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A B S T R A C T   

School coexistence processes are mediated by conflict situations that are often not adequately, 
immediately and comprehensively resolved by schools, giving rise to violence. School violence 
has become a matter of global priority not only at the school or family level, but also socially due 
to its magnitude and scope. In the Program for International Student Assessment (PISA), reported 
in 2018 that 23% of students in Mexico had suffered bullying at least once a month, these data are 
worrying as they reveal high rate of violence. Considering the increase of violence in Mexican 
educational institutions, we wonder if students’ awareness in the use of communication to resolve 
disagreements would be achieved after participating in a conflict prevention project applying 
restorative practices. 

The objective of this study was to test whether students acquired greater emotional self- 
regulation, self-determination, and peaceful strategies to resolve conflicts after participating in 
a project centred on the restorative paradigm. 

A total of 336 students from an elementary school and a high school located in Mexico 
participated in this study. An ad hoc questionnaire was administered to the students by a 
restorative justice specialist in the middle of the school year. Statistical analyses were performed 
with the Statistical Package for the Social Sciences V. 25. The results obtained showed that, after 
the implementation of this program for five months, students in both schools showed greater 
emotional self-regulation and self-determination. In conclusion, providing students with restor-
ative strategies to resolve disputes favoured the use of peaceful conflict resolution strategies.   

1. Introduction 

Coexistence refers to personal interactions in which different ways of being, thinking, and acting coexist. Coexistence favors the 
creation of a system of common and shared agreements and norms [1,2]. Self-determination is important for people living together to 
feel free to make choices and decisions. 
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Sometimes conflicts arise in coexistence that must be adequately resolved to prevent them from ending in acts of aggression and 
violence [3]. This situation is also experienced by educational institutions on a daily basis, where conflicts arise that may be present in 
a coexistence that should be taken as an opportunity for change [4]. The task of the school is to favor the process of lifelong learning of 
students and their integral development through a culture of values [1] and good treatment among equals both inside and outside the 
school [5]. We speak of school coexistence because all community agents converge in the school [6] making it a privileged place for the 
transmission of attitudes, peaceful values, the creation of bonds and social skills, generating capacities for coexistence, respect, 
participation, democracy, solidity, communication and aptitudes for the peaceful resolution of conflicts [7,8] as well as developing the 
necessary skills to become self-determined. That is why, in order to favor an adequate school coexistence, the use of strategies based on 
dialogue, speech and listening is prioritized, being conversation the fundamental tool [6]. However, in recent years, many countries 
have increasingly expressed concern about the increase in violence in the classroom and demand that their schools are safer [9–12]. 

There is no consensus among researchers on the conceptual delimitation of the construct violence, thus generating a plurality of 
definitions that reflect the heterogeneity of approaches underlying this construct and the diversity of factors involved in the origin of 
violent behavior [13]. In the absence of agreed operational definitions, we based ourselves on the one provided by the World Health 
Organization [14], which defines violence as: The deliberate use of physical force or power, whether threatened or actual, against 
oneself, another person, or a group or community, that results in or has a high likelihood of resulting in injury, death, psychological 
harm, developmental impairment, or deprivation. 

In the school context we will refer to violence as the act exercised through force directed at any member of the educational 
community, without forgetting the difference between a problem of coexistence and a problem of violence. Problems of coexistence are 
those where people are unable to reach an agreement in a given situation, which may lead to aggressive responses, but not repeatedly 
[15]. Violence and conflict have a close relationship, however, not all conflict results in a violent act, since conflict is inherent to 
human relationships but violence is not [16]. 

The terms school violence and bullying are often used interchangeably, which can lead to confusion. School violence can be 
expressed in different ways, and the most analyzed form due to its negative consequences on aggressors, victims, spectators and 
educational center is bullying [13]. In other words, school violence is a broader term than bullying and refers to all aggressive be-
haviors carried out in schools, which can involve both students and teachers. Bullying is a specific type of school violence between 
peers (students) and shows intentionality of harm, continuity in the bullying situation over time and the imbalance of power between 
aggressors and victims [17,18]. Most research on school violence has focused on bullying, although this is only one of the types of 
interpersonal violence experienced in educational institutions [15]. 

School systems are today more diverse than ever since schooling covers cultural, ethnic, sexual, religious, and/or physical plu-
ralities, which are potentially more vulnerable to suffering episodes of rejection and discrimination [12]. These pluralities are the focus 
of school violence that has gained importance due to the frequency with which it occurs and the personal and social consequences it 
derives [19]. Bullying, also known by the English term bullying, is a type of violence that is part of the daily reality of educational 
institutions considered one of the great problems of school coexistence that generates concern not only to the scientific community but 
also to the general population [20]. Bullying has become one of the social phenomena that has most affected students due to the 
seriousness of its consequences and the alarming figures. Due to this situation, it has begun to study this problem in the last fifty years, 
developing a considerable number of investigations that try to investigate this phenomenon to eradicate it [9–12,21]. 

Bullying involves physical and/or psychological aggregation of a student or group of students, to other students who are victims of 
repeated attacks at school. It is an intentional, repetitive, and powerful behaviour towards the person on whom it is exercised [20,22]. 
These negative actions occur more frequently during adolescence and can be carried out in different forms and modalities such as 
physical aggressions, verbal, and psychological aggressions or of another type, such as insulting gestures, teasing, grimaces, exclusions 
from the group of the same, etc., acts that, when prolonged over time, have very negative effects on the entire educational community 
[23]. In general, those who exercise violence are young people who want to demonstrate superiority over others and do so through 
constant threats, insults, blows, or shoves [24]. Victims tend to be perceived as defenceless, powerless, and vulnerable [25] being 
exposed to undesirable situations through actions of a very varied nature [26]. This situation generates in the victim’s behaviors of 
isolation, feelings of anguish, suffering, and fear [24]; resulting in multiple consequences such as low self-esteem, school absenteeism, 
decreased academic performance, and emotional instability [27]. 

In recent decades, numerous investigations have been carried out on bullying, and experts in the field have designed various 
programs to combat this phenomenon in the classroom [28]. Some research has focused on promoting knowledge of its characteristics 
and analyzing how to intervene from schools to eliminate it. Various intervention strategies emerged that were carried out using 
different media such as documentaries, posters, conferences, workshops, newspapers, among others [29]. Schools are the most 
appropriate spaces to apply anti-bullying programs, considering that most students attend class during some phase of their life [30]. 
Therefore, alternatives are sought that encourage a culture of training in values and positive regulation of conflicts, to reduce violence 
[4], since zero tolerance to school violence is the axis that articulates the programs of intervention. Coexistence in the classroom can be 
improved by developing specific activities that include dialogue and cooperative work as reflected in the pedagogical proposal “A 
Convivir Se Aprende” (meaning “You learn to live together”), which in addition to achieving the strengthening of values, led to a 
noticeable change in the behavior of students decreasing bullying episodes and generating real peaceful contexts [1]. Education in 
peaceful conflict resolution is a process in which students receive lessons and practices on positive conflict management to facilitate 
the development of skills focused on dialogue. Some social-emotional learning programs, programs focused on values and respect, or 
programs that address specific problems such as bullying, teach how to manage conflicts in a harmonious and healthy way [31–35]. 

A leading role should be given to all the agents of the educational community in the face of intervention in this problem. In general, 
strategies are identified in which it is the teachers who assume a leading role in the prevention and resolution of cases of violence, using 
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the resource of “conversation” to create a climate of well-being [6]. Among the preventive actions that have had successful results, the 
school mediation programs, the improvement of the participation of students and families in the school, the development of coop-
erative learning activities, and the implementation of programs that develop personal and social competences stand out in students 
[13]. Hence the need to provide students with tools for emotional regulation so that they have the ability to regulate themselves 
adequately in the face of conflicts. The type of initiative most studied in relation to the formation of skills for conflict resolution is 
mediation between peers (students), which incorporates real interventions for the positive management of conflicts, as well as 
awareness and development of skills through the directed practice [36]. In these mediations/peer help systems, students intervene 
from neutrality, seeking a balance between the people involved without providing value judgments or solutions and giving the people 
involved back the floor [32]. In this initiative, the students themselves are responsible for their own actions and become aware of and 
engage in dialogue in an effort to resolve conflicts. Therefore, it is important to favor the autonomy and self-determination of the 
students, promoting the ability to act independently and responsibly in decision-making. Along the same lines, the Integrated 
Coexistence Improvement Model stands out, a proposal that attempts to provide an educational response to coexistence conflicts 
through different ways: creation of new organizational structures (insertion of the mediation team and conflict treatment), elaboration 
democratic and participatory of the norms of coexistence, and revision of the curricular framework of the center that leads to the 
creation of a more protective framework [37]. Following the restorative approach, in addition to peer mediation, restorative justice 
programs are applied in favor of the reparation of the damage caused. An outstanding study [38] who carried out a comparative 
analysis of the evaluations of these programs in sixty-seven schools in the UK, reveals that restorative practices, in addition to seeking 
solutions to conflict, develop new strategies to manage social relationships and the classroom environment. They are programs that try 
to favor the appearance of kinder contexts where all the people who make up the educational community can feel listened to, valued, 
and integrated. It is interesting to note that there are few empirical studies related to the application of Restorative Justice programs in 
educational institutions. 

The concept of Restorative Justice is very broad and is determined by the various restorative practices that are used. Restorative 
Justice is an alternative that seeks the peaceful resolution of conflicts through the participation of the people involved in the process, 
with the aim of effectively satisfying the needs revealed by them. In this process, their feelings are considered, and neutral alternatives 
are sought for repairing the damage that has been done to them, seeking the recovery of social peace through community dialogue [39, 
40]. This type of justice tries to recover the well-being and balance of societies and its purpose is to give voice and decision-making 
capacity to the people involved in the conflict. 

There are considerable variations among existing restorative programs, variations that are due in part to different interpretations of 
conflict and how it is resolved. These differences are due in part to different interpretations of the conflict and how to resolve it. Among 
the main restorative models are victim-offender Mediation and Positive Discipline, and among the completely restorative models, 
Restorative Conferences and Peace Circles stand out [41,42]. Restorative practices such as mediation, in addition to being tools for 
conflict resolution, are a paradigm that seeks to take responsibility for the people involved in the conflict and in the democratic 
management of coexistence. Mediation is the most widespread conflict resolution technique in our environment, but there are other 
restorative mechanisms such as conciliation, arbitration, restorative conferences, among others. 

Mediation, seeks to help people involved in a conflict to understand it in a more constructive way, seeking collaborative alter-
natives to solve it, with the participation of a neutral third person (mediator) trained to conduct the meeting and search for solutions of 
the existing conflict [43]. The concept of Mediation, in “modern cultures”, arises from Restorative Justice that originates mainly in the 
field of juvenile delinquency. The initial concept of Restorative Justice began to be discussed in the late 1970s mainly in the United 
States by American and European scholars and practitioners. The American programs of Restorative Justice were developed in the 
community context, compared to the European ones, framed and in the criminal sphere. These experiences have obtained encouraging 
results in countries such as the United Kingdom, Australia, New Zealand, Canada, the United States, and Argentina [44]. These 
programs began as isolated experiences, and little by little they have been extended to different areas of application: family, criminal, 
school, intercultural, etc. [45]. Another restorative practice is the Restorative Conferences, which consist of meetings where the victim, 
the offender, families, community support groups, and the facilitator participate. It is the people involved in the process who seek to 
reach an agreement to resolve the problem, seeking reparation for the damage to the victim, the strengthening of community values, 
the recognition and compensation of the offender to the person offended for the damage committed, in addition to the social rein-
tegration of both [46]. 

The most widely recognized anti-bullying program is the Olweus Bullying Prevention Program (OBPP). This program was the first 
to create a comprehensive and methodologically evaluated intervention that has been replicated on a large scale and implemented in 
schools around the world. The OBPP was the first program aimed at the entire educational community where teachers, families, 
students, other professionals, etc. Participated [28]. The OBPP focuses on relationships between peers (students) to reduce existing 
bullying situations, to prevent new ones from arising, and to promote social relationships throughout the school [47]. A more recent 
and popular anti-bullying program is known as KiVa, which was developed in Finland in 2006, and is based on socio-cognitive theories. 
This program has been studied and the results reveal that it significantly reduces bullying and victimization, in addition to reducing 
retaliation. KiVa has been evaluated in several countries and the first studies have shown that it is also effective outside of Finland [48]. 

In the case of Mexico, violence figures have been alarming for decades there has been an increased interest in conducting research 
to find out the causes of both violence and bullying, who are the actors involved, and what are the consequences. In general, research 
highlights that it is a serious, frequent, growing problem that has acquired greater visibility [13,29]. This vision corresponds to the 
results obtained. The Program for International Student Assessment (PISA), a project of the Organization for Economic Cooperation 
and Development (OECD), is a three-year study that aims to assess the level of students near the end of compulsory education in terms 
of knowledge, abilities, and skills essential to participate fully in society. In addition to assessing academic performance, attention is 
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paid to school coexistence and problem solving. The results obtained in PISA (2015) show that 20% of Mexican student’s state that they 
suffer bullying at least a few times a month, 13% of students made fun of other students, and around 14% state that they have been 
victims of frequent bullying [49]. The report PISA 2018 collects that 23% of students in Mexico report having suffered bullying at least 
a few times a month [50], worrying data, since they reveal the increase in violence figures compared to the previous study. 

In addition, there are Mexican investigations that during the last decade have explored the concept of coexistence in different 
academic texts [51,52] seeking preventive rather than corrective proposals, testing a change of perspective so as not to be restricted 
only to school violence. An initiative that was born from the Federal Government launched the National School Coexistence Program 
(PNCE) in all Mexican elementary schools, to promote favorable coexistence environments [29]. 

In Mexico, various programs to prevent and reduce the effects of bullying and violence, focus on the development of prosocial 
behaviors [53]. As [53–55] state that for the development of an adequate coexistence, a school intervention aimed at the positive 
management of the conflict in the classrooms is necessary, through the democratic learning of the rules, the exercise of responsibility, 
and the improvement of self-esteem. Along these lines [56], designed an intervention program based on the principles of Applied 
Behavioral Analysis to reduce child behaviors of bullying applied in three Mexican public elementary schools. 223 students partici-
pated and the results showed a significant decrease in bullying, a reduction in disruptive behaviors of the students in the whole group, 
and especially it was effective in reducing antisocial behavior. According to the authors, the success of the program was possibly since 
it was designed assuming that bullying is a learned and proactive behavior, which is used to achieve social or material gains, therefore, 
to reduce it effectively, the use of laws is necessary. of learning and motivation such as those that support the bases of applied 
behavioral analysis. Another study was carried out by Ref. [51] with primary and secondary education students in Mexico City and the 
State of Mexico, this study aimed to evaluate a virtual reality bullying application and verify variability in the assertive responses of 
collaborating students in simulated situations. The data obtained at the end of the application showed, on the one hand, an increase in 
relation to assertiveness and, on the other hand, an increase in the percentage of assertive responses to interactive harassment 
situations. 

It is necessary to highlight that most of the interventions and conflict management projects applied to the school environment are 
carried out in elementary schools since the early detection, identification, and treatment of cases of bullying are of great importance, 
without forgetting the need to invest in preventive projects that promote positive coexistence [10,11,57]. Along these lines [52], 
conducted a study that aimed to validate the internal structure of the School Violence Assessment Questionnaire in Infants and Primary 
Schools in a sample from northeaster Mexico. Thus, these authors provide a tool to assess bullying and perceived harm and its 
characteristics from the early childhood stage to facilitate early detection. These projects and evaluation instruments are born because 
of the increase in violence in the school context from a very early age, as reflected in the data in Mexico from the 2000 Child and Youth 
Consultation, carried out by the Federal Electoral Institute of Mexico (IFE). In said consultation, 32% of girls and boys between the ages 
of six and nine said they had been exposed to violence at school and 25% said they were the object of violence in the school envi-
ronment, according to the National Health and Safety Survey [58]. Regarding adolescence, the National Survey on Exclusion, Intol-
erance and Violence in Public Schools at the high school level (2008) revealed that two out of ten high school students are rejected by 
their peers, and five out of ten accepted that they have difficulties in making friends. Approximately 46% of young people between 12 
and 29 years of age suffered some type of violence or abuse during 2014 according to data from the Social Cohesion Survey for the 
Prevention of Violence and Crime (ECOPRED). Of these practices, 45% were caused by the particularities of the young person or by 
their resources. In addition, 42.6% of the victims stated that their main aggressors or perpetrators are classmates from the school. Thus, 
practically half of the experiences of violence suffered by the youth population correspond to actions that occurred in the school 
context. In this same year, the Organization for Economic Cooperation and Development (OECD, 2017) declared that around 18 
million young people had suffered school bullying characterized by humiliation, insults, and beatings. In addition, INEGI reported that 
32.2% of the victims of bullying are between 12 and 18 years old, where the type of bullying is 74% verbal abuse, 21% psychological, 
17% physical, 9% sexual, and 9% cyberbullying via the internet. Therefore, bullying is a problem that affects a large percentage of the 
adolescent population [INEGI, 2014 as cited in [59]]. 

Knowing the importance of resolving conflicts peacefully to ensure a healthy coexistence in educational institutions, one question 
arises, are students taught with methods that favor conflict resolution? If so, is mediation or other restorative method practiced in the 
current school context? On the other hand, we question whether after participating in a restorative practice program, primary school 
students could resolve conflicts without using violence. And if the students at a Secondary School participated in this project, would 
awareness of using communication to resolve conflicts be achieved? So, do restorative methods favor the use of communication in the 
face of conflicts and therefore reduce violence? Then, does the participation of students in the conflict prevention project using the 
restorative approach have positive effects on their well-being? 

The hypotheses that arise are that if students participate in a conflict prevention program focused on restorative practices, they will 
improve their emotional self-regulation and self-determination as well as learn to manage conflicts peacefully. Taking into account the 
above, where the results of the projects applied to prevent bullying are positive, this study aims to demonstrate that the participation of 
students in a project focused on the restorative paradigm will provide them with greater emotional self-regulation, self-determination 
and the use of peaceful strategies to resolve conflicts. 

These strategies would focus on the use of communication and cooperative work to mediate any problem and develop interpersonal 
relationships in peace and harmony. Considering the above, where the results of the projects applied to prevent bullying are positive, 
this study aims to promote healthy school coexistence through positive conflict management to mitigate episodes of habitual practices 
such as bullying and develop a culture of values [9–12]. 
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2. Materials and methods 

2.1. Design 

The proposal to implement a conflict prevention program in educational centers arises from a Restorative Justice project applied in 
the Attorney General’s Office of the State of Sonora. This project focused on giving people involved in a crime the possibility of 
resolving it through the restorative paradigm. Specifically, it was aimed at minors who had transgressed the law and their victims who 
agreed to participate in this project for the restoration of the damage caused [60]. In those cases, in which Restorative Justice was used 
as an alternative to responding to what happened, the presence of the minor offender and his family, the victim and his family, some 
members of the community representing society, and the facilitator were necessary. Of all the cases attended, there were two in which 
the community representatives (a Physical Education teacher from a Primary School and a psychologist from a Secondary School), 
requested the possibility of implementing a conflict prevention program using restorative practices in the schools where they worked 
because they were concerned about the high rate of violence in their centers. 

It is an exploratory and quantitative study in which information is collected based on the responses of families and students. An 
experimental investigation was carried out where the objectives led to the choice of a methodology based on probabilistic samples, by 
comparing the pre-test, applied before starting the program of restorative methods for conflict management and the post-test, 
administered to the five months making it coincide with the completion of said program. For the implementation of the program, 
in the first place, it was necessary to confirm that the entire educational community was in favor of the application, and it was 
necessary for parents and/or guardians to sign the authorization to be able to make all the students participate actively. 

Through a pre-test/post-test research design, the perception of resolving conflicts using restorative practices was evaluated in 336 
Mexican students, 228 belonging to a Primary School and 108 belonging to a Secondary School. 

For the application of these workshops, there is a directive, family and educational staff commitment who considered the inter-
vention pertinent, a fundamental variable since there is a consistent relationship between the commitment and the success of the 
objectives of the school interventions. For its part, loyalty was measured through the complete execution of the workshops by the 
professional in charge during the project execution period. 

In the school context, is essential knowing which interventions work, and it is also essential to understand how to implement them 
to obtain the benefits they propose, bearing in mind that schools are dynamic and heterogeneous contexts [35]. The program that is 
proposed in this research is a program based on the positive results that have been obtained in different areas of the application of 
Restorative Justice to resolve conflicts, thus, hypothetically, the intervention should be successful. 

To put this program into practice, a specialized professional trained the students in restorative models where the most used models 
were Mediation and Restorative Conferences. Regarding the job satisfaction, it should be noted that it is associated with their vision of 
change and improvement based on the positive results that had been obtained in the project applied in the State Attorney General’s 
Office with minors who had offended. The methodology selected for the application of the project was based on an active and 
participatory methodology. The students participated in activities developed through playful-practical workshops focused on self- 
esteem, self-concept, development of social skills, emotional management, and socio-affective development. They carried out activ-
ities on values education, assertive communication, learning appropriate behaviors, and workshops on peaceful conflict resolution 
using restorative practices (mediation, conciliation, restorative conferences, among others). Before participating in the program, 
activities were carried out so that students and teachers could get to know the psychologist who was going to implement the work-
shops. Some of the activities that were carried out were, for example, Peace Day murals, workshops on identifying emotions and 
feelings, and strategies for emotional regulation and impulse control. Groups of student mediators were also created for each class who 
oversaw promoting the peaceful resolution of conflicts. 

Both the theoretical and practical sessions are appropriate to the purpose of the study, which is to know if there is an improvement 
in the perception of the students with respect to resolving conflicts by applying the restorative paradigm, after participating in a project 
of this nature. The purpose of these strategies was to make students aware of the positive results of the peaceful resolution of conflicts 
through dialogue, thus improving relationships and school coexistence. 

2.2. Context 

A program of restorative practices was applied as a proposal for conflict prevention, in a Primary School and a Secondary School in 
the state of Sonora (Mexico), located in a marginal urban context with a high index of conflict and violence. 

2.3. Participants 

On the one hand, 228 students from a Primary School with ages between 8 and 12 years (M = 9.59; SD = 1.16) participated in this 
research, where 55.7% were in the fourth year, 14.9% were studying in fifth grade and 29.4% were in sixth grade. 57% of the students 
were male and the entire sample under study resided in Hermosillo, Sonora. 

On the other hand, there was also a sample of 108 students from a Secondary School aged between 12 and 16 years (M = 13.36; SD 
= 1.13), 52% were in the first year of secondary school, 31% studied second and 17% belonged to third. 51.4% were women and all of 
them also resided in Hermosillo, Sonora. 
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2.4. Procedure 

The first contact took place with the directors of both schools who agreed to implement a conflict prevention project using 
restorative practices after prior explanation. In both schools, both the teachers and the families agreed with the application of the 
program and agreed to allow the students to participate in the weekly sessions to learn strategies and tools for peacefully resolving 
conflicts using restorative practices. After obtaining the informed consent of the families for the participation of their sons and 
daughters in the project, they proceeded to explain to the students that it was a research where collaboration was voluntary and 
anonymous. 

First, a preliminary evaluation of the teaching staff and the Management Team was carried out, by administering a questionnaire 
that asked them their perception of violence in the school center, with questions such as: What are the crimes that are most committed 
in your neighbourhood? Subsequently, a questionnaire scale type, was applied to students between the third and sixth years of Primary 
in their usual classrooms during a regular class period where the teacher of the course was present. In total, 228 students participated, 
distributed in 9 Primary Education classrooms between the ages of 8 and 12: 3 classrooms of fourth grade, 3 classrooms of fifth grade, 
and 3 classrooms of sixth grade. Regarding Secondary School, it should be noted that the students from the first to third year of 
Secondary School took a questionnaire in their usual classrooms during school hours. In total, 108 students participated in 10 Sec-
ondary Education classrooms aged between 12 and 16 years: 3 courses of the first year, 3 courses of the second year and 4 courses of the 
third year. 

After analyzing the results of the students on the perception of violence in their schools, the implementation of the conflict pre-
vention program applying restorative practices was assessed. The primary school students participated in three weekly didactic ses-
sions of one and a half hours each during the five months of the study, and the secondary school students participated in two weekly 
didactic sessions of 2 h each during the same period. The total number of hours that students from each of the schools participated in 
the project was approximately 90. At the end of the conflict prevention program, the same trainer applied the same questionnaire to 
the students as a post-test. 

The students participated in activities developed through playful-practical workshops focused on education in values, communi-
cation, learning behaviors, development of social skills, emotional management, and socio-affective development and in addition to 
preventive workshops for the peaceful resolution of conflicts using restorative practices such as mediation, conciliation, restorative 
conferences, among others through directed practices. Cooperative and value-based work was encouraged to improve self- 
determination and social skills, in addition to providing tools for proper emotional regulation through the control and management 
of emotional reactions, feelings and impulses. 

2.5. Instruments 

A questionnaire was administered to the students of both the Primary and the Secondary School, which sought to obtain infor-
mation about the situation of school coexistence and the difficult environment in the center, and the way students should manage 
them. The questionnaire included different types of questions: on the one hand, it included a series of sociodemographic data (sex, age, 
place of residence, and educational level) used to determine the profile of the sample (See appendix 1). 

On the other hand, it was included a question with statements that described the belief in the work of the police and the fair 
treatment of the Judiciary in Mexico, selected from the instrument of [61,62], that was translated and alluded to the Perception of Law 
and Legitimacy in Mexico. An example of the questions is “I have great respect for the police”, “I believe that the local police treat people 
fairly”, “We must all obey the laws because they are fair”. Another type of question was added that included statements related to the 
application of restorative practices to resolve conflicts with questions such as “Do you think that the school authorities (teachers and 
Principal) considered the rights of each party involved in the conflict or problem occurred at school?”,“All parties were heard in the process of 
solving a conflict or school problem”,“I agree that the process of solving conflicts or school problems in a peaceful manner has been author-
ized”or “The reparation of the damage of all the parties involved was achieved in the process of solving the conflict or school problem". 

For the evaluation of social skills, a sample of the Spanish version of [63] of the Matson Evaluation of Social Skills with Youngsters 
(MESSY), The Matson Assessment of Social Skills with Youth) was used and adapted. The scale allows evaluating specific social skills 
involved in adaptive social behaviors, as well as non-adaptive behaviors, considering the relationship with peers and adults, and is 
applied to children and young people from 4 to 18 years old. Some examples of items are “I hurt the feelings of others on purpose”, “I 
threaten other people or act like a bullying”, “I feel good if I help someone”, “I always want to be the first” or “I feel alone”. A question is also 
added that includes statements related to Self-efficacy such as “I feel capable of finishing what I am doing”, “I am looking for the solution to 
a problem” or “I feel incapable of fulfilling what I propose”. In these four scales the students were asked to respond on an 11-point 
Likert-type scale from 0 to 10, where 0 indicates total disagreement and 10 total agreements. 

Arc’s Self-Determination Scale (ARC) dimensions [64] was also used, of which a part of it was translated and where students were 
instructed to answer a 4-point scale where 0 = I do not do it even if I have the opportunity and 3 = I do it every time I get a chance. 
Some of the statements are: “I do housework”, “I keep myself clean and with good personal care” or “I choose my clothes and personal items 
that I use daily”. This scale is based on a good theoretical support, coherent and well-founded in the specific literature on self-regulation 
and motivation. This scale aims to assess two areas or subdomains: the degree of independence of the person, in relation to aspects of 
personal care, household chores and interaction with the environment; and the ability to choose or act according to preferences, 
beliefs, interests and abilities [65]. Finally, a question is included related to the Prosocial Self-Regulation Scale [66] that assesses 
prosocial involvement. Participants were asked to answer a 4-point scale where 0 = Not at all true and 3 = Very true. Some questions 
are, for example: “I do not hit someone because I do not like to hit others”, “I do not hit someone because I would feel bad about myself if I did”, 
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“I would help someone because I want people to like me” or " I would help someone because helping others is satisfying". 

2.6. Analysis of data 

The data obtained were analyzed using the SPSS version 25 program, applying descriptive and correlational procedures for paired 
samples. In addition, the Student’s t-test was used to compare the pre-test and post-test means. Said analyzes were applied both to the 
sample of primary school students and to that of secondary school students. 

3. Results 

The results of the analyzes carried out are described below in three different sections, differentiating the Primary School sample and 
the Secondary School sample: A) Descriptive of paired samples, B) Correlations of paired samples and C) Student’s T-tests. 

3.1. Primary school students 

Descriptive statistics and Cronbach’s Alpha analyses were performed for each of the scales. The analyses show, on the one hand, 
that the internal consistency of the dimensions is adequate since it ranges between 0.51 and 0.94; and on the other hand, that the 
internal consistency of the scales is adequate since the range is between 0.50 and 0.89 (Table 1).  

A) Descriptive of the paired samples 

The analyzes carried out show that there are improvements in the mean of the post-test variables with respect to the mean obtained 
in the pre-test, except for the Self-efficacy variable. To highlight the improvement in the result of the variable “Conflict Prevention” 
after the application of the conflict prevention project using the restorative paradigm. See Table 2.  

B) Paired sample correlations 

The results related to correlations show that there are no significant results, therefore, the variables are not linearly related to each 
other. (Table 3).  

C) Student’s t-tests of paired samples 

To find out if the improvement in the results is relevant, Student’s t-tests were performed for each scale. The analysis of the results 
points to some improvement in the variables analyzed, however, only the Self-determination variable shows a statistically significant 
improvement after the experience of restorative justice (Table 4). 

3.2. High school student body 

Descriptive statistics and Cronbach’s Alpha were analyzed for each of the scales. The analyses show, on the one hand, that the 
internal consistency of the dimensions is appropriate since it ranges between 0.61 and 0.95; and on the other hand, that the internal 
consistency of the scales is adjusted since the range is between 0.78 and 0.96 (Table 5). 

Table 1 
Cronbach’s alpha of scales and dimensions.  

Scales Dimensions Alfa Cronbach 
Scales 

Alfa Cronbach 
Dimensions 

Perception of Law and Legitimacy  0.74  
Self-Efficacy  0.50  
Social Skills Assessment  0.89   

Aggressiveness/Antisocial Behavior  0.94 
Social skills/Assertiveness  0.83 
Engagement/Altarianism  0.88 
Loneliness/Social anxiety  0.72 

Perception of conflict resolution school 
authorities  

0.79  

Self-determination  0.73   
Independence: self-care routine and family oriented roles  0.56 
Acting based on preferences, beliefs, interests and abilities: self- 
expression  

0.67 

Self-regulation  0.71   
Why don’t you hit someone when they misbehave?  0.77 
Why would you help someone in danger?  0.51  
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A) Descriptive of paired samples 

The results obtained reveal improvements in the results with respect to the mean of the variables in the post-test compared to the 
pre-test, except in the variable Social Skills Regarding the variable “Conflict Prevention” there is an improvement in the post-test of 
0.27 after the application of the restorative practices project as an alternative to conflict resolution. (Table 6).  

B) Paired Sample Correlations 

The results corresponding to the correlations show significant differences in Matson’s Social Skills (Table 7).  

C) Student’s t-tests of paired samples. 

Subsequently, Student’s t-tests were performed to test significance. The results reveal that there are significant differences in the 
Self-determination variable (Table 8), in addition to improvements in the perception of the law, and social skills with respect to the 

Table 2 
Paired samples statistics.   

Mean Sd Standard error of the mean 

Pair 1 Law Perception Pretest 7.36 1.72 0.11 
Law PerceptionPosttest 7.37 2.18 0.14 

Pair 2 Pretest self-efficacy 7.15 1.59 0.11 
Posttest self-efficacy 6.94 1.68 0.11 

Pair 3 Social Skills Pretest 5.31 1.40 0.09 
Posttest Social Skills 5.49 1.59 0.11 

Pair 4 Conflict Prevention Pretest 7.22 1.61 0.11 
Posttest Conflict Prevention 7.48 1.82 0.12 

Pair 5 Self-determination Pretest 2.00 0.53 0.04 
Posttest self-determination 2.13 0.52 0.03 

Pair 6 Self-regulation Pretest 1.88 0.59 0.04 
Posttest self-regulation 1.98 0.58 0.04  

Table 3 
Paired sample correlations.   

Correlation Sig. 

Pair 1 Perception Law Pretest 0.012 0.862 
Perception Law Posttest 

Pair 2 Pretest self-efficacy 0.048 0.475 
Posttest self-efficacy 

Pair 3 Social Skills Pretest 0.014 0.833 
Posttest Social Skills 

Pair 4 Conflict Prevention Pretest − 0.004 0.955 
Posttest Conflict Prevention 

Pair 5 Self-determination Pretest − 0.005 0.936 
Posttest self-determination 

Pair 6 Self-regulation Pretest 0.017 0.805 
Posttest self-regulation  

Table 4 
Paired samples T-tests.   

Mean Sd t df Sig. (bilateral) 

Pair 1 Law Perception Pretest − 0.01 2.76 − 0.06 227 0.95 
Law Perception Posttest 

Pair 2 Pretest self-efficacy 0.21 2.26 1.39 227 0.17 
Posttest self-efficacy 

Pair 3 Social Skills Pretest − 0.17 2.10 − 1.24 227 0.22 
Posttest Social Skills 

Pair 4 Conflict Prevention Pretest − 0.27 2.43 − 1.67 224 0.10 
Posttest Conflict Prevention 

Pair 5 Self-determination Pretest − 0.12 0.74 − 2.48 223 0.01 
Posttest self-determination 

Pair 6 Self-regulation Pretest − 0.10 0.82 − 1.76 221 0.08 
Posttest self-regulation  
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Table 5 
Cronbach’s alpha of scales and dimensions.  

Scales Dimensions Alfa Cronbach 
Scales 

Alfa Cronbach 
Dimensions 

Law and Legitimacy Perception  0.96   
General attitudes toward the police  0.95 
Attitudes toward the criminal justice system  0.94 
Attitudes toward obeying the law  0.82 

Self-Efficacy  0.78  
Social Skills Assessment  0.91   

Aggressiveness/Antisocial Behavior  0.92 
Social skills/Assertiveness  0.85 
Engagement/Altarianism  0.74 
Loneliness/Social anxiety  0.70 

Perception of conflict resolution school 
authorities  

0.95  

Self-determination  0,89   
Independence: Routine self-care and family-oriented functions.  0.62  
Acting on preferences, beliefs, interests, and abilities: recreational and 
leisure time.  

0.72  

Acting on preferences, beliefs, interests, and abilities: community 
participation and interaction.  

0.66  

Act based on preferences, beliefs, interests and abilities: After-school 
activities  

0.70  

Acting on preferences, beliefs, interests, and abilities: self-expression  0.80 
Self-regulation  0.92   

Why do you keep a promise to your friends?  0.77 
Why don’t you make fun of another young person when he or she makes 
a mistake?  

0.69 

Why don’t you hit someone when they misbehave?  0.73 
Why do you try to be kind to other young people?  0.75 
Why would you help someone who is in danger?  0.71  

Table 6 
Descriptive of paired samples.   

Mean Sd Standard error of the mean 

Par 1 Perception Law Pretest 5.61 3.82 0.37 
Perception Law Posttest 5.97 2.50 0.24 

Par 2 Pretest self-efficacy 6.69 1.60 0.15 
Posttest self-efficacy 7.16 1.99 0.19 

Par 3 Social Skills Pretest 5.23 1.51 0.15 
Posttest Social Skills 5.15 1.61 0.16 

Par 4 Conflict Prevention Pretest 6.38 1.82 0.18 
Posttest Conflict Prevention 6.65 1.96 0.19 

Par 5 Self-determination Pretest 1.95 0.43 0.04 
Posttest self-determination 2.20 0.74 0.07 

Par 6 Self-regulation Pretest 1.81 0.54 0.05 
Posttest self-regulation 1.91 0.76 0.07  

Table 7 
Paired sample correlations.   

Correlation Sig. 

Pair 1 Perception Law Pretest − 0.019 0.844 

Perception Law Posttest 

Pair 2 Pretest self-efficacy 0.102 0.294 
Posttest self-efficacy 

Pair 3 Social Skills Pretest − 0.278 0.004 
Posttest Social Skills 

Pair 4 Self-determination Pretest 0.020 0.834 
Posttest self-determination 

Pair 5 Self-determination Pretest − 0.052 0.592 
Posttest self-determination 

Pair 6 Self-regulation Pretest 0.134 0.167 
Posttest self-regulation  
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pretest scores. 

4. Discussion 

The results of the present study reveal an improvement in emotional self-regulation, self-determination and the use of peaceful 
strategies to resolve conflicts in students, after intervening in a dispute prevention project using the restorative approach. 

In educational institutions, the aim is to generate a communication environment that favors healthy coexistence, peaceful values, 
and the peaceful resolution of conflicts [7] however, this reality is different since in recent decades there have been conflicts in 
coexistence that instead of being considered an opportunity [4] lead to episodes of violence [1]. Due to the increase in situations of 
bullying and violence, initiatives are being proposed worldwide to help alleviate them [54]. For this reason, it becomes a phenomenon 
of great concern and, therefore, a significant field of research. 

Faced with this problem, experts in the field have designed programs to deal with this fact in educational institutions [28]. These 
programs are intended to promote the purpose of which is to promote a harmonious school culture, generating opportunities to 
adequately deal with relationships and problems [5]. The purpose of some of these programs is to teach how to resolve conflicts 
together through cooperation and communication. The school has the possibility of promoting, through culture, friendly social re-
lationships, care, and well-being, favoring personal and group growth and a culture of tolerance and appreciation for diversity and 
peace. It is essential that education programs for children and adolescents address human rights, universal values, non-violent conflict 
management [6]. 

For some decades in Mexico, researchers have carried out studies focused on violence and bullying due to the alarming figures, as 
can be seen in the results of the PISA report that shows that 23% of Mexican student’s report having suffered bullying sometimes [50]. 
In educational centers, conflicts are still resolved using corrective measures without favorable results as a response to violence, for 
which different lines of action are proposed, incorporating programs aimed at offering information for the prevention of violence in 
educational centers. Some countries have even incorporated Restorative Justice programs in the school environment, favoring, in 
addition to the resolution of the conflict, the restoration of the damage caused [41]. 

The results obtained in this study show that both the Primary School and Secondary School students consider the implementation of 
the conflict prevention project adequate. Our results support the vision of [54] who estimate that for an adequate coexistence a school 
intervention aimed at the positive management of problems is necessary. Our results also coincide with the pedagogical proposal “A 
Convivir Se Aprende” which indicates the possibility of creating scenarios of peace and improving coexistence by designing dynamics 
focused on dialogue and cooperative learning [1]. 

In this project we are based on the results obtained at the national and international level to select the restorative practices that 
were implemented in both schools. We selected peer mediation because it is the most studied alternative to the formation of skills for 
conflict resolution [36]. We also incorporate the paradigm of Restorative Justice because it aims, in addition to resolving conflicts 
peacefully, to restore damage. Restorative practices are conflict resolution strategies that seek democratic management of coexistence, 
seeking neutral alternatives to resolve the conflict and repair the damage through dialogue [40]. The results of a study conducted in 
schools in the United Kingdom, comparing evaluations of programs that employ restorative practices, revealed the importance of 
implementing these programs to create more welcoming spaces that foster respect among students [39]. 

In the study present here, it should be noted that restorative practices were implemented in classrooms with students through 
theoretical and practical sessions incorporating real interventions for the positive management of conflicts through oriented practices, 
with the intention of promoting school coexistence by contributing an educational response to conflicts, along the same lines, as the 
Integrated Coexistence Improvement Model [38]. Given that schools are the most appropriate spaces to apply anti-bullying programs 
[30], for the development of this study, restorative practices were applied, providing tools to students to solve problems using the word 
and not the word violence. It should be noted that none of the schools had received training in conflict prevention despite knowing how 
important it is in preventing violence. Special attention was paid to trying to improve social skills, communication channels, au-
tonomy, and tolerance, facilitating alternatives that would promote a culture of education in values and positive regulation of conflicts 
[4]. In education for the peaceful resolution of conflicts, students participate in experiences on positive conflict management, thus 

Table 8 
Paired samples T-tests.   

Mean Sd t df Sig. (bilateral) 

Par 1 Perception Law Pretest − 0.36 4.61 − 0.81 107 0.418 
Perception Law Posttest 

Par 2 Pretest self-efficacy 0.54 2.63 − 1.99 107 0.050 
Posttest self-efficacy 

Par 3 Social Skills Pretest − 0.22 2.43 0.36 107 0.720 
Posttest Social Skills 

Par 4 Conflict Prevention Pretest 0.21 2.64 − 1.04 107 0.301 
Posttest Conflict Prevention 

Par 5 Self-determination Pretest − 0.12 0.74 − 2.92 107 0.004 
Posttest self-determination 

Par 6 Self-regulation Pretest 0.10 0.86 − 1.24 107 0.217 
Posttest self-regulation  
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developing skills focused on dialogue [33]. 
One more task, perhaps one of the most important, will be to give the floor back to the participants, as defended in the restorative 

paradigm approach. It is necessary to involve students in the resolution of their conflicts and hold them accountable for their actions. In 
this line, the results of the study show improvement in the self-determination and self-regulation of the students at both schools after 
participating in the project, and it is that the programs that develop personal and social skills in the students have been successful since 
they have had favorable results [13]. Therefore, these results reveal that Primary School students after participating in a restorative 
practice program develop better self-regulation and use dialogue to resolve conflicts, thus avoiding episodes of violence. And as for the 
students at the Secondary School, highlight the improvement in their self-determination after participating in this project. The results 
of this study support this idea, based on the fact that it is the students themselves who are responsible for their actions, and it is they 
themselves who become aware and dialogue trying to resolve conflicts. As for the secondary school students, they highlight the 
significant improvement in self-determination after participating in this project. This data is relevant since self-determination leads 
students to act as the main causal agent in their lives and to make favorable decisions about their lives [65–67]. These results confirm 
the objective of this study since it is demonstrated that students, in addition to acquiring greater emotional self-reliance and 
self-determination after participating in the project focused on the restorative para-digma, internalize peaceful strategies to resolve 
conflicts. 

The results of this study support this idea, based on the fact that it is the students themselves who are responsible for their actions, 
and it is they themselves who become aware and engage in dialogue in an attempt to resolve conflicts. In addition, the positive results 
in terms of the self-efficacy of secondary school students after participating in the conflict prevention project should be highlighted. 
These results respond to the hypotheses raised at the beginning, the students’ awareness of using communication to solve conflicts and 
the restorative methods favor a positive coexistence by reducing violence. 

In addition to these two variables, this study analyzed the students’ perception of authority figures and the application of the law, 
where the results show improvements after participating in the conflict prevention project using restorative methods. The student body 
of both schools maintained a fairer and more equitable view from the authority figures. The Social Skills Scale was also studied. After 
participating in the program, the students developed improvement in social skills through cooperative work and the learning of values. 
These results support the data referring to the pedagogical proposal “A Convivir Se Aprende”, which shows that using activities that 
favor cooperative work and the strengthening of values, reduces episodes of bullying, and generates peaceful contexts. of coexistence 
[1]. 

In summary, the results of this research support that the implementation of restorative strategies in educational institutions im-
proves emotional self-regulation, self-determination and the use of peaceful strategies to resolve conflicts. These results are consistent 
with some programs focused on education in values and programs that ensure that specific problems such as bullying are addressed, 
teaching how to manage conflicts peacefully [33]. Therefore, it can be affirmed that the participation of students in the conflict 
prevention project using the restorative approach has positive effects on their well-being. To obtain more conclusive results, a 
longer-term follow-up would be necessary once the strategy is fully implemented in schools. 

5. Conclusions 

Education has an indispensable role to play in the progress of humanity towards the ideals of peace and freedom, and social justice. 
Education is the key to transform the reality that is lived in the classrooms, generating friendly interactions where good treatment 
prevails developing practices that consolidate a coexistence and a culture of peace. However, for decades, growing indiscipline and 
school violence are issues of notable social concern, due to the continuity and severity of its personal and social consequences, in 
addition to the limitations to carry out the teaching function. 

In Mexico, the number of investigations related to school violence and bullying has increased and initiatives have been designed to 
prevent and reduce these episodes. Some of these initiatives prioritize the use of strategies based on communication and listening. 
Thus, alternatives are sought that promote a culture of training in values and positive regulation of conflicts, with the aim of reducing 
violence. 

The initiative of the project applied in both schools agrees with the type of action most studied in relation to the formation of skills 
for conflict resolution, we refer to mediation between students, which is considered a good practice restorative. The vision that 
participating students have when it comes to resolving conflicts using restorative practices is positive, thus favoring new alternatives 
that promote the culture of education in values and positive coexistence. It must be considered that educational institutions are 
favorable contexts of peaceful values, coexistence capacities, and aptitudes for the proper management of conflicts. It should be noted 
that the workshops carried out in this project were based on communication, dialogue, respect, and active participation when it comes 
to resolving disagreements and making decisions since as point out, they are important elements of democracy. This study supports the 
idea that are the students themselves who internalize these values, becoming responsible and becoming aware of their actions, using 
dialogue to try to resolve conflicts. These results are in line with the OBPP, which is one of the best-known programs worldwide and 
focuses on relationships between equals (students) to reduce existing bullying situations and favor school social relationships. 

We believe that it is still necessary to continue working on these aspects, to turn from a culture of normalized school violence to a 
culture of peaceful coexistence. To prevent and address bullying requires the participation of society as a whole and at the institutional 
level, it is necessary to consider the role of the school and the role of teachers, parents, and mothers in their relationship with violence. 
An educational intervention in coexistence is needed aimed at the prevention of violence and the construction of peaceful environ-
ments, through restorative practices and integrated treatment in the resolution of conflicts from schools. 

Finally, it should be noted that this is exploratory research, where changes were observed by the researchers themselves. The 
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intention of this study was to observe possible changes after implementing the conflict prevention project using restorative practices. 
The results will allow to deepen in knowledge and new design. In addition, they will allow to support and accompany future research to 
obtain the real effect of the implementation of conflict prevention programs using the restorative approach. Therefore, these results 
can be seen as an indicator that can mark future lines of research. 

6. Limitations and prospective 

The present study has some limitations; on the one hand, it indicates the lack of a control group for comparison, either through a 
different intervention or with a group that did not participate in the program, so it is suggested that a control group be established for 
future studies. On the other hand, it should be noted that the results were positive, but sometimes they were not significant. The short 
period of implementation of the program can explain this fact, despite this we recommend carrying out a longitudinal study and 
throughout different educational stages, in order to determine more specifically the true effect and scope of the program. 

Despite the limitations, the findings of the present study provide suggestive data that may have an applied utility in the devel-
opment of educational programs and projects that are implemented with a longer duration in time. The data obtained show that there 
are substantial improvements in the variables studied. Taking these results into account, it would be convenient to develop educational 
projects with a transversal focus that would promote education in values and positive coexistence. Likewise, it is recommended for 
future studies to consider the follow-ups to evaluate that the change is maintained over time, all with the purpose of strengthening the 
empirical evidence that supports the use of preventive programs based on conflict prevention applying a restorative paradigm. 
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(2014) 19–34. 
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[27] D. Santoyo, S. Frías, Acoso escolar en México: actores involucrados y sus características, Rev. Latinoam. Estud. Educ. 44 (2014) 13–41. http://hdl.handle.net/ 

20.500.12799/3502. 
[28] M. Gastesi, J.C. Ripoll, Una revisión de la eficacia de los programas anti-bullying en España, Pulso (42) (2019) 51–72. 
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