
masculine stereotype associated with virility and violence as opposed to femineity is
therefore assimilated from childhood.

Consequently, it seems reasonable that anti-bullying interventions should be aimed at
breaking down sexist social stereotypes.

Regarding the academic year and bullying, our study also found a significant relation-
ship, with 2nd ESO students assuming the role of bully in a higher proportion than the
rest of the years, and 5th grade primary school students assuming the highest percentage
of bully/victim. Our results are partially confirmed in the Benitez-Sillero et al. [47] study,
where higher results were found for the bully role between 11 and 15 years of age; that
is, between 1st and 4th of ESO, as well as the study by Herrera-Lopez et al. [36] where
it is highlighted that the students with the greatest involvement are found in the middle
years of secondary school, and then decrease in the upper years. These findings contrast
with those of other research, which found no significant differences in the different roles
concerning the student’s age [17,39].

It is important that anti-bullying interventions are carried out from an early age to
prevent bullying in future ages. However, given that our study and others show that there
is an age group in which it is more widespread, it would be interesting to carry out specific
actions aimed at pupils in those school years (1st-4th of ESO).

In the second objective of our study, the existence of a relationship between the
academic performance of students with respect to suffering or practicing bullying was
considered. Understanding academic performance as the average mark obtained in the
last exams in all subjects, the results showed significant differences between the mean
grades of the different categories, thus confirming the hypothesis that bullying is related
to the variation in the grades of the academic record [48]. It is worth noting that the
lowest level ratings are associated with bully/victim behaviors, followed by the bully role,
which can be explained or justified by the characteristics of the group to which they tend
to belong. In other words, finding yourself in these roles within bullying means higher
levels of Machiavellianism and being perceived as popular among peers, although Mariko
Hosozawa [49] finds that students with lower academic performance were more likely to
be victimized.

Our study shows that the students in the non-victim/nno-bully role, followed by the
victim role, presented the highest academic achievement scores; however, it has been shown
that the latter often manifest school avoidance behaviors. This can manifest both short- and
long-term consequences, causing the loss of important learning and social opportunities,
thus significantly hindering academic success and encouraging school dropout [11,50].

According to the research of Aparisi et al. [51], bullies, as well as bullies/victims,
have greater difficulties in organizing and planning studies, in performing adequately
in exams and develop fewer control and consolidation strategies than students who are
neither bullies nor victims. In contrast, Clemmensen et al. [52] show in their results that the
difference between bullies, bullies/victims and the uninvolved were not significant but
they were significant in the case of victims, who revealed lower scores than those who were
classed as non-victim/non-bully.

The learning process, review and comprehension strategies can also be affected, as
well as problems in concentration, which can be associated with a rejection of school and
undervaluing studies [42,52].
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These results, in agreement with those found by Khanh-Dao Le et al. [44] in their
research, indicate an urgent need to establish interventions to prevent both victimization
and aggression in bullying in school-age children.

School bullying, both at the student level (i.e., bullying victimization) and at the school
level (i.e., bullying climate), has significant and negative effects on academic performance.
Bullying on campus not only affects the academic performance of bullied students but
can also impair the learning of all students by shaping a negative school climate [53].
This way, all interventions aimed at preventing bullying will be positive for the academic
performance of all students, not just victims and bullies [54].

Evidence shows that the most effective anti-bullying interventions are those that
emphasize the prevention of violence and, more importantly, promote positive coexistence
and a school culture of proper treatment and respect. However, educational institutions
generally seek to develop strategies to combat bullying when it is already present in the
institution; therefore, they are reactive rather than proactive measures [55].

Finally, regarding the limitations of the study, it should be pointed out that the results
may not be generalizable to all children and adolescents in Spain or other countries, since
the sample has been taken from a single autonomous community. Likewise, it was carried
out only with children and adolescents of very specific ages, so the age range could be
extended. The use of self-report questionnaires such as the EBIPQ can also be a limitation
in the research, since these questionnaires must be interpreted with caution, although it is a
questionnaire with good psychometric properties and validated in Spain. An important
point of the study is the need to continue researching interventions that can help alleviate
this situation.

5. Conclusions

In the present study, we found statistically significant differences with respect to bully-
ing categories in terms of students” academic performance (where the lowest performers
are bullies/victims and the highest performers are non-victims and non-bullies), as well
as in terms of gender (with more girls classed as non-victim/non-bully than boys and
with more boys in the bully/victim role than girls) and academic year (students in the 2nd
year of ESO were more frequently in the bully role and students in the 5th grade in the
bully/victim role). This is current information that may be relevant for the implementation
of interventions aimed at preventing bullying from continuing to be perpetuated to a point
where it may have an impact both at the school level, worsening the levels of academic
performance or school dropout, and at the level of the mental health and quality of life of
children and adolescents. Future research on bullying should be complemented by new
forms of harassment such as cyberbullying, which is becoming increasingly prevalent.
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