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Definition

Prosignification is defined as the process through which the subject generates new mean-
ings by engaging in aesthetic experience, critical reflection, and creative action. Unlike
general theories of meaning-making, which primarily describe the cognitive organization
of experience, prosignification foregrounds the symbolic—expressive dimension as the
central site of meaning production. It refers to the individual and collective capacity to con-
struct meaning from expressive and symbolic experiences, integrating cognitive, emotional,
social, and cultural dimensions of learning through intentional creative mediation. Prosig-
nification operates between knowledge construction and subjective experience, enabling
learners to connect conceptual understanding with personal interpretation and emotional
involvement. Whereas knowledge construction emphasizes epistemic development and
transformative learning focuses on perspective transformation through critical reflection,
prosignification centers on the aesthetic reconfiguration of experience through symbolic
creation and interpretation. Rooted in constructivist and experiential approaches, it unfolds
through active, student-centred methodologies, particularly in Project-Based Learning
contexts. However, its distinctive contribution may lie in integrating reflection, expression,
and creation as interdependent mechanisms of meaning generation. Art education con-
stitutes a particularly relevant context for this process, as its symbolic nature fosters the
embodied and shared construction of meaning. Thus, prosignification cannot be reduced to
cognitive restructuring or attitudinal change but involves the expressive re-symbolization
of lived experience.

Keywords: constructivism; learning environments; art pedagogy; thought; neologism

1. Introduction

In recent years, debates on educational innovation have incorporated new concepts
that seek to account for the complexity of contemporary learning. Among them, prosignifi-
cation emerges as a category that enables understanding how knowledge acquires meaning
through lived experience and the learner’s active relationship with their environment. This
term, still under theoretical consolidation, refers to the processes by which individuals
re-elaborate meanings through interaction with content, emotions, and cultural contexts,
particularly within artistic learning environments. The present contribution is conceptual
in nature and seeks to develop a theoretical framework for understanding prosignification
within contemporary art education.

In the field of education, this idea is directly linked to the principles of meaningful
learning [1,2] and active methodologies, including Project-Based Learning (hereinafter
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referred to as PBL), which promote teaching centered on experience, autonomy, and col-
lective knowledge construction. From Novak’s [3] perspective, education constitutes a
set of cognitive, affective, and psychomotor experiences that empower the individual to
face everyday life. In this sense, prosignification extends beyond the mere acquisition of
knowledge; it implies a personal transformation in which learning becomes meaningful
because it connects with one’s biography, emotions, and actions.

Art education, due to its expressive and symbolic nature, offers fertile ground for the
development of these processes. Art, understood as a form of embodied knowledge [4,5],
enables the integration of cognitive, emotional, social, and creative dimensions, thereby
providing a particularly fertile space for prosignification. Artistic creation entails a constant
dialogue between thought and action, reflection and experience; hence, artistic projects
can be configured as pedagogical devices where meanings are constructed and recon-
structed dynamically.

From this standpoint, the article pursues a threefold purpose:

e To present the concept of prosignification as an emerging theoretical category within
art education.

e To analyze its relationship with meaningful learning and PBL, exploring the construc-
tivist and experiential foundations that sustain them.

e  To reflect on the role of art and artistic projects in generating deep, transformative, and
contextualized learning.

The relevance of addressing this topic lies in the need to rethink art education beyond
merely transmitting techniques or styles. It is about recognizing its potential as a meaning-
generating practice capable of articulating knowledge with lived experience and fostering a
critical understanding of the world. As Dewey [6] suggests, art not only expresses emotions
but also reorganizes experience, opening the possibility for new modes of understanding.

Therefore, exploring prosignification in the artistic field also entails questioning the
role of the teacher as mediator and co-creator of meanings, as well as that of the student
as an active subject in the construction of learning. This approach invites us to transcend
transmissive teaching models and to place artistic practice at the heart of contemporary
educational processes.

2. Theoretical Framework
2.1. Meaningful Learning

The concept of meaningful learning was formulated by David Ausubel in the 1960s
and constitutes one of the cornerstones of the constructivist paradigm. According to
Ausubel [1,2], learning becomes meaningful when new information is substantively and
non-arbitrarily related to the learner’s prior knowledge. Such knowledge acts as conceptual
“anchors” that allow integration and attribution of meaning to new content. Consequently,
what the student “already knows” becomes the most important factor influencing what
they can learn [7].

This type of learning stands in contrast to rote or mechanical learning, as it promotes
deep understanding, long-term retention, and transfer to diverse contexts [8]. Authors such
as Coll [9] and Moreira [10] expanded upon these ideas by emphasizing the relevance of
logical meaningfulness (the internal coherence of content) and psychological meaningful-
ness (its relevance and comprehensibility to the learner). When both are combined, learning
acquires a transformative dimension: not only are concepts assimilated, but the learner’s
cognitive structure is reorganized.

In practice, meaningful learning requires three conditions:

e  That the teaching material be potentially meaningful;
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e  That the learner exhibits an intentional disposition to learn; and
e  That substantive interaction occurs between new and prior knowledge [11].

These conditions imply a conception of learning as an active and personal process
in which the learner interprets information from their own frame of reference. There-
fore, Ausubel’s theory is complemented by the perspectives of Piaget [12], Vygotsky [13],
and Bruner [14], who highlight the construction of knowledge through social interaction,
reflection, and the resolution of authentic problems.

In the contemporary context, meaningful learning has gained renewed relevance due
to the need to promote educational experiences that are lasting, integrative, and emotionally
engaging. As Novak [11] asserts, true understanding arises when students can establish
connections between the concepts learned and their lived experience—connections that
confer genuine meaning upon the act of learning.

2.2. Project-Based Learning (PBL)

PBL is an active methodology grounded in the idea of learning by doing, formulated
by John Dewey [6,15] and later developed by Kilpatrick [16]. In PBL, students work around
complex questions or challenges that demand research, collaboration, and creativity to
produce a tangible final product or outcome [17-19].

The logic of PBL is based on several principles:

e Learning is active and situated: it is built upon real problems and meaningful contexts.
e  The student is the protagonist of their own process, while the teacher acts as a guide

and mediator [20].

e Knowledge is integrated through interdisciplinarity, fostering connections between
theory and practice.
e  The final product and its public presentation enhance motivation, as well as individual

and group responsibility [21].

Historically, project work has been linked to progressive pedagogical movements such
as the New School, the Bauhaus, and the Reggio Emilia approach, all of which regard
art and aesthetic experience as privileged paths to learning [22,23]. These experiences
demonstrated that artistic creation could become a laboratory for critical thinking and
collective knowledge construction.

Several authors have noted that PBL fosters key cognitive, social, and emotional
competences for students” holistic development: autonomy, problem-solving, commu-
nication, collaboration, and creative thinking [24,25]. Moreover, it readily adapts to art
education, where the processes of production, reflection, and presentation of results are
central to learning.

PBL is characterized by allowing multiple solutions and emphasizing creative explo-
ration. In the field of art, this approach translates into the development of artistic projects
that link symbolic expression with critical reflection and social action [26,27]. Thus, the
project becomes a space of prosignification, where students attribute meaning to their
learning through artistic practice and dialogue with others.

2.3. Prosignification

The term “prosignification” emerges as an innovative concept to describe the process
through which learning acquires meaning from aesthetic and reflective experiences. Unlike
simple “signification”, which refers to the attribution of a static meaning, prosignification
implies a dynamic movement: the generation, reconstruction, and expansion of meaning
throughout the learning process. From an etymological and phenomenological perspective,
to prosignify means to move beyond given meaning, to open knowledge to new interpreta-
tions, and to connect it with the learner’s personal, emotional, and social experience.
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The term “prosignification” is proposed to denote the active process through which
individuals not only construct meaning but also anticipate and project new significations
within learning contexts. Although it is not in common use, its linguistic construction
reflects its conceptual purpose, distinguishing it from traditional notions of “meaning”
or “meaning making” by emphasizing the proactive and transformative dimension of
learning. Unlike meaning making, which describes how individuals interpret information
based on their context, “prosignification” highlights the intentional action of projecting
and anticipating future meanings. Likewise, whereas transformative learning focuses on
profound changes in perspectives and beliefs, “prosignification” extends this approach by
considering the capacity to generate new significations that transcend immediate experi-
ence, thus constituting a bridge between current understanding and future possibilities
of knowledge.

In art education, this process manifests when students transform a creative experience
into knowledge and, simultaneously, turn knowledge into an embodied experience.

Prosignification draws upon three conceptual pillars (Figure 1):

e  Constructivism, which conceives learning as an active construction of meaning [12-14].
e  Experiential education, which emphasizes the centrality of experience and reflec-

tion [15,28,29].

e  The aesthetic dimension of learning, which recognizes art as a medium for symbolic

knowledge [4,5,30].

CONCEPTUAL PILLARS OF PROSIGNIFICATION

CONSTRUCTIVISM EXPERIENTIAL THE AESTHETIC
EDUCATION DIMENSION OF

which conceives LEARNING

learning as an active which emphasizes the

construction of meaning centrality of experience which recognizes art as a
and reflection medium for symbolic
knowledge

Figure 1. Key concepts underlying artistic meaning. Source: Author’s own data.

As shown in Table 1, the concept of prosignification is positioned in dialogue with
established frameworks such as meaning-making and transformative learning, while intro-
ducing a distinct contribution particularly relevant to arts education. Whereas meaning-
making in artistic contexts focuses on interpreting artworks or aesthetic experiences within
existing cultural and personal frameworks, and transformative learning emphasizes critical
reflection leading to changes in perspectives or beliefs, prosignification foregrounds the
learner’s proactive role in projecting and generating new significations. In arts education,
this shift is especially significant, as aesthetic experiences not only invite interpretation or
transformation but also foster imaginative anticipation, creative projection, and the explo-
ration of multiple possible meanings. Prosignification thus extends beyond understanding
or perspective change, conceptualizing arts-based learning as a dynamic space where learn-
ers actively construct future-oriented meanings, thereby suggesting an expansion of the
educational potential of artistic practices. From a conceptual standpoint, the distinctions
can be summarized as follows:
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Table 1. Conceptual distinctions between meaning making, transformative learning, and prosignifi-
cation: implications for arts education. Source: Author’s own data.

Aspect Meaning Making Transformative Learning  Prosignification
Focus Interpretation of Transformation of Projection and generation
experience perspectives of new meanings
. . . Retrospective and .
Temporal orientation Present-oriented : Future-oriented
reflective

, .. Proactive creator

Learner’s role Interpreter Critical reflector )
of meaning

Nature of meaning Constructed and stabilized  Critically reconfigured Dynamic and expansive
Arts Understanding artistic Transformative aesthetic Exploration and creation of
education meaning experience new significations

Prosignification allows us to understand the value of art education not only as a space
for cultural transmission but as a domain of meaning transformation. When students
develop an artistic project, they do not merely apply techniques or concepts; they re-signify
their relationship with knowledge, with others, and with their own learning process.

Consequently, prosignification can be conceptualized as a category of synthesis be-
tween meaningful learning and project-based learning, emphasizing that meaning is not
transmitted but experientially constructed. This approach invites us to rethink pedagogi-
cal models from a more holistic perspective, where learning is also interpreting, feeling,
creating, and sharing.

3. Art Education as a Space for Prosignification
3.1. Aesthetic Experience as a Generator of Meaning

In art education, aesthetic experience can be understood as a particularly relevant
space for meaning-making. From John Dewey’s [6] perspective, aesthetic experience is not
limited to the passive contemplation of beauty; rather, it represents a complete form of
experience in which thought, emotion, and action are integrated into a continuous process
of transformation. This integrative character turns art into a unique pathway for prosignifi-
cation, as it connects personal experience with shared cultural and symbolic meanings.

Parsons [30] emphasizes that aesthetic appreciation is an evolutionary process in
which intellectual, emotional, and social development play essential roles. He argues that
our understanding of art depends on how we process and internalize artworks, asserting
that aesthetic responses are explorations of the self and reflect our own history of social
and mental development.

Eisner [4] highlights that art provides modes of thought distinct from those of tradi-
tional disciplines-modes grounded in perception, intuition, and interpretation. In this sense,
artistic practice not only communicates meanings but actively generates them through
interaction with context; each creative act can thus be understood as a form of knowledge
production, an act of knowledge in which body, emotion, and reason converge [31].

Art education, therefore, transcends the teaching of techniques or styles: it seeks to
form individuals capable of reading and intervening in the world symbolically, developing
aesthetic sensitivity and critical thinking. When aesthetic experience is reflected upon and
shared, it becomes a source of meaningful learning, granting sense to acquired knowledge
by situating it within lived experience and emotion.
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3.2. The Artistic Project as a Learning Device

The artistic project can be considered a pedagogical device [32,33] of prosignification,
insofar as it articulates creation, reflection, and action, functioning as a unifying structure
of meaning [34,35].

As Soto Calderén [35] points out, these configurations function as networks that
determine how life is organized and managed. In this sense, the project represents a
fracture that simultaneously divides and unites, a constellation of practices and knowledge
that organizes life to administer, govern, control, and orient it toward meaning [35].

Understood in this way, the project becomes a process through which students formu-
late questions, investigate, experiment, and produce results that embody their understand-
ing of a subject. As Herndndez [20] suggests, project work in art supports a research-based
pedagogy in which knowledge is constructed through doing.

Examples of this approach can be found in experiences of community-based art
education, collaborative projects, and art-education practices linked to social contexts.
Initiatives such as those developed at the Bauhaus, the Taller Total in Cérdoba (Argentina),
or Art and Community programs [36] illustrate how art can function as a mediator for
social transformation and the re-signification of experience.

Within this framework, the teacher’s role is redefined: no longer a transmitter of
content, the teacher becomes a mediator, companion, and co-creator. Their function is
to foster conditions for dialogue, reflection, and student autonomy, guiding the learning
process without imposing meaning. As Freire [29] proposed, education should be an act
of freedom and dialogue, in which individuals actively participate in the construction
of knowledge.

The artistic project, thus understood, becomes a meeting point between subjectivity
and culture, integrating conceptual, procedural, and attitudinal knowledge. Each art-
work, performance, or installation created by students can be interpreted as an expression
of prosignification-a space where learning becomes experience and experience becomes
knowledge [37].

3.3. Dimensions of Prosignification in Art Education

The process of prosignification in art education can be analyzed through four interre-
lated dimensions (Figure 2):

e Cognitive dimension: refers to the integration of conceptual, procedural, and attitu-
dinal knowledge. Artistic practice has been associated with divergent thinking and
analogical reasoning, fostering a deep understanding of the concepts addressed in
class [37,38].

e Emotional dimension: the student’s affective engagement is essential for learning to
acquire personal meaning. Emotions mediate between experience and knowledge,
facilitating memory and motivation [39].

e  Social dimension: prosignification is strengthened through dialogue and collaboration.
In collective artistic projects, learning is socially constructed through interaction,
negotiation of meanings, and shared construction of sense [13].

e  Creative dimension: creativity is understood as the capacity to produce new symbolic
connections. In education, this not only implies originality but also the ability to
transform reality through expression [40].
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Figure 2. Dimensions of prosignification in art education. Source: Author’s own data.

4. Discussion

From this perspective, art education can be understood as not only communicating
meanings but also actively generating them. Through projects and aesthetic experiences,
learning becomes a dialogical process between the individual and their context. Situated at
the intersection between knowledge and expertise, prosignification redefines the relation-
ship between knowing, doing, and feeling. This reconceptualization positions art education
as a formative space in which learners do not merely assimilate content but actively con-
struct future-oriented meanings that inform both personal and social action. This shift may
have broader curricular implications, as it invites reconsideration of content-driven models
and aligns with competency-based frameworks that value interpretation, imagination, and
ethical positioning.

Project-based learning in art enables students to experience reality, transform it, and,
simultaneously, transform their own understanding. As Kolb [28] and Freire [29] note,
experience and critical reflection are the foundations of all transformative learning. In this
sense, art, because of its symbolic and experiential nature, offers a particularly suitable con-
text for developing these capacities [30]. From a theoretical standpoint, prosignification can
be interpreted as a mediating process within project-based learning, potentially supporting
students’ capacity to anticipate, reinterpret, and expand meaning beyond the immediate
artistic task. Pedagogically, this implies designing learning sequences that intentionally
incorporate cycles of symbolic production, dialogic critique, and meta-reflection, rather
than treating artistic creation as an isolated activity. It also suggests the need for assessment
models capable of capturing processes of meaning projection, not only final products.

Integrating prosignification into pedagogical processes has profound implications.
First, it proposes an educational model centered on meaning, in which learning arises
from the dialogue between prior knowledge, emotion, and action. Second, it reclaims art
education as a space for knowledge, rather than merely expression, thereby challenging
its traditional marginalization within school curricula. At a policy level, this supports
stronger advocacy for arts integration across disciplines, positioning aesthetic inquiry as
epistemically complementary to scientific and technical forms of knowledge. In doing so,
prosignification offers a conceptual basis for arguing the epistemic robustness of arts-based
practices, with the potential to contribute to interdisciplinary learning and the development
of complex cognitive and affective skills.

https://doi.org/10.3390/encyclopedia6040086


https://doi.org/10.3390/encyclopedia6040086

Encyclopedia 2026, 6, 86

8of11

Finally, it expands the notion of meaningful learning by recognizing that meaning is
generated not only cognitively, but also emotionally and symbolically. Prosignification,
therefore, provides a theoretical framework that can articulate the intellectual, experiential,
aesthetic, and ethical dimensions of learning.

This expanded understanding has broader implications for educational research, as
it invites scholars to reconsider how learning outcomes are conceptualized and assessed,
particularly in contexts where imagination, creativity, and ethical reflection play a central
role. Given the limitations of traditional assessment models, this perspective underscores
the need to explore multidimensional evaluation frameworks that integrate narrative docu-
mentation, reflective portfolios, and validated psychometric scales sensitive to symbolic
engagement and future-oriented thinking.

Future research could focus on examining the concept of prosignification through
empirical and methodological diversification. Specifically, longitudinal designs spanning
at least one academic year could trace how students’ capacity for symbolic reconfiguration
and meaning projection evolves across iterative project cycles. By applying mixed research
methodologies that combine qualitative analyses [41-47], A/r/tographic analyses [48-51],
and quantitative instruments [52-55], it will be possible to contribute to operationalis-
ing prosignification and distinguishing it empirically from related constructs, such as
meaning-making and transformative learning. Experimental or quasi-experimental studies
comparing arts-integrated PBL environments with non-arts-based PBL contexts could
further clarify the distinctive contribution of arts-integrated PBL environments.

Further studies should investigate prosignification across educational levels (primary,
secondary, and higher education), diverse cultural contexts, and disciplinary areas beyond
the arts to assess its transferability and contextual specificity. Cross-cultural comparative
research could examine how symbolic traditions and sociocultural narratives shape the
forms and outcomes of prosignification.

From a pedagogical perspective, educational innovation could assess teaching
strategies—such as project-based learning [56-60], arts-based inquiry [49,61,62], or re-
flective and aesthetic practices [63]—most effectively foster prosignification. Design-based
research methodologies could iteratively refine instructional prototypes aimed at intention-
ally cultivating future-oriented meaning generation.

Finally, further inquiry should explore the ethical, social, and civic dimensions of
prosignification, particularly its role in supporting students’ engagement with complex
social issues such as sustainability, inclusion, or digital citizenship. Intervention studies
embedded in community-based or service-learning projects could measure how symbolic
creation mediates civic agency and ethical deliberation [64—67]. These lines of research
would clarify the relevance of prosignification as a conceptual framework for understanding
learning as a future-oriented and meaning-generative process.

5. Conclusions

Prosignification emerges as a useful conceptual category for understanding teaching
and learning processes in art education, as it integrates the cognitive, emotional, social,
and creative dimensions of human experience. From this perspective, art education is
conceived as a space for meaning construction, where learning is rooted in experience and
transformed into situated, meaningful knowledge.

Project-Based Learning, as an active methodology, provides a particularly coherent
framework for developing processes of prosignification. By linking creation with reflection
and action, artistic projects foster deep and the potential to foster deep and transformative
learning, promoting autonomy, cooperation, and critical awareness among students.

https://doi.org/10.3390/encyclopedia6040086


https://doi.org/10.3390/encyclopedia6040086

Encyclopedia 2026, 6, 86 9of 11

Likewise, prosignification bridges Ausubel’s theory of meaningful learning with the
experiential approaches of Dewey [6,15], Kolb [28], and Freire [29], offering a holistic view
of learning as a vital, emotional, and social process. Knowledge, from this standpoint,
becomes embodied experience, and experience becomes reflective knowledge.

In practical terms, this proposal invites educators to reconfigure their role as mediators
of meaning and to design pedagogical strategies that integrate emotion, creativity, and
action. Future studies may explore the operationalization of prosignification at different
educational levels, as well as its impact on the formation of artistic and civic identities.

Ultimately, prosignification represents a synthesis of creation, reflection, and under-
standing, in which art is established as both a cognitive and transformative experience—one
that education is invited to actively engage with. By placing meaning at the centre of learn-
ing, we open the possibility of a truly integral education in which learning also means
living, feeling, and signifying experience.
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