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Abstract: In 2015, the United Nations and various countries committed to achieving the Sustainable
Development Goals. The 17 goals revolve around 3 main axes: eradicating poverty, protecting the
planet, and ensuring peace and prosperity for all people by 2030. These goals are integrated so
that interventions in one area inevitably affect the others. Undoubtedly, this application involves
developing competencies related to Prejudice, conflict resolution, and empowerment. Our research
aims to analyse the knowledge and competency of university students undergoing specific training
to facilitate the application of UNESCO’s objectives in their work performance, while incorporating
human rights as a basis for all future actions. A total of 241 students from the University of Salamanca
participated. The average age of the sample was 21.13 years; 76.8% were female, and 23.2% were male
(22.41 ± 7.17 years old). The data collection protocol included questions related to knowledge of
the Sustainable Development Goals and involving SDGs in their personal life and future profession,
which were assessed using the empowerment Scale, the Conflictalk Scale, and the Subtle and Overt
Bias Scale. Significant differences were found between SDGs knowledge and involvement with
academic courses. There was a direct relationship between this knowledge and involvement with the
control, esteem, and activism dimensions of the Empowerment Scale, cooperative from the Conflictalk
Scale, and positive emotions had inverse relationships with threat–rejection, and traditional values
from the prejudice scale. Our study found that students who are more engaged with the SDGs resolve
conflicts cooperatively, foster community activism, and experience positive emotions, whereas
students with aggressive conflict resolution are more Prejudiced.

Keywords: environmental education; sustainability; sustainable development goals; Prejudices;
empowerment

1. Introduction

In 2015, the United Nations, together with different countries, committed to achieving
the Sustainable Development Goals (SDGs). In Spain, this commitment is reflected in the
2030 agenda or action plan to fulfil these commitments, considering different measures and
the implementation timeframe (ONU 2015a, 2015b). The 17 goals revolve around 3 main
axes: eradicating poverty, protecting the planet, and guaranteeing peace and prosperity for
all people. These axes are integrated so that interventions in one area inevitably affect the
others. In Table 1, the 17 SDGs are grouped into 5 thematic blocks of major importance for
people and the planet.
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Table 1. Classification of SDGs according to thematic blocks.

Thematic Blocks Goals

People End poverty
Zero hunger

Health and well-being
Quality education
Gender equality

Prosperity Affordable and clean energy
Decent work and economic growth

Water, industry, innovation, and infrastructure
Reducing inequalities

Sustainable cities and communities
Planet Clean water and sanitation

Responsible production and consumption
Climate action

Underwater life
Life of terrestrial ecosystems

Peace Peace, justice, and strong institutions
Partnerships Partnerships to achieve these goals

Note: prepared by the author based on the United Nations’ SDGs.

Undoubtedly, achieving these goals means eradicating poverty and achieving sustain-
able development based on a sustainable, inclusive, and equitable economy. Promoting
opportunities for all people, especially those with additional difficulties, helps in eliminat-
ing inequalities and promotes integrated and sustainable management of natural resources
and ecosystems. This desired reality is part of a positive vision for the world and the
capacity to meet SDG challenges.

We acknowledge that the commitment and interest of states manifest through signing
agreements and their governance; however, it is impossible to achieve these objectives
without the active participation of society. In their environment, each person, through their
daily actions and together with others, encourage progress towards social and sustainable
development. Regardless of their field of work, everyone is responsible for achieving
the social commitment to jointly achieve this action plan, favouring people, the planet,
and prosperity.

As argued above, it is not only social intervention professionals who are entrusted
with this task; however, the role they play in their professional career is very relevant to
human rights education, the fulfilment of SDGs, and achieving social change. We will call
this task, as a whole, the culturalization of SDGs.

After analysing different interpretative frameworks from psychology fitting these
claims, we recognise positive psychology as a facilitator in constructing a more satisfactory
and positive reality from a scientific point of view. Focusing on an approach to human
virtues and strengths that considers human potential, motivations, and capabilities—or
studying people’s positive experiences, as Seligman described (Seligman 1999, [2002]
2005)—fosters positive individual characteristics that inspire their development, institu-
tions, and/or programmes, with the aim to improve people’s quality of life. Interventions
in this field aim to increase positive attitudes manifested in behaviours and thoughts,
thereby achieving well-being and personal development (Chaves et al. 2017; Gil da Silva and
Hofheinz 2020; Hendriks et al. 2019). According to Sheldon and King (2001), this approach
allows intervention based on human potential, motivations, and positive capacities, including
civic virtues that guide people’s sense of responsibility towards their communities to become
better citizens (Contreras and Esguerra 2006; Seligman and Csikszentmihalyi 2000).

The whole field of education, particularly higher university education, is a promising
platform to work on this intervention. University education trains future social intervention
professionals based on critical thinking, facilitating a new world vision and creating real
contributions. We agree with De la Calle et al. (2003), that education is a catalyst for
development, since it is the instrument for building social awareness and progressing
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towards a fair and supportive world. Enhancing competencies and modifying them to be
human-rights-based and SDG-oriented will require investing time in training students in
social disciplines.

To initiate the intended changes, future professionals must internalise the three afore-
mentioned competencies and values, and apply their knowledge about SDGs to their
professional performance (Albareda-Tiana et al. 2019). This dedication requires specialised
training through a proactive and participatory methodology that avoids rejecting these is-
sues in their professional future. The proactivity required for these necessary skills involves
knowledge about SDGs and developing positive attitudes. Understanding and knowing
how to combat others downplaying their importance or are openly contrary to them is also
important; therefore, prior to their vision, the perception and interpretation of these issues
must be known (Aleixo et al. 2021).

Designing and planning the skillset and capacities required to develop the 17 objectives
is complex and extensive. For this reason, our research team selected specific transversal
processes: (1) empowerment; (2) conflict resolution; (3) Prejudice elimination.

The concept of empowerment can be understood as a social phenomenon or psycho-
logical variable. Suriá’s review (Suriá 2015) describes the concept of empowerment by
different authors who treat situations similarly. Following Rappaport (1984) and Segado
(2011), people have the potential to accomplish proposed goals by approaching life as a
social opportunity—or, as indicated by Bejerholm and Björkman (2011) and Heritage and
Dooris (2009)—as a set of personal attributes that manage to activate people towards achiev-
ing planned results and goals. According to Suriá (2015) and Musitu and Buelga (2004), the
relationship between SDGs and empowerment is logical, and as Rappaport (1981) describes,
strengthens the control and dominion acquired by individuals, their communities, and
organisations, from autonomy and critical thinking. These values are necessary, in the
researchers’ opinion, to internalise and implement SDGs in the field of social intervention.

Conflict resolution is fundamental and necessary for achieving SDGs, as it transversally
influences the 17 SDGs by reducing violence, specifically SDG 16—peace, justice, and strong
institutions. The capacity for different actors to achieve a satisfactory resolution must be
considered. Garaigordobil et al. (2016) claim that conflict resolution depends on the way in
which it is managed. The solution can be positive and constructive if resolved properly; on
the contrary, it generates tensions and Prejudices if the affected parties are not involved. It
is necessary to identify the attitude students have towards conflict to progress the so-called
peace culture. Adequate conflict management skills must be acquired to advance conflict
management. This project includes conflict resolution in teaching programmes, both theory
and practice.

Challenges for SDGs include community inclusion and eliminating discrimination.
While all the goals, in a cross-cutting manner, work against all forms and manifestations
of discrimination, SDG 5—Gender Equality—and SDG 10—Reducing Inequalities—focus
specifically on these goals.

In this study, we followed the same reasoning provided for empowerment and conflict
resolution, which highlights the need to identify Prejudices in the students to plan actions
aimed at changing attitudes, through adequately programmed training. Our research aimed
to analyse SDG knowledge, the degree of development for the competencies described, and
their link to students at the University of Salamanca. We also designed specific training
to facilitate the application of UNESCO goals in future work performance, incorporating
the human rights perspective to develop all actions. This training is part of a teaching
innovation project in which teaching methodologies for developing competencies and
generating attitudes to implement SDGs in the professional sphere are proposed.

2. Materials and Methods
2.1. Instruments

The students responded to an ad hoc questionnaire for assessing knowledge of SDGs
and their applicability in students’ lives, as well as six true or false questions related to
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SDG information, designed so that students could discriminate between “yes” and “no”.
In addition, a Likert scale (1–6) was used to evaluate the degree of SDG application in
daily life, academic life, and future profession. In addition to the knowledge obtained in
university, the following were also assessed:

(1) The Empowerment Scale (Empowerment) by Rogers et al. (1997). We used the
adapted version of this work by Suriá (2015). It comprises 28 items measured on a
Likert scale of 4 categories (1 = highly disagree, 2 = disagree, 3 = agree, 4 = strongly
agree) that assess aspects of the students’ perceived capacity in decision making. The
theoretical and factorial structure of the questionnaire groups the 28 items into 5 latent
dimensions: self-esteem/self-efficacy (esteem—items 5, 6, 9, 12, 14, 18, 19, 24, and
26), power/empowerment (power—items 7, 8, 10, 16, 17, 21, 22, and 23), community
activism/autonomy (activism—items 3, 11, 20, 25, 27, and 28), optimism for/control
over the future (control—items 1, 2, 13, and 27), and appropriate anger (anger; items
4, 7, 10, 15, 16, 17, 18, 19, 20, 25, 27, and 28).

(2) The Spanish adaptation of Kimsey and Fuller (2003) self-reported scale—“Conflictalk”,
by Garaigordobil et al. (2016)—consists of 18 items, measured on a 5-point Likert
scale and structured around 3 latent dimensions: cooperative (cooperative—items 3,
5, 7, 11, 12, and 17), avoidant (passive—items 2, 4, 6, 13, 14, and 15), and aggressive
(aggressive—items 1, 8, 9, 10, 16, and 18) resolution (passive—items 1, 8, 9, 10, 16
and 18).

(3) The Spanish adaptation of the Pettigrew and Meertens (1995) Subtle and Overt
Bias Scale consists of 20 items rated on a 6-level Likert scale measuring 2 latent
subscales—the blatant and subtle Prejudice Scale—which assesses 2 and 3 latent di-
mensions, respectively. The former consists of 6 items assessing the latent dimension
of threat/rejection (threat and rejection—items 4, 6, 7, 8, 9, and 14) and 4 items measur-
ing close relationships (anti-intimacy—items 3, 12, 13, and 18). The subtle Prejudice
subscale comprises 10 items structured around 3 latent dimensions, which include the
traditional values dimension (traditional values—items 1, 2, 10, and 17), cultural dif-
ferences (cultural differences—items 5, 11, 15, and 16), and positive emotions (positive
emotions—items 19 and 20).

2.2. Procedure

Ten teachers from the University of Salamanca and members of the teaching innovation
project ID2020/046 granted us access to participants of the same university. The program
was approved by a responsible committee at the University of Salamanca and presented in
an annual call 5454/5545. Its main objective was to train students in different degrees of
SDGs and human rights. For this reason, no ethical approval or specific consent procedures
were necessary for this study, as the university’s teaching innovation committee previously
evaluated it.

The teachers involved in the project teach social sciences, law, and education at the
academic institution. First, the research team designed the evaluation protocol consider-
ing the intended objectives of the research. The protocol was then adapted to a Google
questionnaire to facilitate dissemination to the teaching staff and students. The teachers
in charge explained participation in the research to their students and informed consent
beforehand.

2.3. Statistical Analysis

The scales’ internal consistency and dimensions were assessed through Cronbach’s
α reliability coefficient. This procedure was accompanied by McDonald’sω and greatest
lower bound (GLB and GLBFA) coefficients, appropriate in the case of items measured
on a Likert scale, and asymmetric distributions (Vega-Hernández et al. 2017). The factor
structure of the questionnaires was examined through confirmatory factor analysis (CFA)
using the maximum likelihood method. The fit for each of the three models was assessed
using several indicators: RMSEA (root mean square error of approximation), where the
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model fit is considered adequate with a value of <0.08, SRMR (standardized root mean
square residual), whose acceptable fit value is 0.08, goodness-of-fit Index (GFI), normed fit
index (NFI), relative fit index (RFI), comparative fit index (CFI), and Tucker–Lewis index
(TLI) coefficients, with values close to 1 considered adequate.

The university students’ scores for each of the latent dimensions in the three scales
were calculated. These scores were obtained from the sum of the corresponding items while
considering the appropriate direction of the items and inverting those items posed inversely.

In addition, an index with knowledge about SDGs was obtained for each of the
students. This index was calculated from individuals’ correct answers to the following
items: “The target date for achieving Sustainable Development Goals is 2025“, “SDGs
have a cross-cutting principle, i.e., different SDGs are correlated”, “The motto of SDGs is
‘leave no one behind’”, “Improving HAPPINESS is one of the most important SDGs”, “The
implementation of SDGs is exclusively the responsibility of public administrations”, and
“SDGs are related to human rights”. Thus, each student had a score from 0 to 6 points (from
not scoring any item correctly to scoring all the items correctly).

The analysis of quantitative variables was conducted using measures of central ten-
dency and appropriate deviation according to the data distribution (mean and standard
deviation for symmetrically distributed variables and the median and interquartile ranges
for asymmetrically distributed variables). Between-group differences in latent dimen-
sion scores were examined using the corresponding parametric or non-parametric test for
two groups (Student’s t-test, Mann–Whitney U test) or more than two groups (ANOVA,
Kruskal–Wallis). Pairwise comparisons of groups were studied using Bonferroni post hoc
tests where significant overall differences were found. Qualitative variables were analysed
using frequencies and percentages.

The relationships between knowledge and opinion about SDGs and the latent dimen-
sions of the questionnaires were examined using Pearson’s correlation coefficients between
pairs of variables. These coefficients were plotted on a correlation graph with a colour scale
to differentiate between direct and inverse, and weak and strong relationships between
variables. In addition, the variables were grouped using Ward’s hierarchical clustering
according to relationships between them.

A multivariate analysis was conducted to characterise these relationships using the
HJ-Biplot technique (Galindo 1986). The HJ-Biplot is a multivariate data visualisation
tool that allows the joint graphical representation of the rows (students) and variables
(items/dimensions) in a data matrix. Just as a scatter plot examines the relationship
between two variables, the HJ-Biplot interprets relationships between more than two
variables and their implications for the behaviour of individuals in the sample. The HJ-
Biplot was used in this study to understand the university students’ behaviour according
to the scale dimensions and relationship to their opinion and knowledge about SDGs.
Therefore, this technique represents the students, the scale dimensions, opinion items, and
knowledge of SDGs in the same scatter plot. Students are plotted as dots and the items
associated with SDGs and scale dimensions as arrows on the graph. The relationships
between them can be derived by the indications below:

# Variability of items and dimensions: The arrow length shows the variability of the
variables represented. The longer the length, the greater the discrepancy in each
opinion/dimension.

# Similarity between individuals: Students represented by close dots on the graph are
students who scored similarly on SDG items and presented a similar profile for the
dimensions of the questionnaires used.

# Correlation between items and dimensions: The relationship between SDG knowledge,
opinion items, and the three scales’ latent dimensions can be examined. It is necessary
to study the angles that comprise the arrows representing them. Thus, items and/or
dimensions presenting angles of <90◦ are variables with direct and strong relationships
shown by how the small this angle is. This correlation implies that students with
higher scores on one variable also have higher scores on the other. Conversely, angles
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>90◦ imply inverse relationships between these items/dimensions. The closer the
corresponding angle is to 180◦, the stronger the relationship. Thus, students with
higher scores on one variable will have lower scores on the other. Finally, angles closer
to 90◦ imply independence of variables.

# Student profiling: The behaviour of a set of students was characterised according to
their scores on different scales and items considered. It is necessary to project each of
the points (students) perpendicularly on the arrows (item/dimension), reproducing
the order of the students’ scores on that item/dimension. The closer the point is to the
tip of the arrow, the higher that student’s score on the corresponding item/dimension.

Data analysis was conducted using the free software R (R Core Team 2021). The biplot-
bootGUI library was used to conduct the HJ-Biplot analysis (Nieto-Librero et al. 2021).

3. Results
3.1. Psychometric Properties of the Scales

The reliability measures of each scale and its dimensions are shown in Table 2. The
internal consistency of the different dimensions was acceptable, except for the control
and anger dimensions (the Empowerment Scale) and positive emotions (the prejudice
scale), where the internal consistency values were low. These lower values may be due
to the number of items that comprise each dimension, which should be considered when
interpreting results associated with the dimensions.

Table 2. Internal consistency of the Empowerment, Conflictalk, and prejudice scales, and their
dimensions.

n Cronbach’s
α

IC0.95
α

McDonald’s
ω

GLB GLBFA

Empowerment 28 0.76 0.72–0.8 0.87 0.84 0.91
Esteem 9 0.88 0.86–0.90 0.88 0.89 0.91
Power 8 0.37 0.25–0.49 0.50 0.34 0.56

Activism 6 0.63 0.55–0.70 0.65 0.70 0.72
Control 4 0.36 0.23–0.48 0.36 0.23 0.48
Anger 4 0.46 0.35–0.57 0.49 0.50 0.51

Conflictalk 18 0.72 0.67–0.77 0.76 0.81 0.88
Cooperative 6 0.82 0.78–0.85 0.82 0.87 0.88

Passive 6 0.63 0.56–0.70 0.64 0.65 0.73
Aggressive 6 0.65 0.58–0.71 0.70 0.66 0.75

Prejudice 20 0.86 0.84–0.89 0.92 0.90 0.95
Blatant 10 0.79 0.75–0.83 0.84 0.85 0.90

Threat and rejection 6 0.76 0.72–0.81 0.79 0.80 0.86
Anti–intimacy 4 0.60 0.51–0.68 0.64 0.73 0.73

Subtle 10 0.77 0.73–0.81 0.84 0.85 0.86
Traditional values 4 0.66 0.59–0.72 0.68 0.58 0.75

Cultural differences 4 0.82 0.78–0.86 0.83 0.79 0.85
Positive emotions 2 0.27 0.09–0.46 0.27 – 0.27

Note: own elaboration.

The CFA scale results are shown in Table 3. The Empowerment (RMSEA = 0.060,
SRMR = 0.070), Conflictalk (RMSEA = 0.063, SRMR = 0.072), and prejudice (RMSEA = 0.077,
SRMR = 0.074) scales showed adequate model fit.

Table 3. Fit indices of AFC factor models for the Empowerment, Conflictalk, and prejudice scales.

Escala χ2 df p RMSEA ICRMSEA SRMR GFI NFI RFI CFI TLI

Empowerment 629.907 337.000 <0.001 0.060 0.053–0.067 0.070 0.839 0.692 0.654 0.824 0.803
Conflictalk 255.512 130.000 <0.001 0.063 0.052–0.075 0.072 0.896 0.788 0.750 0.881 0.859
Prejudice 371.140 153.000 <0.001 0.077 0.067–0.087 0.074 0.863 0.802 0.755 0.871 0.840

Note: own elaboration.
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3.2. Descriptive Statistics

The descriptive analysis of the three scales and each of their latent dimensions are
shown in Supplementary Tables S1–S3.

3.3. Influence of Sociodemographic Variables on Knowledge and Consideration of the SDGs

The possible influence of variables including gender, nationality, academic year, and
sexual orientation was studied in the following items: “I consider SDGs very present in my
daily life” (SDG: Daily life) “I consider SDGs very present in my academic life” (SDG: Academic
life)”, “I consider SDGs very present in my future career” (SDG: future career), “In class, we were
provided information about SDGs” (SDG: Information), and “Index of knowledge about SDGs”
(SDG: Knowledge).

Statistically significant differences were found for all items with respect to the students’
current academic year. In particular, statistically significant differences were found in the
SDG item Daily life according to the students’ current academic year (p = 0.020), specifically
between first- and fourth-year students (p = 0.028). Fourth-year students considered SDGs
as more present in their daily lives (Me = 3, P25 = 3, P75 = 4) than first-year students (Me = 3,
P25 = 2, P75 = 3). Statistically significant differences were also found in the STG Academic
life according to the students’ current academic year (p < 0.001), specifically between first-
and third-year students (p < 0.001), fourth-year students (p < 0.001), and master’s degree
students (p = 0.006). Differences were also found between students in the second and third
year (p = 0.012), fourth year (p = 0.032), and master’s degree (0.040). In general, students in
higher grades consider SDGs as more present in their academic lives (third: Me = 4, P25 = 3,
P75 = 4; fourth: Me = 3, P25 = 3, P75 = 4; master: Me = 4, P25 = 4, P75 = 5) than students in
lower grades (first: Me = 3, P25 = 2, P75 = 3; second: Me = 2, P25 = 2, P75 = 3).

As for the SDG item Knowledge, significant overall differences were found according to
the students’ year (p = 0.042), whereas no significant differences were found by group pairs
in the post hoc tests. Overall, the knowledge scores of students in all grades were high,
particularly in higher grades such as third, fourth, UD, and master’s degree (first: Me = 4,
P25 = 4, P75 = 5; second: Me = 4, P25 = 4, P75 = 5; third: Me = 5, P25 = 4, P75 = 6; fourth:
Me = 5, P25 = 4, P75 = 5; UD: Me = 5, P25 = 5, P75 = 6; master: Me = 5, P25 = 4, P75 = 5).

Students from different grades had significantly different opinions on the SDG future
career (p < 0.001), particularly between first- and third-year students (p = 0.006) and first-
and fourth-year students (p < 0.001). Third- and fourth-year students anticipate SDGs in
their future careers (third year: Me = 4, P25 = 3, P75 = 5; fourth year: Me = 4, P25 = 3,
P75 = 5) more than first-year students (Me = 3, P25 = 3, P75 = 4).

Differences were found in the SDG Academic life according to the education of the
student’s father (p = 0.026), whereas no significant differences were found in pairwise
comparisons of groups. In the student sample, higher scores were found for students with
parents with doctoral degrees.

Highly significant differences were found in students’ opinions on Information
(p = 0.001), according to students’ living situation in Salamanca and their current academic
year (p < 0.001). Thus, students who lived alone felt that they received more information
about SDGs in class (Me = 3, P25 = 2, P75 = 4) than those living in a residence hall (p < 0.001,
Me = 2, P25 = 1, P75 = 3) or shared flat (p = 0.043, Me = 2, P25 = 1, P75 = 3). On the other
hand, there were differences in their opinion about information received between first-year
students (Me = 2, P25 = 1, P75 = 3) and third-year students (p = 0.002, Me = 3, P25 = 2,
P75 = 5), fourth-year students (p = 0.002, Me = 3, P25 = 2, P75 = 5), fourth-year students
(0. 036, Me = 3, P25 = 1, P75 = 4), and master’s students (0.013, Me = 5, P25 = 3, P75 = 5).
Master’s students felt they received more information, followed by third- and fourth-year
students, and finally, first-year students.

No significant differences in the scores for any item were found according to students’
gender, nationality, sexual orientation, mother’s education, father’s profession, and whom
they live with at their place of residence.
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3.4. Relationship between Knowledge and Opinion about SDGs and Latent Dimensions

First, the pairwise relationships between SDG knowledge, opinion items, and latent
dimensions were studied. A graphical representation of the correlation matrix is shown
in Figure 1, where the variables are grouped according to the relationships between them
using Ward’s hierarchical clustering. A green and purple colour scale highlights direct
and inverse relationships between each pair of variables, respectively. In turn, the strength
of the relationships is captured by the intensity of the colour. It is worth noting that the
SDG knowledge and opinion items show direct relationships with the control, esteem,
and activism dimensions of the Empowerment Scale, cooperative of the Conflictalk Scale,
positive emotions of the Prejudice Scale, and inverse relationships with threat–rejection
and traditional Values of the Prejudice Scale. Different colours are used to differentiate
each scale: SDG opinion and knowledge (green), empowerment (indigo), Conflictalk (red),
and Prejudice (orange).
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Figure 1. Correlation matrix between SDG opinion and knowledge items and latent dimensions of
the Empowerment, Conflictalk, and Prejudice Scales. Note: green: direct correlations; purple: inverse
correlations.

An HJ-Biplot analysis was conducted on the standardised data matrix to complement
the characterisation of these relationships, retaining 2 principal components that absorbed
31.94% of the data’s total variability. The factorial plane of components 1–2 is shown in
Figure 2.

The HJ-Biplot interprets relationships between variables and allows us to study the
association between latent dimensions and SDG attitude items.

As for the Conflictalk Scale, the aggressive dimension is independent of the cooperative
and passive dimensions, whereas the cooperative and passive dimensions are inverse (i.e.,
students with higher cooperative resolution scores have lower passive resolution scores
and vice versa).
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The power and anger dimensions of the Empowerment Scale are directly and strongly
related and independent of the esteem and control dimensions. On the other hand, activism
is directly related to the previous four dimensions; however, these relationships are not
very strong. As for SDG measurement variables, SDG knowledge and consideration items
are highly related.

From the relationships between the different scale dimensions and knowledge/opinion
of SDGs, it is worth noting that students with cooperative resolution have more knowledge
and a better opinion about valued aspects of SDGs. These students were also characterized
by higher esteem and control scores, especially concerning the SDG Knowledge index
(SDG: Knowledge). It is worth highlighting its strong relationship with the activism and
cooperative dimensions; university students with greater knowledge of SDGs have higher
scores for cooperative resolution and community activism. Finally, the passive dimension
is inversely related to variables related to SDGs. Thus, students with higher passive resolve
have lower knowledge and opinions of SDGs.

The different dimensions of the Prejudice Scale are shown to be independent of opinion
and knowledge of the SDGs, except for the positive emotions dimension, which is directly
but not strongly related. Furthermore, the latter latent dimension is inversely related to the
other dimensions of the Prejudice Scale. Furthermore, students with a higher aggressive
resolution had higher scores in different dimensions of the Prejudice Scale, except for the
positive emotions dimension, which was inversely related.
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4. Discussion and Conclusions

Since the adoption of SDGs, the university framework has become an ally for imple-
menting SDG-related measures for various reasons. SDGs aim to transform the world
and, therefore, society. In this challenge, universities play an important role in training
advanced human capital, generating knowledge, contributing to equity, and progressing
development by responding to social demands (Rodríguez-Ponce 2009).

A university’s capacity to build a culture around SDGs is more than proven; they have
previously participated in other less ambitious challenges that have played, and continue
to play, a fundamental role in society. The so-called “knowledge transfer” is part of a
university’s purpose, being one of the means to achieve the SDG of culturalization.

The university community has started engaging in the implementation of SDGs. Our
research shows that students in higher education are more knowledgeable about SDGs
than those in the earlier stages of their studies because they received training during their
academic experience. Regarding the “integration” that university students perceive in their
daily or future professional life, students in advanced courses consider themselves present
in their daily life and future profession.

Our results show that students knowledgeable about SDGs and "more receptive"
to their claims show a better relationship with optimism/control for the future, self-
esteem/self-efficacy, and community activism. They also allow us to identify the develop-
ment level of the three essential competencies for implementing these goals. Regarding
conflict resolution, a cooperative approach stands out, implying interest in the cause of the
conflict, identifying the problem in collaboration with others, and focusing on a unified
solution. In terms of prejudices, they show positive emotions.

According to Ramos-Vidal and Maya-Jariego (2014), the psychological sense of commu-
nity, citizen participation, and empowerment are fundamental concepts for implementing
strategies to improve others’ quality of life. As our results show, students consider SDGs
an important instrument to them because they were designed to foster a psychological
sense of community and participation, according to Chavis and Wandersman (1990). These
authors considered the involvement of people from meso-social environments with partici-
pation dynamics and community empowerment as factors for encouraging participation
and a sense of community. According to Perkins and Zimmerman (1995), psychological
empowerment is interrelated with community involvement. Our research results coincided
with those of Zimmerman (1995), in that psychological empowerment has interpersonal,
interactive, and behavioural components. This relationship includes a greater belief in
gaining knowledge and participating in their profession, especially for students who obtain
higher scores with their future, self-efficacy, and community activism in mind.

These results suggest that student groups who relate empowerment with knowledge
and include SDGs in their profession and daily life are more involved in community
transformation. McMillan (2011) concluded that people who acquire greater control of
their environment feel more independent and consider themselves responsible for their
community, which are necessary aspects for bringing about change.

Conflict resolution is very present in SDGs, since the fulfilment of each one involves
making decisions as situations arise. In our study, the collaborative resolution strategy
influences student involvement in the knowledge and application of SDGs; in turn, this
confirms that students with a passive conflict resolution strategy have less knowledge and a
poorer opinion of SDGs. The cooperative conflict resolution strategy implies greater empathy
and non-acceptance of aggressive and violent behaviour (Garaigordobil 2012, 2017).

Different studies have addressed the relationship between empathy and promoters of
prosocial behaviours (Álvarez et al. 2010; Mestre et al. 2002). The conclusions of Luna-Bernal
(2017) study are relevant to ours regarding the study of empathy and conflict management.
In this case, their results showed that the problem-focused style, i.e., the cooperative
strategy, has a positive relationship with global empathy. This finding is consistent with
Davis (1980, 1983, 1996) definition of multidimensional empathy as perspective-taking,
idealist, and empathic, with some personal discomfort.
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Conflict resolution strategies oriented towards collaborative strategies influence greater
internalisation of SDGs.

Regarding prejudice, our research shows a distinction between those with knowledge
of SDGs and others with subtle and overt prejudice. However, it has been observed that
students with aggressive conflict resolution have high scores on the Prejudice Scale.

It is necessary to further investigate the relationship between prejudice and SDG
literacy. In our case, this distinction may be due to dissonance between SDGs’ approaches
and prejudiced attitudes or their cross-cutting perspective, which implies the equality of
all people and defending human rights—issues that are incompatible with prejudice, both
explicitly and subtly.

Our study’s conclusions facilitated a series of seminars developed as a pilot experience
for social work and criminology students. The content of this series included the following:
knowledge of SDGs, managing emotions and problem-solving skills, empathy and decision
making, and decisions related to SDGs and the immediate environment. The results encour-
aged us to continue working in the immediate future with these and other competencies
linked to SDGs. There is still a significant amount of research needed; however, this study
guides us on working in a transversal way and training future professionals to achieve our
goals: eradicating poverty, protecting the planet, and guaranteeing peace and prosperity
for all people.
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