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Abstract: This study assessed the impact of counter-mapping on university students’ perception 
and knowledge of their cities, focusing on cultural diversity, urban dynamics, and social challenges. 
Using a quasi-experimental design with pretests and posttests in the province of Alicante, Spain, 
changes in the understanding of urban geography, everyday life, and cultural diversity were 
analyzed among 54 Geography Didactics students. Likert scale surveys and open-ended questions 
were employed, complemented by statistical and qualitative analyses, to measure knowledge and 
perceptions before and after the counter-mapping project. The results indicate that although 
quantitative correlations did not show statistically significant significance, qualitative analysis 
revealed significant and profound learning. Participants uncovered the hidden layers of their urban 
environments and gained a better understanding of the complexities and challenges of their cities. 
The project promoted the development of critical skills such as analytical thinking, active research, 
and effective communication, proving to be a valuable pedagogical tool that surpasses the 
limitations of traditional teaching methods and encourages active and committed citizenship. This 
inclusive and multidimensional approach enriches the diversity of experiences and knowledge, 
significantly contributing to the teaching of urban subjects, community engagement, and social 
responsibility, laying the groundwork for proper tourist, cultural, social, or urban planning of city 
spaces. 

Keywords: counter-mapping; urban perception; geographic education; touristic planning; critical 
skills 

 

1. Introduction 

Critical thinking, based on our research and project, is a pedagogical approach that has gained 
popularity worldwide in the past decades. However, its application in education has not been 
without its problems and challenges [1–3]. 

Active methodology and critical pedagogy stand out in contemporary education for their focus 
on practical experience and the construction of knowledge relevant to the social reality and everyday 
life of students [4]. Reis and Formosinho highlight their benefits for creativity, active participation, 
and knowledge retention through techniques such as project-based learning and the flipped 
classroom [5]. On the other hand, critical pedagogy focuses on challenging educational inequalities 
and promoting social justice, recognizing the importance of an education that fosters critical 
awareness and transformative action [6,7]. Both approaches share the premise of placing the student 
at the center of learning, promoting knowledge connected to their environment, and participative 
strategies for the exchange of ideas [8–11]. However, critical pedagogy is distinguished by its 
commitment to addressing social inequalities and promoting social justice, while active methodology 
focuses more on the learning process and student participation [12–15]. 

The integration of active methodology within critical pedagogy is suggested as a means to foster 
active participation and critical reflection on social reality [16–18]. Freire and other educators 
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underline the importance of a didactic approach that promotes questioning and critical reflection 
through dialogue and the analysis of social issues [19,20]. According to Shor, critical pedagogy seeks 
to transform power structures within and outside the classroom, emphasizing that education must 
be contextualized to face the specific realities and challenges of each environment, especially in urban 
and multicultural contexts [21–24]. This critical approach is presented as essential for developing 
creative and sustainable solutions to social challenges, promoting an education that transcends the 
limitations imposed by external policies and regulations [24]. 

Approaching the more specific premises that have inspired our project, it is important to bring 
in the contributions of Jean-François Lyotard to postmodernism, fundamentally his emphasis on 
language games as essential forms of communication and expression in society [25]. Lyotard 
proposes that, in the postmodern era, knowledge has become decentralized, freed from the control 
of a central authority, implying a significant reconfiguration in the pedagogical realm [25–29]. This 
decentralization suggests that students should be seen not as mere passive recipients of information 
but as active participants in the generation and production of knowledge, contributing their unique 
perspectives and experiences to the learning process [30]. 

This approach goes beyond the traditional active method, proposing that knowledge is not a 
fixed entity owned by educators or experts, but a diverse and socially constructed spectrum [31]. 
Student participation, in this framework, is not limited to activity in learning but encompasses an 
active role in the construction of knowledge, recognizing the importance of “tacit knowledge” and 
“personal knowledge,” acquired through experience and practice rather than objective observation, 
thus challenging traditional positivist perspectives [32–36]. 

Moreover, Lyotard and Polanyi highlight how factors such as linguistic and cultural affinities 
influence the acquisition of scientific knowledge, underlining the importance of considering 
multiculturalism within cities and, therefore, in the classroom [37]. This approach proposes a 
paradigm shift towards a pedagogy that values and encourages diversity and inclusion, recognizing 
students as co-creators of knowledge within a broader and more diverse educational context. 

Our educational project is also inspired by the theories of Henri Lefebvre, who emphasized 
collective and transformative action in education and other areas to modify social and political 
structures [38]. Lefebvre critically examines urbanization, applying semiotic, structuralist, and 
poststructuralist methodologies to analyze urban complexity, promoting a deep understanding of 
urban space [39,40]. He opposes modernist views, emphasizing lived experience and the creation of 
an urban utopia based on self-determination and authenticity of social relationships, arguing that 
space is both a product and a medium of power relations [40–48]. 

Lefebvre considers education essential in shaping spatial and social relationships, capable of 
reproducing or transforming dominant spaces and powers [45,49]. He highlights the need for spatial 
awareness to challenge power structures, positioning education as a vehicle for social transformation 
towards more inclusive and democratic spaces [40]. He also analyzes how everyday aspects, affected 
by commodification and a lack of authenticity, can be sources of resistance and change, underlining 
the importance of reconsidering the everyday in post-consumerism [50]. 

Similarly, our educational approach is based on the principles of Carl Rogers, who highlighted 
the potential for personal growth and self-realization, promoting a learning environment 
characterized by empathy, congruence, and active listening. This approach encourages active student 
participation in their learning process, considering them unique and autonomous beings [51–55]. 
Rogers, a pioneer of humanistic psychology, sees education as a means for personal development 
and the construction of meaningful knowledge through self-directed learning. His methodology 
aligns with critical pedagogy, emphasizing critical reflection and social transformation in education 
[56–58]. 

Carvalho [59] considers education a means for humanization, emphasizing its role in developing 
critical, autonomous individuals responsible for their actions. Formosinho et al. [60] argues that 
education fosters freedom and personal responsibility, preparing individuals to be autonomous, 
socially responsible, and capable of managing their impulses through socialization and self-control. 
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Reflecting on post-truth in the context of critical pedagogy, we will highlight its impact on 
education, marked by an era where emotions and personal beliefs predominate over objective facts, 
complicating the educational field with the spread of fake news and information manipulation 
[61,62]. Frankfurt distinguishes deliberate deception from foolishness, with the latter being an 
indifference towards truth more harmful to the valuation of truthfulness [63,64]. Post-truth 
challenges the development of critical skills and evidence-based decision-making, encouraging 
reliance on unreliable sources [65–67]. 

Neil Postman warned about the risks of an educational environment dominated by media 
entertainment, limiting the depth of learning [68,69]. He suggests focusing on critical thinking and 
media literacy to counter these effects, with Bandura emphasizing the importance of appropriate 
models for social learning in post-truth environments [70,71]. Giroux investigates how media culture 
and commercialization affect education, promoting a critical education that resists manipulation and 
misinformation [72–76]. 

Not forgetting that our project carries a significant symbolic load, it is important to highlight 
Clifford Geertz’s concept of “symbolic efficacy,” referring to the power of cultural symbols in human 
perception and action, highlighting the influence of symbols in the construction of meaning and their 
relevance in education [77–80]. In this sense, we focus on edusemiotics, a pedagogical approach 
centered on meaning and communication that examines how signs and symbolic systems affect 
knowledge and learning, emphasizing the use of visual resources, interactive practices, and 
technologies to facilitate the construction of meanings [81–84]. This approach includes the analysis of 
signs in the educational environment, consideration of the cultural and social context in education, 
and the promotion of meaning construction by students [85–87]. 

But Ford, advancing the ideas of Henri Lefebvre, believes that we can go beyond critical 
pedagogy to address these issues, exploring the connection between education and spatial 
production, and proposing a distinct political pedagogy [46,63]. Ford criticizes the individualistic 
tendency of critical pedagogy, promoting the integration of education and critical geography to 
analyze and transform spatial and power structures in education [63,67]. This pedagogy seeks to 
reform social and spatial structures influenced by capitalism, considering education as a 
transformative force [65,66,88–90]. 

And to carry out all this, counter-mapping seems to us a very positive means. Mapping plays an 
important role in many fields and disciplines and is used, among other things, for planning and 
supporting decision-making in a wide variety of contexts [91]. Insofar as critical geographers point 
out that cartography is always a political process situated in a social context with specific purposes 
and effects [91–96], we will use counter-mapping for this. Indeed, in recent years there have been 
publications that have explored fundamental changes in the way cartography is understood and 
practiced as a social process [97]. Several authors have contributed to this discussion [92,95,98]. 

To conceptualize the use of counter-mapping, we have been guided by the postulates of Nelson 
& Chen [99] who present a problem-posing model based on Freire’s methodology [13], structured in 
five phases to enrich teaching through critical approaches. This process begins with the exploration 
of relevant themes through critical dialogue, followed by the coding and decoding of these themes 
into symbolic representations. Subsequently, a reflective dialogue on the themes and their 
relationship with the students’ experiences is promoted, leading to transformative actions in their 
context and concluding with a critical evaluation of the entire process. This model encourages active 
participation, critical reflection, and informed decision-making, seeking not only learning but also 
the development of social awareness among students. 

1.1. Objectives 

1.1.1. General Objectives 

 Assess the impact of the counter-mapping project on university students’ knowledge and 
perception of their cities, focusing on urban dynamics, cultural diversity, and social challenges. 
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 Examine how counter-mapping, as a pedagogical tool, can enrich understanding of urban 
spaces and foster active and committed citizenship among students. 

 Demonstrate the effectiveness of counter-mapping in developing critical skills, such as 
analytical thinking, active research, and effective communication, which are fundamental in 
the current urban and globalized context. 

 Explore the possibilities of counter-mapping to overcome the limitations of traditional teaching 
methods, promoting multidimensional learning that integrates active participation, on-site 
exploration, and critical reflection. 

 Contribute to the improvement of teaching related to urban life, community engagement, and 
social responsibility, through the implementation and evaluation of the counter-mapping 
project. 

1.1.2. Specific Objectives 

 Measure the change in the level of knowledge and perception about urban geography, cultural 
history, social diversity, and urban challenges of students before and after participation in the 
counter-mapping project. 

 Analyze the transformation in the appreciation and understanding of the “invisible city” by 
students, highlighting the importance of personal and community narratives in the 
construction of urban identity. 

 Evaluate the effect of counter-mapping in promoting critical reflection on urban spaces and in 
fostering a substantial change in the perception and appreciation of the cultural and social 
diversity of their cities. 

 Identify how the counter-mapping methodology influences the development of critical 
thinking and creativity skills, essential for informed and active citizen participation. 

 Investigate the relationship between students’ prior knowledge of their cities and the learnings 
acquired during the project, to determine the accessibility and universality of counter-mapping 
as an educational tool. 

2. Materials and Methods 

This research analyzed the impact of a counter-mapping project carried out in various cities 
within the province of Alicante (Spain) by university students of the Didactics of Geography course 
in the Education degree program. Likert scale surveys and open-ended questions were used to 
measure the level of knowledge before and after implementing the project. 

2.1. Study Design 

A quasi-experimental design was adopted, with pretest and posttest measurements, to evaluate 
changes in students’ knowledge and perceptions of urban geography, everyday life, and cultural 
diversity after participating in the counter-mapping project. 

2.2. Surveyed Population 

The surveyed population consisted of 54 students enrolled in the Didactics of Geography course 
of the Education degree program. The anonymity of all participants was ensured, with the 
information collected being treated with the utmost confidentiality and used solely for academic and 
research purposes, in compliance with ethical research standards. 

2.3. Data Collection Instruments 

 Likert Scale Surveys: Measured perceptions and attitudes towards city geography, everyday life, 
cultural diversity, and citizen participation before and after the project. 

 Open-Ended Questions: Provided detailed information on students’ experiences and 
perceptions regarding the counter-mapping project. 
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2.4. Data Analysis 

Various statistical and qualitative analyses were conducted: 
 Descriptive Analysis: Mean, standard deviation, and variance were calculated for each variable. 
 T-Test for Repeated Measures: Compare the level of knowledge before and after the project. 
 Wilcoxon Test for Related Samples: Evaluated changes in city knowledge and socio-emotional 

perceptions. 
 Regression Analysis: Determined the relationships between knowledge and perceptions pre and 

post-project, including the impact on historical and cultural knowledge, perception of everyday 
life, and about the “invisible city”. 

2.5. Perception Evaluation 

Changes in the perception of cultural diversity, citizen participation, commitment to personal 
and institutional actions, and the level of creativity and critical thinking were examined. Quantitative 
and qualitative analyses were used to provide a comprehensive view of the project’s effects. Atlas.ti 
software was utilized for qualitative analysis, while SPSS Statistics was employed for quantitative 
analysis. 

2.6. Método de Contra Mapeo 

To implement a practice using critical cartography and mapping, taking into account the 4Ks 
[100] and the problem-posing phases of Freire and Nelson & Chen [99], the following steps were 
followed: 
 Awareness: An activity was proposed that allowed students to become aware of the social reality 

not represented in official cartographies. 
 Research: Subsequently, students were asked to investigate the social realities they had 

identified in the previous activity. For example, students conducted interviews with residents 
of places not appearing on official maps to understand their stories and needs. 

 Critical Dialogue: Once students had gathered information about social realities, a critical 
dialogue was initiated in which the official representations of urban space were questioned, and 
reflections on the possibilities for transforming urban space were encouraged. 

 Transformative Action: Finally, a transformative action was proposed in which students used 
critical cartography and mapping to make visible the social realities they had identified and to 
propose solutions to the needs of the inhabitants of places not appearing in official cartographies. 
The Learning Stations carried out in the aforementioned phases were as follows: 

 The Historical City: The urban space and its transformation throughout history were analyzed, 
delving into what remained of that history, what those neighborhoods were like, and how 
people lived in them, sometimes coexisting with tourism or, in other cases, with poor building 
conditions, lack of accessibility or services, etc. 

 The Lived City: In this case, the everyday life of different population groups (children, youth, 
adults, and the elderly), leisure and available culture, consumption and services, prices of things, 
tourism, etc., were analyzed. 

 Invisible Cities: This is the most abstract aspect, due to its invisibility, but it is usually the most 
impactful and real of all when analyzed. They are the spaces and people that institutions do not 
want to be seen, that are isolated or marginalized. 

 City Among Cities: This is also apparently difficult to appreciate but, upon analysis, it was seen 
whether some environments or neighborhoods preserved traditions or identity markers more 
than others, that had their characteristics beyond belonging to the wider city space. Places where 
the “official” culture was not followed but their own. Their own spaces, neither better nor worse, 
but where things were done that are not experienced in other areas. 

 “Congress” of Results: After completing the work in all its phases, the counter-map was 
graphically made and presented by each group to the rest of the class, explaining its main 
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characteristics, and opening a dialogue among the entire class to search for contradictions, 
invisibilities, etc., and also comparing them with the rest of the projects carried out by other 
students. 
All of this was preceded by responses to the pretest on critical thinking pedagogy, potential tools 

for classroom use, and feelings before tackling the project, based on a Google form about cognition, 
emotion, and satisfaction. A similar survey was passed at the end of the project. 

 

Figure 1. Example of counter-mapping conducted by the authors in a neighborhood of Porto 
(Portugal). Source: Authors’ elaboration. 

3. Results 

3.1. Descriptive Analysis 

In the descriptive analysis of variables related to the counter-mapping project, aspects such as 
the number of responses, range, minimum and maximum values, total sum, and average were 
evaluated to understand the distribution and central tendencies of the participants’ responses. 

The research showed that knowledge about the city before the project was average suggesting a 
moderate understanding by the participants. This knowledge experienced a significant increase after 
the project, as reflected by the average changes in knowledge and the post-project knowledge level 
(Figure 2). 
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Figure 2. Descriptive analysis of knowledge variables after the project. Source: Authors’ elaboration. 

The data obtained from the counter-mapping project demonstrate a significant positive effect on 
the participants, evidenced by the increase in averages of almost all evaluated variables after 
participating in the project. This effect is observed in areas such as general knowledge and perception 
of the city, and creativity and critical thinking, indicating that the project has been crucial in enriching 
the participants’ awareness and understanding of their urban and cultural environment. 

The data reflect variations in standard deviations, indicating different degrees of uniformity in 
the participants’ responses. Variations in standard deviation, both in decreases and increases, suggest 
that, while some aspects promoted greater alignment in perceptions, others observed a diversity of 
opinions and experiences that enriched the analysis of the project’s impact. 

3.2. T-Test before and after Counter-Mapping 

The application of the T-test for paired samples in the context of the counter-mapping project 
revealed significant changes in the participants’ perceptions and knowledge before and after their 
involvement in the project (Figure 3). These changes reflect the project’s influence on different 
dimensions of the participants’ understanding and urban perception. 
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Figure 3. Pearson correlation for each pair of samples before and after the counter-mapping project. 
Source: Authors’ elaboration. A horizontal line at y=0 helps to differentiate between positive and 
negative correlations. 

Significant increases in the level of knowledge about the city after the project (Pair 1) were 
identified, evidencing the project’s effectiveness in enriching the urban and heritage knowledge of 
the participants. Additionally, notable changes were recorded in the perception of everyday life and 
in how information about the “invisible” city is understood (Pair 3), indicating an increase in critical 
awareness of how information about the urban environment is presented and hidden. 

The perception of cultural diversity also experienced a significant improvement (Pair 4), 
underlining the importance of recognizing the complexity and cultural richness of cities. From a 
transformative action perspective, both at the institutional (Pair 5) and personal levels (Pair 6), the 
project promoted recognition of the need to engage in change initiatives, highlighting the relevance 
of institutional and personal participation and commitment to urban transformation. This recognition 
extended to the perception of the importance of citizen participation (Pair 7), reinforcing the idea that 
citizen involvement is fundamental for the development of sustainable and participatory cities. 

The results also indicate a positive impact of the project on personal commitment towards urban 
change (Pair 8), emphasizing the crucial role individuals play in the sustainable transformation of 
cities (Pair 9). 

Thus, an overall increase in knowledge about the city (Pair 10) was observed, demonstrating the 
project’s capacity to expand participants’ urban understanding. Finally, the project had a favorable 
effect on promoting creativity and critical thinking (Pair 11), indispensable skills for addressing and 
solving contemporary urban challenges. 

3.3. City Knowledge Level Before and After Wilcoxon Test for Related Samples 

The Wilcoxon test, suitable for situations where differences between samples do not necessarily 
follow a normal distribution, provides a means to evaluate whether these changes are statistically 
significant without assuming the normality of distributions. Therefore, the application of the 
Wilcoxon test for related samples to analyze the level of knowledge about the city before and after 
the counter-mapping project offers a quantitative perspective on the educational impact of the 
initiative (Figure 4). 

 
Figure 4. Means and standard deviations for two evaluation points: “Knowledge Level of the City 
Before Project” and “Knowledge Level of the City After Project”. Source: Authors’ elaboration. 

With an initial mean of 2.6111 and a standard deviation of 1.18825 before the project, and a 
subsequent mean of 4.4259 with a standard deviation of 0.53560, the comparison of these data 
suggests a substantial improvement in the urban knowledge of the participants. The test result, with 
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a W value of 0.0 and an approximate p-value of 2.00e-13, confirms that the difference in the level of 
knowledge about the city before and after the project is statistically significant at a conventional 
confidence level. 

3.4. Regarding Whether the Degree of Prior Knowledge Influences the Level of Knowledge Gained after the 
Project 

3.4.1. City Knowledge 

As seen from the Wilcoxon test, there is a considerable increase in city knowledge after 
conducting the counter-mapping. But to what extent is this increase conditioned by prior knowledge? 
Investigating this link through Pearson’s correlation and non-parametric correlations of Kendall 
Tau_b and Spearman Rho can be relevant and shed light on the learning dynamics underlying the 
project (Table 1). 

Table 1. Correlations on city knowledge before and after the project. Source: Authors’ elaboration. 

 
Historical and Cultural Knowledge 

Level Before the Project 

Historical and Cultural 
Knowledge Level After 

the Project 

Historical and Cultural 
Knowledge Level Before the 

Project 

Pearson Correlation 1 ,680 
Sig. (two-tailed)  <,001 

Sum of Squares and Cross-
Products 

74,833 22,944 

Covariance 1,412 ,433 
N 54 54 

Historical and Cultural 
Knowledge Level After the 

Project 

Pearson Correlation ,680 1 
Sig. (two-tailed) <,001  

Sum of Squares and Cross-
Products 

22,944 15,204 

Covariance ,433 ,287 
N 54 54 

. The correlation is significant at the 0.01 level (two-tailed). 

The significant and robust correlation between prior knowledge and post-project acquired 
knowledge, indicated by a Pearson coefficient of 0.680, suggests that those students who had a more 
solid initial knowledge about the city tended to enrich and deepen their understandings throughout 
the project. This is reflected in the personal narratives of the students, where those with prior 
familiarity with the city, through residency or previous interest, describe a learning process that 
deepens and expands their existing knowledge, often in surprising areas they did not anticipate. 

On the other hand, students who started the project with little or no knowledge about the city 
report a significant enrichment of their historical and cultural understanding, driven by research 
activities and direct interactions with the urban space and its inhabitants (Figure 5). This 
demonstrates that the counter-mapping project catalyzed discovery and exploration, allowing these 
students to build a knowledge base from scratch. 
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Figure 5. Correlation between the level of city knowledge before and after the project. Source: 
Authors’ elaboration. 

The experiences described by students from the qualitative analysis of open-ended questions 
(Table 2), such as interviewing city residents, exploring historical and cultural sites, and participating 
in research activities, illustrate how the learning process was influenced by a combination of 
fieldwork, community interaction, and personal reflection. This multifaceted approach seems to have 
fostered deeper and more contextualized learning, where the acquired knowledge is intimately 
linked to personal experiences and the perception of urban space. 

Table 2. Qualitative Analysis. Open-ended questions on the variables “Level of historical and cultural 
knowledge before and after the project”. Source: Authors’ elaboration. 

2. What WAS your level of historical and cultural knowledge of that city before? Would 
you highlight anything specific that you knew before undertaking the project? 
 
5. Can you share some of the specific experiences or activities that contributed to your 
increased historical and cultural knowledge of your city AFTER your participation in 
the counter-mapping project? 

Source: Authors’ elaboration. 

3.4.2. Perception of Everyday Life 

The low and non-significant correlation between perceptions of everyday life before and after 
the project, reflected in quantitative results, indicates that participation in counter-mapping has 
significantly altered students’ perceptions (Figure 6). This variability in responses and the lack of a 
strong correlation suggest that the project achieved its objective of changing perceptions on a specific 
subject, in this case, the everyday experience of urban life. 
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Figure 6. Correlation on the perception of everyday life before and after the project. Source: Authors’ 
elaboration. 

The diversity of individual experiences and perceptions highlighted in the qualitative analysis 
(Table 3) underscores how the project fostered a more nuanced and deepened understanding of the 
city, beyond previous conceptions based on assumptions or superficial knowledge. 

Table 3. Qualitative Analysis. Open-ended questions on the variables “Perception of everyday life 
before and after the project.”. 

7. What was your perception BEFORE of everyday life in the city and its relationship with 
the tourist, economic, social, or cultural experience that you have highlighted from it?” 
 
10. Can you share some of the specific experiences or activities of the Lived City that 
influenced your perception of everyday life in the city AFTER your participation in the 
counter-mapping project? 

Source: Authors’ elaboration. 

After the project, according to qualitative analysis, a significant change in students’ perceptions 
is observed, reporting increased awareness and understanding of the complexity of everyday life in 
the city. This change is evidenced in the more critical evaluation of aspects such as the distribution 
and accessibility of urban services, the inclusion or exclusion of certain social groups, especially the 
elderly, and the identification of tensions between economic development and urban quality of life. 
Students highlight how the project allowed them to discover “the lived city,” i.e., the everyday 
experience of its inhabitants, through direct interaction with the urban space and its residents. This 
discovery manifested in identifying social gathering areas, evaluating the supply and demand of 
leisure and cultural spaces, and reflecting on the dynamics of social inclusion and exclusion. 

3.4.3. Influence of the Information from the Invisible City 

The low correlation between perceptions before and after the project, according to quantitative 
analyses, suggests that the project was effective in changing participants’ perceptions (Figure 7). This 
change is not reflected in a strong linear relationship between pre- and post-project perceptions, 
indicating that counter-mapping has provoked a significant reevaluation of how students understand 
official information and its impact on city perception. 
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Figure 7. Correlation on the perception of the influence of information from the Invisible City, before 
and after the project. Source: Authors’ elaboration. 

After participating in the counter-mapping project, students reported through qualitative 
analysis a greater awareness and understanding of the existence of an “invisible city” and the 
mechanisms by which official information may contribute to its concealment (Table 4). They 
identified specific aspects where official information has omitted or minimized certain urban realities, 
leading to a loss of city identity or the invisibility of certain societal sectors. This change in perception 
reflects a deeper understanding of urban life complexities and the importance of considering all 
voices and experiences within the city. 

Table 4. Qualitative Analysis. Open-ended questions on the variables “Perception of the concealment 
of the ‘invisible city’ before and after the project.”. 

12. Were you aware BEFORE the counter-mapping that official information could be 
generating the existence of an ‘invisible city’ in your environment? If so, can you provide 
examples or reasons that led you to this reflection (BEFORE counter-mapping)? 
 
15. Can you share your reflections and observations after your participation in the research of 
the Invisible City? Have you identified any specific aspect in which official information has 
contributed to hiding an “invisible city,” to the loss of city identity, or to the invisibility of 
certain sectors of society in the city? 

Source: Authors’ elaboration. 

3.4.4. Perception of Cultural Diversity Before and After the Project 

Through participation in the counter-mapping project, students began to recognize and value 
the richness of cultural and social diversity present in their environments (Table 5). They identified 
specific areas within their cities that operate with their dynamics, highlighting how these spaces offer 
services, traditions, and forms of social interaction that differ from other parts of the city. The project 
allowed them to discover “cities within a city,” recognizing the importance of these micro-
communities for the broader social and cultural fabric. 
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Table 5. Qualitative Analysis. Open-ended questions on the variables “Perception of cultural 
diversity before and after the project.”. 

17. What reflections did you have, BEFORE the counter-mapping project, about cultural 
and social diversity? Did you consider the possibility of there being ‘cities within a city’? 
 
20. Can you share your reflections and observations after your participation in this research 
project? Have you identified any specific aspect in which the research influenced your 
perception of cultural and social diversity in the “cities within the city” or its importance 
for community development? 

Source: Authors’ elaboration. 

This transformation in students’ perceptions aligns with quantitative results that showed a 
moderate correlation in the perception of cultural diversity before and after the project (Figure 8). 
This moderate change suggests that initial perceptions were not completely displaced but were 
enriched and expanded, reflecting a learning process that adjusts and deepens previous 
understanding without completely discarding it. 

 
Figure 8. Correlation on the perception of cultural diversity, before and after the project. Source: 
Authors’ elaboration. 

3.4.5. Perception Between Transformative Action at the Institutional Level Before the Project and 
Institutional Commitment After the Project 

Before the project, awareness of specific needs for change in their communities varied, with some 
students pointing out the lack of adequate infrastructure, insufficient services, and social issues 
requiring attention. This variability in initial perception suggests that, while there was a general 
awareness of the need for change, the level of commitment and specific understanding of how to 
contribute to that change was limited. 

Students’ responses (Table 6) reflect a wide range of concerns, from the need to improve public 
transportation and cultural infrastructure to addressing vulnerable groups such as the elderly and 
including adequate leisure spaces for youth. The lack of knowledge or passivity towards these issues 
before the project indicates that, although there was a perception of need, it did not necessarily 
translate into active action or commitment. 
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Table 6. Qualitative Analysis. Open-ended questions on the variables “Awareness of the need for 
institutional actions before and after the project.”. 

26. Provide specific examples (if any) of situations or experiences that influenced your 
perception of the need for transformative actions in your city BEFORE counter-mapping. 
 
27. Can you share examples of situations or events that led you, BEFORE counter-mapping, 
to consider your role in implementing transformative actions in your city? 

Source: Authors’ elaboration. 

The moderate correlation found quantitatively supports this evolution, suggesting that the 
project catalyzed greater engagement with institutional change, aligning with an improved 
perception of personal and collective capacity to influence urban dynamics (Figure 9). 

 

Figure 9. Correlation on the perception of institutional action, before and after the project. Source: 
Authors’ elaboration. 

Despite this positive evolution, the moderation of the correlation also points to a diversity in the 
change experience among participants, consistent with varied responses about their level of 
awareness and commitment before the project. This underscores the complexity of influencing 
perceptions and attitudes towards institutions and the importance of differentiated strategies that 
consider individual and collective experiences to foster deeper and sustained engagement with 
transformative actions at the institutional level. 

3.4.6. Perception Between Personal Transformative Action and Personal Commitment Before and 
After 

The moderate correlation underscores the significant impact that the initiative has had on 
participants (Figure 10). This link suggests that the activities and experiences proposed within the 
project framework have motivated participants to engage more deeply with the issues addressed, 
indicating that the project has been effective in fostering a change in perceptions and behaviors. The 
presence of a positive correlation, although not extremely high, implies that the project has succeeded 
in promoting critical reflection among participants, encouraging them to reconsider their level of 
personal commitment in an informed and autonomous manner. This result is essential for achieving 
sustainable and meaningful changes, as it reflects not just a change in participants’ attitudes, but also 
in their willingness to act by these new perceptions. 
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Figure 10. Correlation on the perception of institutional action, before and after the project. Source: 
Authors’ elaboration. 

The correlation indicates that the project has been successful in promoting greater active 
participation in relevant issues, crucial for empowering participants and effective community action. 
This increase in personal commitment suggests that participants are now more prepared and 
motivated to actively engage in actions related to the topics addressed by the project. 

3.4.7. Perception Between Civic Participation Before the Project and the Perceived Importance of 
Participation After the Project 

Participants have identified a range of urban issues, from the lack of adequate infrastructure and 
services to the need for social inclusion and environmental improvements. They conclude that 
collective action and personal commitment are essential for addressing these challenges, aligning 
with the moderate correlation found in the quantitative analysis between personal transformative 
action before the project and personally after the project (Figure 11). 

 

Figure 11. Correlation on the perception of civic participation, before and after the project.Source: 
Authors’ elaboration. 

This correlation reflects a change in participants’ attitudes, who initially might not have felt fully 
empowered or aware of their potential to influence change. Participation in the project has catalyzed 
increasing their understanding that civic participation is crucial for sustainable development and 
improving the quality of life in their cities. Examples provided by students, ranging from the need 
for leisure spaces to the improvement of public services and the inclusion of vulnerable groups, 
underline the diversity of areas in which they see a need for change. 
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This awareness translates into a greater commitment to specific actions that can contribute to 
urban transformation. Participants express a greater willingness to get involved in community 
initiatives, from proposing improvements to participating in awareness-raising and cleanup activities 
(Table 7). This commitment reflects an understanding that transformation depends not just on 
authorities but also requires active and propositional participation from citizens. 

Table 7. Qualitative Analysis. Open-ended questions on the variables “Perception of civic 
participation before and after the project.”. 

34. Can you share examples of how your participation in the project has influenced your 
perception of the importance of civic participation in transforming your city? 

Source: Authors’ elaboration. 

3.4.8. Perception Between Commitment to Institutional Actions Before and After the Project 

Although the quantitative correlation between institutional commitment before and after the 
project is moderate (Figure 12), qualitative narratives suggest a profound impact on individual and 
collective perceptions of the capacity to influence social and urban change (Table 8). 

 

Figure 12. Correlation on the perception of civic participation, before and after the project. Source: 
Authors’ elaboration. 

Table 8. Qualitative Analysis. Open-ended questions on the variables “Commitment to institutional 
actions before and after the project.”. 

33. Can you provide specific examples of situations or experiences within the project that 
have influenced your perception of the need for transformative actions in your city? 

Source: Authors’ elaboration. 

Testimonies reveal a broad spectrum of concerns, from the need to improve public infrastructure 
to promoting social inclusion and support for youth and the elderly. The identification of these issues 
underscores a change in participants’ perceptions of their role in promoting transformative actions, 
evidencing a shift towards a deeper commitment to collective well-being and improving urban 
quality of life. 

The analysis suggests that the project has catalyzed reflection and commitment to change, 
promoting greater awareness of the interdependence between citizens and institutions in creating 
more inclusive, sustainable, and livable cities. This increase in the perception of the need for active 
participation in transformative actions is reflected in participants’ desire to contribute to concrete 
solutions and seek constructive dialogue with institutions. 

3.4.9. Perception Between Commitment to Personal Actions Before and After the Project 
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The correlation identified between participants’ commitment before the project and the change 
in this commitment after its conclusion, with a Pearson correlation of 0.278, underscores a positive, 
although moderate, impact of the project on personal commitment (Figure 13). This result suggests 
that the project has fostered an increase in personal commitment, although the magnitude of this 
impact varies among participants. This variability implies that individual experiences and reactions 
to the project are heterogeneous, possibly influenced by a variety of personal factors. 

 

Figure 13. Correlation on the perception of civic participation, before and after the project. Source: 
Authors’ elaboration. 

The moderate significance of this correlation indicates that the project has been able to reinforce 
or enhance the existing personal commitment in some participants, rather than establishing a new 
level of commitment in those who initially did not demonstrate it. Therefore, while a positive effect 
is acknowledged, there is a clear potential to intensify this impact. This point is of utmost importance 
for the ongoing evaluation and improvement of the project, suggesting the need for adjustments in 
the proposed activities or methodological approaches to increase personal commitment among 
participants. In any case, this result validates the project’s direction toward its goals of positively 
influencing participants’ perceptions and behaviors. 

3.4.10. Perception Between General Knowledge Before the Project and After 

Before starting the project, many participants had limited knowledge or focused on tourist and 
superficial aspects of their cities. Participation in the project allowed them to discover the richness of 
local history, the importance of cultural traditions and festivities, and the existence of social and 
economic problems affecting their communities. The counter-mapping methodology, based on 
participatory research and interviews with residents, provided students with tools to explore and 
understand urban dynamics from a more inclusive and deep perspective. 

This change in perception and knowledge was not dependent on the initial knowledge level of 
participants (Figure 14), aligning with quantitative findings indicating a lack of significant correlation 
between general knowledge before the project and the change in this knowledge after its completion 
(Table 9). This result suggests that the project impacted participants equitably, regardless of their 
starting point regarding knowledge about the city. 
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Figure 14. Correlation on the perception of civic participation, before and after the project. Source: 
Authors’ elaboration. 

Table 9. Qualitative Analysis. Open-ended questions on the variables “General knowledge and 
perception before and after the project.”. 

36. Is there any particular aspect of your knowledge or perception of the city that you 
consider important before starting the project? 
 
39. Can you share some of the specific experiences or moments that contributed to your 
change in knowledge and perception of the city during your participation in the counter-
mapping project? 

Source: Authors’ elaboration. 

The counter-mapping experience fostered greater awareness of the diversity of urban 
experiences and emphasized the importance of considering varied perspectives in urban analysis and 
planning. The specific moments highlighted by participants, such as interviews with residents and 
exploration of lesser-known areas of the city, contributed to a significant change in how they perceive 
and value their urban environment. 

This qualitative analysis highlights the project’s ability to promote meaningful learning and 
critical reflection on urban spaces, beyond mere knowledge accumulation. By challenging previous 
perceptions and fostering an empathetic and reflective approach to the city, the project has enriched 
participants’ understanding of the complexity and richness of their urban environments, preparing 
them to contribute more informedly and committedly to civic and community life. 

3.4.11. Perception Between Level of Creativity and Critical Thinking Before and After the Project 

The positive but low correlation between levels of creativity and critical thinking before and 
after the project, according to quantitative data, finds an echo in students’ qualitative responses. 
Although improvement is evident, variability in individual perceptions suggests that additional 
factors, such as personal interest, motivation, and group dynamics, could significantly influence 
learning outcomes. 

Students report an advancement in their ability to critically analyze information, contrast 
sources, and reflect on urban issues from diverse perspectives. This demonstrates that the project has 
been a catalyst for critical evaluation of data and fostering a deeper awareness of social and urban 
dynamics. Collaboration and idea exchange among peers appear as key elements in the learning 
process. This group dynamic not only enhanced creativity and critical thinking but also provided a 
supportive environment where students could collectively overcome the challenges inherent in the 
project. 
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Figure 15 shows the correlation between the level of creativity and critical thinking before and 
after the project. Additionally, it illustrates the variability and change in these measures over time 
with a scatter plot including regression lines before and after the project to highlight the correlation 
and changes in covariance. This visual highlights how the project has impacted students’ levels of 
creativity and critical thinking. 

 

Figure 15. Comparison of creativity and critical thinking, before and after the project. Source: Authors’ 
elaboration. 

Most students did not anticipate the extent to which their participation in the counter-mapping 
project could enrich their creativity and critical thinking. This suggests that the experience exceeded 
prior expectations, emphasizing the importance of practical and interactive projects in the 
educational field for the development of cross-curricular competencies. 

Personal narratives indicate a significant educational impact of the counter-mapping project, 
evidencing not only an increase in creativity and critical thinking skills but also a change in 
perception about the utility and applicability of what was learned in real contexts (Table 10). 

Table 10. Qualitative Analysis. Open-ended questions on the variables “Level of creativity and critical 
thinking before and after the project.”. 

41. How did you honestly expect, BEFORE counter-mapping, that your participation in the 
project would impact your level of creativity and critical thinking? 
 
44. Can you share some of the specific experiences or activities that contributed to your 
development of creativity and critical thinking during your participation in the counter-
mapping project? 

Source: Authors’ elaboration. 

Several responses highlight how the challenge of synthesizing and representing complex 
information on a map enhanced students’ creativity. The need to be original in presenting their 
projects and creating didactic units illustrates how counter-mapping fosters innovative thinking and 
creative problem-solving. 

3.4.12. Conclusions from Quantitative (Correlations) and Qualitative Analysis 

The conclusion derived from integrating quantitative and qualitative analyses regarding the 
counter-mapping project underscores its effectiveness in enriching and transforming students’ 
knowledge and perception of their cities. Although quantitative correlations did not show marked 
statistical significance (Table 11), which could initially suggest a lack of direct impact of prior 
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knowledge on the learnings acquired during the project, the qualitative analysis reveals a different 
story. This comprehensive approach demonstrates that the project facilitated meaningful and deep 
learning, allowing participants to discover the hidden layers of their urban environments and better 
understand the complexities of life and challenges of their cities, regardless of their initial level of 
knowledge. 

Table 11. Summary of correlations, before and after the project, and their consequences. 

Variable 
Existing 

Correlation 
Before After Consequences 

City Knowledge 
 

Strong Positive 
Previous 

Knowledge 
Subsequent 
Knowledge 

Greater Utilization 

Everyday Life 
Perception 

 
Low Positive 

Previous 
Perception 

Subsequent 
Perception 

Significant Change 

Invisible City 
Information 

 
Low Positive 

Previous 
Perception 

Subsequent 
Perception 

Significant Influence 

Cultural 
Diversity 

Perception 
 

Moderate 
Positive 

Previous 
Perception 

Subsequent 
Perception 

Perception 
Adjustment 

Institutional 
Transformation 

Action 
 

Moderate 
Positive 

Previous 
Awareness 

Subsequent 
Commitment 

Commitment 
Increase 

Personal 
Transformation 

Action 
 

Moderate 
Positive 

Previous 
Commitment 

Subsequent 
Commitment 

Critical Reflection 

Citizen 
Participation 

 
Low Positive 

Previous 
Participation 

Importance 
Perception 

Increased Valuation 

Institutional 
Actions 

Commitment 
 

Moderate 
Positive 

Previous 
Commitment 

Subsequent 
Commitment 

Moderate Evolution 

Personal Actions 
Commitment 

 

Moderate 
Positive 

Previous 
Commitment 

Subsequent 
Commitment 

Moderate Increase 

General 
Knowledge 

 
Not significant 

Previous 
Knowledge 

Knowledge 
Change 

Uniform Impact 

Creativity and 
Critical Thinking 

Level 
Low Positive Previous Level Subsequent Level Potential Influence 

Source: Authors’ elaboration. 

3.5. Change Variables 

We have also analyzed the change in participants’ perception or knowledge level after their 
involvement in a counter-mapping project, using a Likert scale from 1 to 5. 

The review of additional data provided by post-participation change variables in the counter-
mapping project and its comparison with conclusions previously drawn from earlier quantitative and 
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qualitative analyses allows for a deeper understanding of the project’s impact on participants. High 
responses on the Likert scale, especially in areas like the city’s historical and cultural knowledge, 
perception of everyday life, the influence of official information on revealing an “invisible city,” 
appreciation of cultural and social diversity, and change in the level of creativity and critical thinking, 
affirm the project’s effectiveness in promoting meaningful learning and a perceptual change among 
participants. 

The variability in responses, while present, does not contradict previous conclusions but 
complements them, offering a more nuanced view of the project’s impact. Notably, despite this 
variability, averages indicate a general perception of improvement in all evaluated aspects. This 
suggests that the project achieved its goal of enriching participants’ knowledge and understanding 
of their urban environment, regardless of individual differences in prior experience or gender. 

The analysis of gender differences in perception of change could have revealed specific nuances 
in how men and women experienced the project. However, the absence of significant gender 
differences in overall conclusions suggests that the project was equally effective for all participants, 
an important finding that confirms the universality and accessibility of the counter-mapping project 
as an educational tool. 

The high levels of perceived change in historical and cultural knowledge, as well as in the 
perception of cultural and social diversity, reinforce the idea that the counter-mapping project not 
only increased students’ awareness of specific aspects of their cities but also fostered a deeper 
appreciation for the complexity and richness of urban spaces. This aligns with previous conclusions 
highlighting counter-mapping as an effective method for exploring and understanding the diversity 
and dynamics of cities from a critical and reflective perspective. 

In terms of creativity and critical thinking, the perceived increase in these skills after 
participating in the project confirms and extends previous conclusions on the pedagogical value of 
counter-mapping. This finding underscores the project’s capacity not only to impart specific 
knowledge but also to develop critical thinking skills, essential for informed and active citizen 
participation. 

3.6. Regression Analysis on Knowledge before and after Counter-Mapping 

To summarize and present the extensive results of the regression analysis conducted on the 
impact of the counter-mapping project on different dimensions of learning and perception, we have 
produced Table 12. 

Table 12. Summary of Regressions on knowledge, before and after the project, and their 
consequences. 

# Analyzed Variable R squared P-value        Brief Conclusions                      

1 
Change in historical and 

cultural knowledge  
 

4.3% 0.067 
Weak and not significant 

correlation     

2 
Relationship knowledge 

before-after  
 

46.3% <0.001 Strong and significant relations 

3 
Perception of everyday 

life                     
0.4% 0.318 

Weak and not significant 
negative correlation 

 

4 
Change in perception of 

everyday life 
 

0.1% 0.428 
Weak and not significant 

relationship 

5 
Perception of the 

‘invisible city’ 
 

1.4% 0.397 
Weak and not significant 

relationship 
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6 
Perception of cultural 

diversity 
 

2.2% 0.289 
Weak and not significant 

relationship 
 

7 
Perception of institutional 

actions 
 

8.4% Significant 
Moderate and significant 

relationship 

8 
Personal commitment to 

actions 
 

13.3% Significant 
Moderate and significant 

relationship  

9 Civic participation 3.9% 0.075 
Weak positive relationship  

 

10 
Change in personal 

commitment 
 

7.8% Significant 
Moderate and significant 

relationship  

11 General knowledge 35% <0.001 
Strong and significant 

relationship  
 

12 
Creativity and critical 

thinking 
6.7% 0.059 

Moderate relationship, 
marginal 

Source: Authors’ elaboration 

An example is a scatter plot with a regression line (Figure 16) on the “Change in historical and 
cultural knowledge”; documented as variable #1 in Table 13. This visual approach directly visualizes 
the correlation between prior knowledge (independent variable) and the change in knowledge 
(dependent variable), allowing identification of trends and the strength of the relationship. 

 

Figure 16. Significant relationships and patterns were observed in regressions, before and after the 
project. Source: Authors’ elaboration. 

As seen in Figure 16, the Pearson Correlation is 0.207, indicating a weak positive correlation 
between prior knowledge and change in knowledge, which is consistent with the analysis provided. 
The P-Value of 0.067 suggests a trend towards statistical significance, though it does not meet the 
conventional threshold of 0.05, indicating that the relationship is not statistically significant at the 
conventional level. Therefore, this graph provides a visual representation of how, in this case, 
participants’ prior knowledge of the city’s history and culture has a weak influence on the change in 
their knowledge after the counter-mapping project, as also seen in the previously conducted 
Correlation analyses. 

For Figure 17, we have selected some of the most significant relationships to visualize in graphs 
(including the one treated in the previous figure). Thus, we have generated four graphs that 
effectively illustrate the significant relationships and patterns observed in the data. 
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(a)            (b) 

 
(c)           (d) 

Figure 17. Significant relationships and patterns were observed in regressions, before and after the 
project. (a). The relationship between historical and cultural knowledge before and after the project, 
(b). The change in personal commitment to actions before and after the project, (c). Perception of 
Cultural Diversity Before vs After the Project, (d). Perception of Institutional Actions Before vs After 
the Project. Source: Authors’ elaboration. 

In (a). Historical and Cultural Knowledge Before vs after the Project, a general improvement in 
participants’ historical and cultural knowledge following the counter-mapping project is observed. 
In (b). Personal Commitment to Actions before vs after the Project, illustrates the change in personal 
commitment to actions, indicating an increase in participants’ commitment as a result of their 
participation in the project. In (c). Perception of Cultural Diversity before vs after the Project, shows 
a slight increase in the perception of cultural diversity, indicating that participants may have 
developed a greater appreciation or awareness of the city’s cultural diversity as a result of the project. 
Lastly, in (d). Perception of Institutional Actions before vs after the Project, illustrates an increase in 
the perception of the importance and impact of institutional actions, suggesting that the project may 
have fostered greater awareness or valuation of the contribution of institutions in urban and cultural 
development. Therefore, it demonstrates how the counter-mapping project has impacted 
participants’ perceptions in different aspects, complementing previous analyses and providing a 
more complete view of the project’s impact. 

This analysis ultimately emphasizes the complexity of the learning process, where prior 
knowledge emerges as a significant, but not exclusive, factor, reinforcing the need for educational 
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interventions that are accessible and enriching for a broad spectrum of participants. It underscores 
the necessity to consider a range of influences and educational experiences beyond prior knowledge, 
promoting meaningful learning that is supported by both previous experiences and new learning 
opportunities offered by the project. The analysis also reveals that the educational impact of projects 
like counter-mapping cannot be measured solely in terms of knowledge acquisition. It is crucial to 
consider how these interventions alter individuals’ perceptions of their surroundings and how 
additional factors, outside the direct educational realm, can influence learning outcomes. This 
highlights the importance of adopting holistic pedagogical approaches that address both knowledge 
and perception to foster comprehensive change in participants. Moreover, there is a suggested need 
for more detailed research to understand the underlying mechanisms facilitating changes in 
perception of everyday life and other less direct aspects. The identification of atypical cases and the 
minimal relationship between certain prior and subsequent perceptions suggest individual variations 
in how participants respond to the project, warranting further exploration in future research. 

4. Discussion 

Very much in line with the counter-mapping project we have launched, Mèlich has examined 
the intersection between symbolic anthropology and education, highlighting how symbols and 
meanings are crucial in the construction of identities and subjectivities, which have direct 
implications for education [101]. Jodi Dean, on the other hand, introduces the concept of “symbolic 
efficiency,” describing it as the capacity of symbolic systems to influence people’s perceptions and 
actions, generating ideological consensuses that favor the capitalist system. In this context, symbolic 
efficiency facilitates domination through consensus and persuasion, rather than coercion, 
establishing what is considered legitimate within society [102,103]. 

Dean argues that this system promotes an individualism that isolates and alienates, turning 
communication into a means for consumption rather than for collective construction and social 
transformation [103]. However, despite the challenges of communicative capitalism, new 
pedagogical avenues (where we believe counter-mapping perfectly fits) that leverage digital 
communication and social networks to foster participation and collaboration in education are 
explored, thus promoting transformative pedagogical currents and collaborative learning in online 
communities. 

The impact of education on socio-emotional development is fundamental to our project, due to 
its importance in fostering social and emotional skills along with academic knowledge [104,105]. 
Socio-emotional development encompasses the ability to manage emotions, establish positive 
relationships, make responsible decisions, and resolve conflicts, which are essential for success in 
school, work, and personal realms. Integrating socio-emotional education into the school curriculum 
has been shown to improve academic performance, emotional resilience, and psychological well-
being, and reduce disruptive behaviors such as bullying [106,107]. Therefore, our approach aligns 
with the Pedagogy of Dialogue, which values participative communication and mutual respect in the 
educational process [108,109] and is inspired by Foucault’s notion of “parrhesia,” which promotes 
sincerity and critical thinking in education [110–113]. 

Fadel, et al. [100] focus on 21st-century education and identifying the key skills students need to 
succeed in the current and future world. According to their research, key skills include the 4Cs: 
creativity, critical thinking, communication, and collaboration. These skills are fundamental for 
preparing students to face the challenges of today’s and future world, and to succeed in a variety of 
fields and professions. 

In the same vein, for Dantas-Whitney et al. [106], educators must provide students with a 
framework for critical reflection, to better understand their students’ needs and create meaningful 
and relevant learning opportunities for them [107]. 

In another vein, as our project has a subsequent phase of result analysis from both pretest and 
posttest surveys, it is important to know what critical pedagogy proposes in aspects related to 
research in Education in general and the study of narratives in particular. McLaren [109] examines 
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the relationships between critical theory and educational research. In the context of educational 
research, critical theory is applied to examine and question existing educational practices and 
teaching systems. It is interested in understanding how educational institutions can reproduce social 
inequalities and how they can be transformed to promote equity and liberation. 

Hence, from the critical approach, qualitative research seeks to question power structures and 
inequalities in the field of study. Gallagher [114] examines the tensions and dilemmas researchers 
face when conducting qualitative research, especially about critical, creative, and post-positivist 
perspectives. Jackson & Mazzei [115] focus on the concept of “voice” in qualitative research and 
challenge conventional, interpretive, and critical conceptions of how it is understood and applied in 
this field. Kincheloe, et al. [116], likewise, address the relationship between critical pedagogy and 
qualitative research. Davis [117] also highlights the importance of participants’ voices in qualitative 
research and how it can be used to inform and promote more inclusive and equitable educational 
policies and practices. 

More recently, Wang [118] focuses on promoting qualitative research methods to foster critical 
reflection and change in various fields of study. Moreover, Wang emphasizes the importance of using 
qualitative research as a tool for social change and transformation [118]. Finally, Díaz, et al. [119] have 
focused on the applicability of critical qualitative methodology in addressing research on the 
development of critical thinking through critical debate as a pedagogical strategy. 

5. Conclusions 

The counter-mapping project has proven to be a valuable pedagogical tool, capable of 
transcending the limitations of traditional teaching methods by providing students with a platform 
to explore, question, and reimagine their relationship with urban space. In doing so, it has fostered 
not only multidimensional learning but also the development of critical skills such as analytical 
thinking, active research, and effective communication. These are essential competencies in an 
increasingly urban and globalized world, where understanding and acting upon social and spatial 
dynamics becomes an integral part of civic education. 

Through a methodology that combines field research, interviews, and reflective analysis, 
participants have achieved a more nuanced understanding of the complexity and richness of urban 
spaces. This approach has allowed not only for an increase in awareness of specific historical and 
cultural aspects but also for the promotion of an appreciation for cultural and social diversity, as well 
as the development of critical skills essential for active and committed citizenship that can be very 
useful for the subsequent development of projects related to tourism, cultural promotion, social 
action, urban planning, etc. 

The project’s effectiveness in inducing significant changes regardless of participants’ prior 
knowledge underscores its value as an inclusive tool, capable of adapting to and enriching a diversity 
of experiences and knowledge. Therefore, we can conclude that both quantitative and qualitative 
analyses provide a complex perspective on the project’s impact, revealing that prior knowledge is a 
significant but not exclusive factor in the learning process. 

Author Contributions: Conceptualization, P.R. and S.S.; methodology, P.R. and S.S.; software, S.S.; validation, 
P.R.; formal analysis, P.R. and S.S.; investigation, P.R. and S.S.; resources, P.R. and S.S.; data curation, X.X.; 
writing—original draft preparation, P.R.; writing—review and editing, S.S.; visualization, P.R. and S.S.; 
supervision, S.S.; project administration, P.R. All authors have read and agreed to the published version of the 
manuscript. 

Funding: This research received no external funding. 

Data Availability Statement: Dataset available on request from the authors. 

Conflicts of Interest: The authors declare no conflict of interest. 

References 

1.  Clark, L.B. Critical Pedagogy in the University: Can a Lecture Be Critical Pedagogy? Policy Futures in 
Education 2018, 16, 985–999. 

Preprints.org (www.preprints.org)  |  NOT PEER-REVIEWED  |  Posted: 7 February 2024                   doi:10.20944/preprints202402.0428.v1

https://doi.org/10.20944/preprints202402.0428.v1


 26 

 

2.  Udas, K. Participatory Action Research as Critical Pedagogy. Systemic Practice and Action Research 1998, 11, 
599–628. 

3.  Uddin, M.S. Critical Pedagogy and Its Implication in the Classroom. Journal of Underrepresented & Minority 
Progress 2019, 3, 109–119. 

4.  Westbrook, R.B. John Dewey and American Democracy; Cornell University Press, 2015. 
5.  Reis, C.S.; Formosinho, M.D.D. Coping with Children’s Wit: Materials for a Dialogical Odyssey; 2019. 
6.  Bartolomé, L.I. Critical Pedagogy and Teacher Education: Radicalizing Prospective Teachers. Teacher 

education quarterly 2004, 31, 97–122. 
7.  Saldivia, L.A.; Cárcamo, M. Pedagogía de La Incertidumbre; 2021. 
8.  De Landsheere, V.; De Landsheere, G. L’éducation et La Formation : Science et Pratique; Presses universitaires 

de France: Paris, France, 1992. 
9.  Freinet, C. L’école Moderne Française : Guide Pratique Pour l’organisation Matérielle, Technique et Pédagogique de 

l’Ecole Populaire; FeniXX, 1957. 
10.  Dewey, J. Experience and Education. Educ. Forum 1986, 50, 241–252. 
11.  Freire, P. Pédagogie de l’autonomie; Érès, 2006. 
12.  Araujo, J.; Betancourt, J.; Gómez, J.D.S.; González, F.J.; Pareja, M.T. La Pedagogía Crítica El Verdadero Camino 

Hacia La Transformación Social; 2015. 
13.  Freire, P. Pedagogy of the Oppressed. Continuum 1970, 72, 43–70. 
14.  Hooks, B. Teaching to Transgress; Routledge, 2014. 
15.  Mendoza, C.H.; Davis, R.; Weise, J. La Pedagogía Crítica y Las Ciencias Sociales. Hispania 2018, 101, 368–

380. 
16.  Gutiérrez Borda, A.E. Metodología Activa Como Estrategia Didáctica En El Desarrollo Del Pensamiento 

Crítico En Los Estudiantes de La IE Máximo De La Cruz Solórzano de Ica-2019, 2021. 
17.  Valdivia, R.I.L. Las Metodologías Activas y El Foro Presencial: Su Contribución al Desarrollo Del 

Pensamiento Crítico. Revista Electrónica” Actualidades Investigativas en Educación” 2010, 10, 1–18. 
18.  Vargas, I.; González, X.; Navarrete, T. Metodología Activa En El Estudio de Caso Para Desarrollo Del 

Pensamiento Crítico y Sentido Ético. Enfermería universitaria 2018, 15, 244–254. 
19.  Freire, P. Conscientizacao. Teroria e Práctica Da Lubertaçao. Una Introduçao Ao Pensamiento de Paulo Frerire; 

1979. 
20.  Reis, C.S.; Formosinho, M. Didatizar o Processo de Ensino e Aprendizagem Da Filosofia Da Educação. 2013. 
21.  Critical Pedagogy in Uncertain Times: Hope and Possibilities; Macrine, S.L., Ed.; Springer Nature, 2020. 
22.  Evans-Winters, V. Leaders-Cloaked-As-Teachers:Toward Pedagogies of Liberation. In Critical Pedagogy and 

Teacher Education in the Neoliberal Era [electronic resource]: Small Openings; Groenke, S., Hatch, J.A., Eds.; 
Springer Netherlands, 2009; pp. 141–157. 

23.  Hatch, J.A.; Meller, W.B. Becoming Critical in an Urban Elementary Teacher Education Program. In Critical 
Pedagogy and Teacher Education in the Neoliberal Era [electronic resource]: Small Openings.; Groenke, S., Hatch, 
J.A., Eds.; Springer Netherlands., 2009; pp. 219–233. 

24.  Greenwood, D.A.; Agriss, S.W.; Miller, D. Regulation, Resistance, and Sacred Places in Teacher Education. 
In Critical Pedagogy and Teacher Education in the Neoliberal Era [electronic resource]: Small Openings.; S. 
Groenke, &. J.A.H., Ed.; Springer Netherlands, 2009; pp. 157–173. 

25.  Lyotard, J.F. The Postmodern Explained: Correspondence, 1982-1985; U of Minnesota Press, 1993. 
26.  Lyotard, J.F. The Postmodern Condition: A Report on Knowledge; University of Minnesota Press: Minneapolis, 

1984. 
27.  Lyotard, J.F. The Differend: Phrases in Dispute; 1988. 
28.  Lyotard, J.F. The Inhuman: Reflections on Time; Stanford University Press, 1991. 
29.  Lyotard, J.F. La Condición Postmoderna: Informe Sobre El Saber; Planeta-Agostini: Barcelona, 1992. 
30.  Wenger, E. Communities of Practice: Learning, Meaning, and Identity; Cambridge University Press, 1999. 
31.  Dewey, J. Democracy and Education; Free Press.: New York , 1996. 
32.  Lave, J.; Wenger, E. Situated Learning: Legitimate Peripheral Participation; Cambridge university press, 1991. 
33.  Rogoff, B. Apprenticeship in Thinking: Cognitive Development in Social Context; Oxford university press, 1990. 
34.  Freire, P. Pedagogy of Hope: Reliving Pedagogy of the Oppressed; Bloomsbury Publishing, 2021. 
35.  Polanyi, M. The Tacit Dimension. In Knowledge in Organisations; Routledge, 2009; pp. 135–146. 
36.  Polanyi, M. The Structure of Consciousness. In The Anatomy of Knowledge; Routledge, 2015; pp. 315–328. 
37.  Formosinho, M.D.; Reis, C. Education in Multicultural, Context and the Globalization Challenge. In 

Readings of the International Conference in New Horizons on Educatian; İŞman, A., Kaya (, Z., Eds.; 2010; pp. 
255–261. 

38.  Merrifield, A. Henri Lefebvre: A Critical Introduction; Routledge, 2013. 
39.  Lefebvre, H. The Urban Revolution; U of Minnesota Press, 2003. 
40.  Lefebvre, H. El Derecho a La Ciudad; Capitán Swing Libros, 2020. 
41.  Brenner, N. The Urban Question: Reflections on Henri Lefebvre, Urban Theory and the Politics of Scale. 

Int. J. Urban Reg. Res. 2000, 24, 361–378. 

Preprints.org (www.preprints.org)  |  NOT PEER-REVIEWED  |  Posted: 7 February 2024                   doi:10.20944/preprints202402.0428.v1

https://doi.org/10.20944/preprints202402.0428.v1


 27 

 

42.  Brenner, N.; Elden, S. Henri Lefebvre on State, Space, Territory. International Political Sociology 2009, 3, 353–
377. 

43.  Lefebvre, H. The Survival of Capitalism: Reproduction of the Relations of Production; St. Martin’s Press, 1974. 
44.  Lefebvre, H. La Producción Del Espacio. Papers: revista de sociología 1974, 219–229. 
45.  Lefebvre, H. La Vida Cotidiana En El Mundo Moderno; 1980. 
46.  Lefebvre, H. The Production of Space; Blackwell Publishing, 1991 
47.  Lefebvre, H. Espaço e Política; 2008. 
48.  Lefebvre, H. From the Production of Space. In Theatre and performance design.; Routledge, 2012; pp. 81–84. 
49.  Stanek, L. Henri Lefebvre on Space: Architecture, Urban Research, and the Production of Theory; U of Minnesota 

Press, 2011. 
50.  Lefebvre, H. Critique of Everyday Life: The One-Volume Edition; Verso Books, 2014; ISBN 9781781686508. 
51.  Lamoutte, E.M.C. El Desarrollo Del Concepto de Sí Mismo En La Teoría Fenomenológica de La 

Personalidad de Carl Rogers. Revista de psicología general y aplicada: Revista de la Federación Española de 
Asociaciones de Psicología, 1993, 46, 177–186. 

52.  Rogers, C. R., & Wood, J. K. Client-Centered Theory: Carl R. Rogers; 1974. 
53.  Rogers, C.; Tubert, S.; Carmichael, L. Psicoterapia Centrada En El Cliente: Práctica, Implicaciones y Teoría. 

Psicoterapia centrada en el cliente: práctica 1981. 
54.  Rogers, C.R. On Becoming a Person: A Therapist’s View of Psychotherapy; Houghton Mifflin Harcourt, 1995. 
55.  Rogers, C.R. Tornar-Se Pessoa; WWF Martins Fontes, 2017. 
56.  Enciso, P. Contar Historias En La Pedagogía de La Alfabetización Crítica: Eliminar Los Muros Entre Los 

Jóvenes Inmigrantes y No Inmigrantes. Enseñanza del inglés: Práctica y crítica 2011, 10, 21–40. 
57.  Rogers, C.R. El Camino Del Ser; Kairós, 1987. 
58.  Rogers, C. R., & Freiberg, H. J. Freedom to Learn; Merrill/Macmillan College Publishing Co., 1994. 
59.  Carvalho, A.D. A Educação Como Projecto Antropológico; Edições Afrontamento: Porto, 1998. 
60.  Formosinho, M.; Jesus P.; Reis, C. Indagações e Horizontes; 2018. 
61.  Camas, L.; Valero, A.; Vendrell, M. Hackeando Memes”: Cultura Democrática, Redes Sociales y Educación. 

Espiral. Cuadernos del profesorado. 2018. 
62.  Micheli, S.V. Construcción Audiovisual Creativa, Alfabetización Mediática y Pedagogía Crítica; 2017. 
63.  Ford, D. Education and the Production of Space: Political Pedagogy, Geography, and Urban Revolution; Routledge, 

2016. 
64.  Frankfurt, H.G. On Bullshit; Princeton University Press, 2005. 
65.  Ford, D. R., Porfilio, B. J., & Goldstein, R. A. The News Media, Education, and the Subversion of the 

Neoliberal Social Imaginary: An Introductory Essay. Critical Education 2015, 6. 
66.  Educational Commons in Theory and Practice: Global Pedagogy and Politics; Means, A. J., Ford, D. R., & Slater, 

G. B., Ed.; Springer, 2017. 
67.  Ford, D.R. Politics and Pedagogy in the “Post-Truth” Era: Insurgent Philosophy and Praxis; Bloomsbury 

Publishing, 2020. 
68.  Postman, N. Divertirse Hasta Morir: El Discurso Público En La Era Del” Show Business”; Ediciones de la 

Tempestad, 2001. 
69.  Postman, N. The End of Education: Redefining the Value of School; Vintage, 2011. 
70.  Bandura, A., & Walters, R. H. Social Learning and Personality Development; 1963. 
71.  Bandura, A. Human Agency in Social Cognitive Theory. Am. Psychol. 1989, 44, 1175. 
72.  Giroux, H. Critical Theory and Educational Practice. ESA 841, Theory and Practice in Educational Administration; 

Publication Sales, Deakin University Press, Deakin University: Geelong, Victoria 3217, Australia, 1983. 
73.  Giroux, H. Theories of Reproduction and Resistance in the New Sociology of Education: A Critical 

Analysis. Harv. Educ. Rev. 1983, 53, 257–293. 
74.  Giroux, H.A.; Lankshear, C.; McLaren, P.; Peters, M. Counternarratives: Cultural Studies and Critical 

Pedagogies in Postmodern Spaces; Routledge, 2013. 
75.  Giroux, H. When Schools Become Dead Zones of the Imagination: A Critical Pedagogy Manifesto. The Wiley 

handbook of global educational reform, 2018, 503–515. 
76.  Giroux, H. Pedagogy and the Politics of Hope: Theory, Culture, and Schooling: A Critical Reader; Routledge, 2018. 
77.  Geertz, C. The Interpretation of Cultures; Basic books, 1973; Vol. 5019. 
78.  Geertz, C. From the Native’s Point of View: On the Nature of Anthropological Understanding. In Culture 

Theory: Essays on Mind, Self, and Emotion; R. A. Shweder & R. A. LeVine, Ed.; Cambridge University Press, 
1984; pp. 123–136. 

79.  Geertz, C. Works and Lives: The Anthropologist as Author; Stanford University Press, 1988. 
80.  Geertz, C. Local Knowledge: Further Essays in Interpretive Anthropology; Basic books, 2008. 
81.  Semetsky, I. Deleuze, Edusemiotics, and the Logic of Affects. Deleuze and education, 2013, 215–234. 
82.  Semetsky, I. Introduction: A Primer on Edusemiotics. In Edusemiotics–A handbook; 2016; pp. 1–14. 
83.  Semetsky, I.; Stables, A. Pedagogy and Edusemiotics: Theoretical Challenges/Practical Opportunities; Springer, 

2014; Vol. 62. 

Preprints.org (www.preprints.org)  |  NOT PEER-REVIEWED  |  Posted: 7 February 2024                   doi:10.20944/preprints202402.0428.v1

https://doi.org/10.20944/preprints202402.0428.v1


 28 

 

84.  Stables, A.; Semetsky, I. Edusemiotics: Semiotic Philosophy as Educational Foundation; Routledge, 2014. 
85.  Deely; J. Semetsky, I. Semiotics, Edusemiotics and the Culture of Education. Educational Philosophy and 

Theory 2017, 49, 207–219. 
86.  Olteanu, A. Reading History: Education, Semiotics, and Edusemiotics. In Edusemiotics–A handbook; 2017; 

pp. 193–205. 
87.  Olteanu, A.; Campbell, C. A Short Introduction to Edusemiotics. Chinese Semiotic Studies 2018, 14, 245–260. 
88.  Ford, D.R. Pedagogy of the “Not”: Negation, Exodus, and Postdigital Temporal Regimes. Postdigital Science 

and Education 2019, 1, 104-118. 
89.  Ford, D.R. Communist Study: Education for the Commons; Rowman & Littlefield, 2022. 
90.  Porfilio, B. J. & Ford, D. R. Leaders in Critical Pedagogy: Narratives for Understanding and Solidarity. Sense 

Publishers. 2015, doi:10.1007/978-94-6300-166-3. 
91.  Brown, G. Public Participation GIS (PPGIS) for Regional and Environmental Planning: Reflections on a 

Decade of Empirical Research. Journal of the Urban & Regional Information Systems Association 2012, 24. 
92.  Crampton, J. The Political Mapping of Cyberspace; The University of Chicago Press.: Chicago, 2003. 
93.  Edney, M.H. Cartography without Progress’: Reinterpreting the Nature and Historical Development of 

Mapmaking. Cartographica: The International Journal for Geographic Information and Geovisualization 1993, 30, 
54–68. 

94.  Harley, J.B. Text and Contexts in the Interpretation of Early Maps,. In The New Nature of Maps: Essays in the 
History of Cartography,; Andrews, J.H., Ed.; Johns Hopkins University Press.: Baltimore, MD, 2001; pp. 31–
49. 

95.  Pickles, J. A History of Spaces; Routledge: New York, 2003. 
96.  Wood, D.; Fels, J. The Power of Maps; Guilford Press, 1992. 
97.  Collective, C. C.; Dalton, C.; Mason-Deese, L. Counter (Mapping) Actions: Mapping as Militant Research. 

ACME: An International Journal for Critical Geographies, 2012, 11, 439–466. 
98.  Chrisman, N. Full Circle: More Than Just Social Implications of GIS. Cartographica 2005, 40, 23-35. 
99.  Nelson, N.; Chen, J. Freire’s Problem-Posing Model: Critical Pedagogy and Young Learners. ELT Journal 

2023, 77, 132–144, doi:10.1093/elt/ccac017. 
100.  Fadel, C., Bialik, M., & Trilling, B. Die Vier Dimensionen Der Bildung. Was Schülerinnen Und Schüler Im 

21. Jahrhundert Lernen Müssen. In Die vier Dimensionen der Bildung. Was Schülerinnen und Schüler im 21. 
Jahrhundert lernen müssen; Muuß-Merholz, J., Ed.; Verlag ZLL21 e.V., 2015; pp. 117–141. 

101.  Mèlich, J.C. Antropología Simbólica y Acción Educativa; Paidós: Barcelona, 1996. 
102.  Dean, J. Democracy and Other Neoliberal Fantasies: Communicative Capitalism and Left Politics; Duke University 

Press, 2009. 
103.  Dean, J. Crowds and Party; Verso Books, 2016. 
104.  Elias, M.J. Promoting Social and Emotional Learning: Guidelines for Educators; Ascd, 1997. 
105.  Durlak, J.A.; Weissberg, R.P.; Dymnicki, A.B.; Taylor, R.D.; Schellinger, K.B. The Impact of Enhancing 

Students’ Social and Emotional Learning: A Meta-analysis of School-based Universal Interventions. Child 
Dev. 2011, 82, 405–432. 

106.  Dantas-Whitney, M., Mize, K., & Dugan, E. Integrating Macro- and Micro-Level Issues in ESOL/Bilingual 
Teacher Education. In Critical Pedagogy and Teacher Education in the Neoliberal Era [electronic resource]: Small 
Openings.; S. Groenke, &. J.A.H., Ed.; Springer Netherlands, 2009; pp. 113–127. 

107.  Whipp, J.L. Scaffolding Critical Reflection in Online Discussions: Helping Prospective Teachers Think 
Deeply about Field Experiences in Urban Schools. J. Teach. Educ. 2003, 54, 321–333. 

108.  Gay, G.; Kirkland, K. Developing Cultural Critical Consciousness and Self-Reflection in Preservice Teacher 
Education. Theory Pract. 2003, 42, 181–187. 

109.  McLaren, P. Critical Pedagogy and Predatory Culture: Oppositional Politics in a Postmodern Era; Psychology 
Press, 1995. 

110.  Folkers, A. Daring the Truth: Foucault, Parrhesia and the Genealogy of Critique. Theory, Culture & Society 
2016, 33, 3–28, doi:10.1177/0263276414558885. 

111.  Foucault, M. The Archaeology of Knowledge; Pantheon Books, 1972. 
112.  Simpson, Z. The Truths We Tell Ourselves: Foucault on Parrhesia. Foucault Studies 2012, 99–115, 

doi:10.22439/FS.V0I13.3461. 
113.  Ross, A. Why Is “Speaking the Truth” Fearless? “Danger” and “Truth” in Foucault’s Discussion of 

Parrhesia. Parrhesia 2008, 1. 
114.  Gallagher, K. The Methodological Dilemma: Critical, Creative, and Post-Positivist Approaches to Qualitative 

Research; Routledge, 2008. 
115.  Voice in Qualitative Inquiry: Challenging Conventional, Interpretive, and Critical Conceptions in Qualitative 

Research; Jackson, A. Y., & Mazzei, L. A., Ed.; Routledge, 2008. 
116.  Kincheloe, J. L., McLaren, P., & Steinberg, S. R. Critical Pedagogy and Qualitative Research; The SAGE 

handbook of qualitative research, 2011; Vol. 4. 

Preprints.org (www.preprints.org)  |  NOT PEER-REVIEWED  |  Posted: 7 February 2024                   doi:10.20944/preprints202402.0428.v1

https://doi.org/10.20944/preprints202402.0428.v1


 29 

 

117.  Davis, K.A. Critical Qualitative Research in Second Language Studies: Agency and Advocacy; IAP, 2011; ISBN 
9781617353864. 

118.  Promoting Qualitative Research Methods for Critical Reflection and Change; Wang, V., Ed.; IGI Global, 2021. 
119.  Díaz, Y. T., Zambrano, S. B., & Daza, V. M. Desarrollo Del Pensamiento Crítico a Través Del Debate Crítico: 

Una Mirada Cualitativa. Revista Interamericana de Investigación, Educación y Pedagogía 2021, 14, 373–400. 
 

Disclaimer/Publisher’s Note: The statements, opinions, and data contained in all publications are solely those 
of the individual author(s) and contributor(s) and not of MDPI and/or the editor(s). MDPI and/or the editor(s) 
disclaim responsibility for any injury to people or property resulting from any ideas, methods, instructions, or 
products referred to in the content. 

 
 

 

Preprints.org (www.preprints.org)  |  NOT PEER-REVIEWED  |  Posted: 7 February 2024                   doi:10.20944/preprints202402.0428.v1

https://doi.org/10.20944/preprints202402.0428.v1

