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Executive summary

Most of the proposals and studies that deal with inclusion have students and teachers as
protagonists, closely followed by other agents such as families and the educational centre. But the
truth is that for inclusion to be a success and, fundamentally, for experiences in the educational
environment to be coherent, they must be reflected and continued in the immediate environment.
Hence, the main objective of our work is to propose strategies to build truly inclusive community
environments.

Our guide is structured in two thematic blocks of a theoretical-practical nature. On the one hand,
we first address a theoretical and conceptual approach that serves as a support and foundation
to put our more pragmatic proposal into practice.
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Thus, firstly, we focus on the need to generate a close relationship between the environment and
the school in order to establish inclusive play periods. So that there is coherence and connection
in these actions and experiences inside and outside the school. To this end, we have identified
the strengths and obstacles most present in both environments and then we propose a series of
guidelines for action to promote the desired permeability and mutual interrelation.

The next block of ideas focuses on the school as an engine of social change. To this end, we offer
a theoretical corpus that supports this approach and generates conviction among the addressees
of this guide. As a pillar of action for this social change led by the educational sphere, we propose
teacher and curriculum development and point out, in general terms, the key aspects on which
this process of change should be based.

In the third section we set out some keys to establishing partnerships to build communities and
fundamentally cultures based on the precepts of inclusion. To this end, we offer some general
basic questions for action and then specify a list of elements that must be present in order to build
an inclusive culture. Although these are inspirational questions, we believe that it is important to
take them into account as a horizon on which to orient different practical and real initiatives.

Finally, we orient our work in the legal perspective on the premise of inclusion as a right. Aright that
is supported as a fundamental pillar from the educational sphere and that has clear repercussions
on the social phenomenon, such as the environment and active participation in leisure spaces.
One of the keys present in this section is to offer the readers of this guide the knowledge and
conviction that inclusion is an element that must prevail in any action that we carry out, both as
education professionals and as citizens, as it is a question of rights and ethics.

In line with what has been said so far, the second part of our guide focuses on practical action for
the improvement of the inclusive education process at three levels: in-school factors, school-to-
school factors and out-of-school factors.

This section is not a standard recipe for all schools, but an orientation guide that has to be
contextualised and carried out from a horizontal or shared leadershipamong the whole community:
students, teachers, non-teaching staff, families, community institutions...

We have made an effort to concretise, from a practical perspective, the actions needed at each
moment and level, together with the way forward for all those involved and a suggested set of
tools.

The aim of the last section of this guide is to provide a compendium of good practices and real-
life situations to inspire action. However, the aim is not only to show examples of motivation or
actions to be replicated in our own contexts, but also to provide judicial assessments that can
serve as a legal basis and legal arguments to be used to underpin and support pedagogical action.
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1. Transforming the role of the education
community in recreation periods

1.1. School-environment permeability:

opportunities and barriers to improve inclusion in
recreation periods.

Recreation periods, such as playgrounds and leisure
activities in the community at large where recreation
is the highlight, are the ideal means and opportunity
for putting into practice a wide variety of competencies
and values, and are crucial for the integral development
of our students. These spaces are naturally conducive
for building the personality and identity of our children
because they encourage richer personal and social
interactions where norms, beliefs, and values are
shared.

As explained in more detail throughout this guide,
the link between the environment and the school
constitutes a relationship of mutual interdependence
that is paramount for meeting the challenge of
implementing inclusion as a guiding principle for
action. In order to build inclusive cultures, the actions
proposed by the education centre must be reflected
and have continuity outside the school walls, so that
they are not disconnected from reality and children
and youth can internalise and generalise them in a
natural and logical manner. Because as Wenger et
al (2021) show, children’s experiences indicate that
children with disabilities are not included in the play of
children without disabilities and vice versa (there is an
invisible social barriers and the perfection of ‘us and
them’), as well as the segregation between children
with and without disabilities caused by the school
system might continue, even unintentionally, on the
inclusive playgrounds.

With this in mind, and for the process of inclusion
to occur optimally during leisure and free time, it is
necessary to go beyond learning some content—
knowledge—to developing a competency—a
compendium of knowing, doing, and being—in a
concrete situation. Therefore, we must work to ensure

students generalise learning in different contexts of
their everyday life, making the inclusion experienced
during school leisure periods a common, standardised
behaviour of social inclusion, at a cognitive, procedural,
and attitudinal level.

The work towards attaining environment-school
permeability requires a general analysis to identify
the strengths and weaknesses of each environmentin
order to enable timely interventions.

In this respect, recreation and leisure periods offer
general opportunities, including:

B How recreation and leisure spaces are perceived:
These are periods of relaxation and spontanei-
ty, perceived by students as free spaces whe-
re learning happens "“unintentionally”, without
students being fully aware of it happening.
Thus, their very characteristics and forms of
organisation make them rich, ideal spaces for
student growth and learning. This is true to the
extent that formal sectors in curricular content
and competency didactics now advocate the
use of gamification (different digital support)
as a learning tool, in an attempt to make tea-
ching-learning processes more successful and
attractive.

B Characteristics of play: One of the key charac-
teristics of play is enjoyment in itself. It cons-
titutes the ideal setting for the acquisition of
aspects that are relevant for building inclusive
cultures among our students. Aspects such
as the strengthening of emotional bonds, the
recognition of others, experiencing and interio-
rizing values, as well as plenty of other funda-
mental, enriching elements for full human de-
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velopment manifest in play, and are assimilated
by the youth, contributing to invaluable perso-
nal developmen.

B Actions conducted by professionals from the early
stages: Building inclusive leisure communities
and spaces is a complex endeavour. Therefore,
at the beginning, it is key to have professionals
lead and guide timely actions to meet this goal.
On the other hand, although these activities
may initially seem rather awkward or complex
to organise and execute, implementing them
from early childhood will be instrumental to en-
suring that they are conceived as part of every-
day life and internalised by the majority. Thus,
starting professionally conducted inclusive ac-
tions at early stages constitutes an opportunity
and a lever for their implementation.

It is really important to bear in mind that barriers go
beyond physical barriers to access and are posed as
processes of exclusion, Moore et al (2020), while acces-
sibility is an important consideration for the design of
playgrounds, it does not guarantee that playful occupa-
tions can take place. The barriers we identify for achie-
ving inclusion in recreation and leisure periods include:

B Attitudinal barriers and difficulty in understan-
ding and respecting individual differences (spe-

cific to each person) and using them as learning
opportunities: Beliefs, education, experiences,
and social phenomena such as capacitism lead
to stereotyping and erroneous concepts about
the diversity of people. In this way, the attitudes
towards people with disabilities constitute the
main barrier to building inclusive leisure spaces
in education and community settings, such as
the perception of separate groups of people ‘us
and them’ Wenger et al (2021).

Insufficient qualifications and leadership: Poor
training and the lack of effective leadership
skills of the professionals, leaders, and mana-
gers of leisure activities constitutes a central
issue that needs to be addressed by public and
private administrations by offering attracti-
ve training activities suited to the demands of
21st century management and leadership.

Lack of accessibility guarantees and erroneous
practices under the umbrella of inclusion: An in-
adequate and erroneous use of the term inclu-
sion leads many people with disabilities to ini-
tially mistrust some of the so-called “inclusive
leisure” initiatives and proposals. This results in
lack of motivation and participation in inclusive
leisure offers, for fear of not having our expec-
tations met, or encountering covert segregation
practices.

Attitudinal Insufficient
barriers: qualifications and Lack of
Building an open, | leadership: accessibility:
evidence-based Learn and lead Universal design
dialogue and together:
creative leverage

Figure 1. Mapping of barriers and opportunities to improve inclusion in recreation periods.

The opportunities and barriers described in this study
are offered as general orientation, and require a much
deeper and detailed diagnosis and contextualised
analysis before engaging in inclusive leisure actions or
proposals. However, as general guidance, we provide
below a set of action guidelines to promote the per-
meability and mutual interrelation:

B (Coordination and management meetings: Esta-

blishing meetings or gatherings with a focus on
promoting communication among the various
education and leisure agents in the community
helps set consistent, linear, like-minded action
guidelines to guarantee seamless continuity
between inclusion proposals.



B A Community training actions: Local admi-

nistrations must promote training and infor-
mation initiatives on inclusion, with the main
objective of shifting mindsets and eliminating
prejudice and stereotypes that derive in ac-
tions against the paradigm of inclusion.

Promotion of social innovation: The education
community and the surrounding local environ-
ment, through the different public and priva-
te local entities and organisations, must work
jointly in diverse social innovation initiatives to
bring them closer to social reality, raise awa-
reness and promote actions for a true social
and cultural transformation, using inclusion as
a pedagogic strategy and the main focus of ac-
tion.

Building educational environments that are open
to the community: For schools to take the lea-
ding role in the transformation of social reali-
ty towards inclusion, a number of changes in
terms of pedagogic approaches and central
cultures should occur in the structure and or-
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ganisation of education. Schools must become
spaces open to the participation and close co-
llaboration of the community. In this respect,
we advocate, among other strategies, for the
involvement of parent associations as liaison
between the education community and the
surrounding environment.

B (Creating a roadmap: This should include an
analysis of the strengths and weaknesses of
both environments, the short-term challenges
and their assessment, and consensus on com-
mon items and actions, etc.

Lastly, as mentioned at the beginning of this section,
building inclusive leisure environments and spaces re-
quires permeability, or infiltration, between the exter-
nal environment and the school, to harness the stren-
gths and advantages of each setting. These scenarios
also provide an opportunity for connected and linear
actions, a crucial factor for creating consistent educa-
tional and learning experiences for our students, thus
strengthening and consolidating inclusion.
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1.2. The education centre as a driver of social change

Extensive efforts have been made in the last few years
to establish objectives for transforming the world,
among them, the United Nations Sustainable Develo-
pment Goals (SDGs). Education centres now have a
clear definition of the short-term, mid-term, and long-
term challenges faced by our societies.

The ceaseless bureaucratic hustle, the limited develo-
pment of teacher professional training, and the inten-
se dedication required by preparation, development
and evaluation in educational practice normally hinder
the process of reflection that should support teacher
performance. This often results in losing direction,
overlooking the ultimate goal of education, and sin-
king vear after year in superficial learning experiences
that fail to reach all students.

Therefore, instead of making poorly founded or bad-
ly contextualised changes seeking to provide an often
externally imposed response, it is time to stop and
think about the final objective of our interventions as
members of the education centre. So, let me be clear
from the start: education centres are part of a social
fabric that demands (or should demand) that they take
on an active, transformational role based on a structu-
re of social inclusion and cohesion.

Building inclusive communities and cultures requires
action by relevant socialisation agents, and the school
clearly has a fundamental role in addressing this cha-
llenge.

Different social sectors are evolving and building sus-
tainable, inclusive, and equitable societies, and the
education sector should not remain oblivious to this
trend, given its primary responsibility for educating ci-
tizens (Robledo, 2010).

The importance of the education centre in social chan-
ge is cross-cutting and bidirectional. On the one hand,
it can, on its own, promote the change of behaviours,
attitudes, social trends and cultures, and on the other
hand, it must address the demands and needs that
occur outside the limits of the school, in an attempt
to provide answers as part of its social commitment.

For this purpose, the education centre has two key
resources: the teachers and the curriculum, which re-
flect the content of education. Both are essential to
articulate the type of citizens and the type of society
we wish the school to build.

CURRICULUM:
- Open and flexible.

- Diverse facets and different levels of achievement.

- Focuses on the progress of all students.

- Demands of the society of the 21st century. y,

TEACHERS:

- Pre-service and in-service teacher
training.

- Messages, values, and discourses.
- Awareness of the ‘here and now'.

~N

Figure 2. Key resources to transform the education centre as a driver of social change.
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With these education dimensions as a reference, we
note below some aspects that may impact the school
contribution to social change.

Concerning teachers, the following aspects, among
others, must be considered:

B Pre-service and in-service teacher training.
Professional training has to be ongoing, up-to-
date, and in accordance with prevailing social
demands. And more specifically, with express
reference to the principles of inclusion.

B The messages, values, and discourses of edu-
cators must be in accordance with the univer-
sal principles established in human rights trea-
ties and with ethical and moral principles.

B Awareness of the ‘here and now  in the tea-
ching practice. This involves being in control
of the learning situations and not leaving tea-
ching actions to improvisation, so as to pre-
vent inconsistencies and implications that are
intangible, but nevertheless significant for stu-
dents, such as the hidden curriculum.

B Implementing student-centred didactics
based on learner interests, motivations, and
other traits, moving away from capacitism and
favouring collaboration and opportunity.

The other key resource, the curriculum, as the element
that defines what to teach, has a clear and direct im-
pact on the type of citizens and the type of society that
we want. Therefore, the curriculum must be designed
on the basis of contents, and have a structure, con-
sistent with the principles of inclusion. Accordingly, we
propose the following characteristics for curriculum
design:

H An open and flexible curriculum that consi-
ders all students, with all their diverse circum-
stances.

B A curriculum that includes contents and com-
petencies with diverse facets and different
levels of achievement (in terms of differing
achievement with respect to different levels of
cognitive processes - remember, understand,
apply, analyse, evaluate, and create.).

B A curriculum that focuses on the progress of
all students in general, in such a way that its
structure and organisation may be adaptable

to flexible approaches.

B A curriculum that leaves behind values such
as competitiveness, memory excellence or as-
sessments that foster capacitism, to privilege
other aspects more suitable to the demands
of the society of the 21st century.

Empty discussions on the vast—and often out-of-da-
te— contents included in the school curriculum, need
to be refocused on the search for true social change,
so as to foster the transition of the school from re-
producing inequalities to being a true driver of social
transformation.

Overall, in order to become actual drivers of social
change, schools must undergo a transformation that
encompasses the following:

B Contextualized selection of contents based on
the social demands set by the SDGs and the
2030 Agenda.

B Design and implementation of learning situa-
tions that provide students with practical com-
petencies that may have an impact on theirim-
mediate environment.

B Involving the immediate environment in the
creation and implementation of didactic pro-
posals, specifically service learning experien-
ces, with the school and the environment as
active, mutually feeding agents. In short, a fu-
lI-fledged partnership between the education
centre and the community.

B Opening to flexible and accessible learning ex-
periences that provide for ongoing develop-
ment.

A circular, mutually interactive, relationship is crea-
ted between the school and social development. This
means that, in order to build inclusive societies, the
school needs to educate individuals and citizens with
values consistent with these principles and rights, be-
cause only from this interdependence will truly inclu-
sive societies be transformed and built. Even though
this partnership between school and community has
always been necessary, the pandemic has shown that
organisational and curricular conditions must go hand
in hand with everyday contexts, by redesigning the
roles of all participants: students, teachers, and the
community at large (Bolivar, 2020).
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1.3. Guidelines and partnerships for the creation

of an inclusive culture: Building an inclusive

community and values

For people with disabilities, it is particularly important
to participate actively and fully in their communities.
This has two-way benefits: for the persons with
disabilities, who see their rights and needs fulfilled;
and for the rest of the population, by promoting fair,
equitable, and supportive social development for
citizens, which results in a feeling of pride, belonging,
satisfaction, safety, and wellbeing, and builds the
trust in social and mutual support systems in the
community.

The community must develop to meet the latest
demands and values, and undoubtedly, inclusion is
the cornerstone in this respect, for it entails building
environments planned for all people, from a human
rights-based perspective. According to Guirao &
Segredo, (2012) the inclusive community approach
sees coexistence of all people as an individual and
collective benefit, and consequently recognizes the
right to be, and actively participate, in the community.

However, in order to meet this demanding challenge,
the community must firstidentify and acknowledge the
demands and needs of all citizens, and subsequently
implement strategies and actions to guarantee the
presence, participation and progress of all people.
These action principles (presence, participation and
achievement) for building inclusive communities,
are borrowed from the educational context, because
we consider they can be extrapolated to suit the
community setting, as they seek similar objectives
within similar contexts.

For the transformation of a community according
to these principles, we propose to adopt the model
presented by Booth & Ainscow (2011) for the
education environment, which may be, as mentioned,
perfectly extrapolated to the community and social
setting. This proposal consists in a three-pronged
approach:

1. Promoting inclusive cultures. This involves
creating safe spaces and environments that

respect diversity and are stimulating. Condi-
tions and values that are shared by all mem-
bers of the community.

2. Producing inclusive policies. Administrators
and leaders must generate actions and
activities that guarantee the participation of all
citizens, and that are created, from inception,
on the basis of the opinions and views of
all people; in short, development of policies
thought for all people.

3. Implementing inclusive practices. The
catalogue of activities and syllabi must be
accessible, so as to ensure the effective
participation of all people, and thus increase
motivation and participation.

To provide further guidance on how to build inclusive
environments and communities, and in particular, as
a source of inspiration for action, we present below
several contributions, such as those of Guirao &
Sagredo (2012) who propose three actions:

B Guaranteeing the full enjoyment of all people,
including people with disabilities.

B Achieving a sense of belonging.

B Participating actively in decision-making, ac-
tions, collaborations, etc.

Moreover, the CERMI manifest (2003) proposes that
building inclusive community environments requires
the following:

B Feeling difference as a value.

B A shift in the way of thinking to include diffe-
rent perspectives.

B Making actions and proposals inclusive

The objective is to create a culture of inclusion where
tolerance, fairness, and positive acknowledgement of
diversity prevail among all people, leading to appro-
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priate social and institutional responses to these is-
sues. Inclusion encompasses all realms of social life,
and as such, impacts the three dimensions presented
by Parrilla (2001): culture, policies and practices.

At this stage, we understand that in order to attain this
purpose, it is necessary to briefly define the notion of
culture in general terms. According to Hartasanchez,
(2002, p.1), culture means “the set of rules, symbols, be-
liefs, and values shared by all the members of a team or
human group, which provide it with the necessary cohe-
sion to work harmoniously towards the achievement of
common goals.”

Consequently, in order to meet the complex challen-
ge of creating an inclusive culture, we have to consi-
der the two dimensions proposed by Cansino (2017):
a more abstract, theoretical dimension referred to as
concepts, values, ideologies, etc. And another, more
concrete and practical dimension referred to as spe-
cific actions and activities that are a tangible result of
the former.

In summary, the elements that need to be present in
any community or culture where inclusion prevails,
and that should be promoted by institutions and ad-
ministrations are the following:

Conceptual change of the views and perceptions of people with disabilities and diversity in
general.

Proper organisation and management by administrations and institutions. This involves
guaranteeing accessibility, and the creation of activities and actions designed for all people
from inception.

Proactive, responsible leadership, committed to fair, sustainable, and inclusive social
development.

An inclusive culture has distinctive features that characterise it, and must always be present:
even when inclusion is a response to the needs of a specific group, such as people with
disabilities, its benefits and advantages transcend all people.

Inclusion does not mean addressing the demands of people, in this case people with
disabilities, in a fragmented or segregated manner.

Inclusion concerns all people, and therefore, its key lines of action and premises take into
consideration all citizens.

Difference is valued, not viewed as strangeness or a challenge.

Building inclusive communities means considering, and planning, designing and building
curricula for all people from the start, without a need to later implement adaptations or
apply “patches”.

A community and a culture where rights, not good intentions, prevail: collaborative, not
charitable, environments.

Individual and social commitment must be the rule.
Eradicate the culture of capacitism.

In an inclusive culture, values must be in accordance with actions, and not isolated from
reality. Consistency of beliefs and practices; discourse and values must be reflected in
practices and actions.

Work must be based on the action principles of social pedagogy.

Transmit inclusive values and actions on an everyday basis, and not as exceptions.
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To sum up, the community must satisfy and guaran-
tee the needs and demands of all citizens according to
the principle of inclusion as a question of human rights
that advocates a society for all people, and an ethical
approach assumed and shared by all members of the
community (Nebreda, Quintana & Ortuzar, 2011).

Before concluding this section, we consider it rele-
vant to mention the role of families in the construction
of an inclusive community, as they are a transversal
agent in this whole process. The family, as the main
agent of socialisation, becomes a key, useful and ne-
cessary element for the development of all the actions
planned in this context. In them lies one of the keys
to the success of this process, in view of their social

influence both within the family and in community de-
velopment itself.

It is also important to highlight the role of teachers in
building inclusive community environments. The pers-
pective presented by education professionals in this
task is fundamental, especially taking into account the
precepts of this work, which maintain that the origin of
this process is located in the educational centre. Hen-
ce, their training and skills in inclusion must be present
throughout their professional and educational develo-
pment.
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1.4. Inclusion as a right. Towards quality leisure

As reaffirmed throughout the various intellectual ou-
tputs of this study, inclusion is a question of rights.
It is recognized in international law, specifically the
Convention on the Rights of Persons with Disabili-
ties (2006), which establishes it as one of its guiding
principles, and reinforces it in several of its articles, in
particular article 19, which sets forth the right to “Li-
ving independently and being included in the community”
and article 24, on the “Right to education”.

Furthermore, inclusion constitutes a key element
for building fairer, and more equitable environments
and societies, because it underpins human rights and
ethics, which are the essential foundations that gua-
rantee proper social development. Likewise, the 2030
Agenda sets forth inclusion as a key element to meet
the demanding challenges faced by society today.

To attain this goal and guarantee the right to inclu-
sion, we place our focus on education and the educa-
tion system as the key setting for action, specifically
from a perspective of inclusion, because the right to
education can only be understood and guaranteed wi-
thin this paradigm. Therefore, as stated by Medina
(2017), the right to education is the right to inclusive
education.

So, the reason for focusing on inclusive education, as
a pillar to sustain our proposals, is that it underpins all
other rights. Therefore, its attainment and guarantee
are paramount to ensure the comprehensive develo-
pment of people and the construction of inclusive so-
cieties. Only inclusive education guarantees both the
right to education and the creation of equitable and
fair societies, as required for the development of a
modern, social wellbeing State (Medina, 2017).

Consequently, even though there is sufficient legal
support and the international community clearly en-
dorses this issue (Conventions, Declarations, United
Nations, Sustainable Development Goals, Education
2030, and many more), in practice it is still presented
as a theoretical question, a right with no application in
real life.

An example of this may be found in the Spanish edu-

cation system, which even today still remains at the
margins of the model of segregation and integration,
without having achieved full consolidation of inclusive
schools. (Toboso Martin et al, 2013).

However, we should not lose sight of the fact that the
goal of inclusive education is not just purely an acade-
mic challenge, instead, one of its main goals is social
inclusion. As stated by Huete (2018), the school is not
a mere device to pass on knowledge, but rather a key
element of socialisation, and its influence is such that
it contributes to preventing social exclusion in other
sectors of community life. Therefore, the education
system, in all its stages, is crucial to facilitate social
inclusion.

At this point, it should be clear that one of the indica-
tors of social inclusion is leisure. Accordingly, article
30 "Participation in cultural life, recreation, leisure and
sport”, and in particular Article 30.5, state that people
with disabilities have a right to leisure. It further esta-
blishes the obligation of the State to adopt measures
of various nature to guarantee leisure, on the basis of
the principles of inclusion, equity and fairness.

Vidal (2017) defines inclusive leisure as recreational
and play activities where all persons are included, re-
gardless of their characteristics, and for this, it is es-
sential to promote universal accessibility and have
professionals with expertise in disabilities who can
address the needs of all people.

According to the inclusive leisure manifest (2003),
leisure must be implemented from a perspective of
inclusion, as a pivotal principle, for the following re-
asons:

B Due to the importance of leisure in modern
society.

B [t is understood as a human experience that
enables human development.

B Because itis a human right.

B [tis linked to quality of life and well-being.
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In all these reasons, inclusion is the core and crosscu-
tting element, because it is closely linked to attitudes,
values and beliefs such as acceptance, the sense of
belonging, and acknowledgement of all people, which
result in proper behaviours and actions.

An inclusive leisure environment is “one where all peo-
ple can participate and relate to each other on an equal
basis and with maximum autonomy. A systemic shift in
both structures and processes is needed for this to occur”
(CERMI, 2003, page 4). However, in spite of the clarity
of the approach, and the support of the legal provi-
sions that reinforce it, inclusive leisure is not yet con-
sidered a right (Vidal, 2017), and as a consequence, its
application and practical development is insufficient.

According to CERMI (2003. page 12), some of the key
aspects for its implementation are the following:

B Updating the concepts and images of people
with disabilities.

B Focusing on leisure’s contribution to the deve-
lopment of people with disabilities.

B Preference for inclusive leisure options.

Although leisure is understood a priori as an individual
matter, its benefits for the community are multiple,
because it represents a safe environment of recogni-
tion and identity that promotes feelings and emotions
of care, affection, and acceptance (Guirao & Sagredo,
2012).

Thus, it is important to work on these issues that are
paramount to the development of inclusive communi-
ties through leisure, within the framework of the edu-
cational setting. Research such as that conducted by
Arbilla (2012) has shown that the education setting
provides an adequate framework to develop the atti-
tudes, knowledge and actions required to implement
inclusive leisure in the education setting, and therefo-
re in the community context.

In view of these, and other, circumstances, it is clear
that the implementation of inclusive recreation spa-
ces in education centres is not only a need but a requi-
rement, on the basis of the right to inclusive educa-
tion and the right to enjoy leisure and play with peers
(Montero, 2017).
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SHARED LEADERSHIPS TO IMPROVE

EDUCATION AND SOCIAL INCLUSION IN
RECREATION PERIODS
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2. Shared leaderships to improve
education and social inclusion in
recreation periods (students, teachers, non-
teaching staff, families, associations, local

entities, etc.).

Traditionally, the different institutional documents of
education centres present a mostly passive role of the
family and the community, in general, in their recrea-
tion proposals. In accordance with the bureaucratic
theory (often included as an addition to comply with
formal regulatory aspects), the school considers com-
munity agents as resources at its service—if it consi-
ders them at all. In this way, school "uses” commu-
nity agents for very specific purposes, in a unilateral,
decontextualized manner. A change of perspective
is urgently needed, where schools build dynamics,
opportunities and spaces to “give voice to the external
environment” and, based on its needs, becomes the
driving force of social change.

Itis therefore necessary to redefine the zero structure
and hierarchical structure habitually found in educa-
tion centres:

B Zero environment participation structure:
schools that avoid, and even forbid the par-
ticipation of families in recreation instances,

Participation

structure Zero environment

Hierarchical environment

and do not know, or think about, the oppor-
tunities offered by their surroundings (leisure,
free time, etc.); schools that feel threatened by
other organisations or individuals that promo-
te recreation proposals in the community.

B Hierarchical environment participation struc-
ture: schools that invite certain people or ins-
titutions to make presentations or conduct
activities that are “prefabricated— not built
on shared knowledge; schools that organise
celebrations without a contextualised, we-
[I-thought work plan, or that is not anticipated
with people or groups from the external envi-
ronment; schools that exhibit specific learning
outputs or recreation experiences to family
members or other community agents.

In order to break away from these dynamics, and make
a shift towards a shared leadership model where in-
clusion experienced in education can have a true im-
pact in students’ social inclusion, schools must exerci-
se horizontal leadership.

Shared leadership

Participants School

Students, families, associations,

School
School, students, families,
associations, local entities

local entities

Figure 3. Participation structures between school and community.
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Therefore, the education community is invited to re-
flect upon the set of actions presented below and pro-
pose lines of improvement to implement in recreation
settings, from a perspective of inclusion. All actions are
proposed with a broad perspective, with the purpose
of harnessing the creative potential of inclusive edu-
cation to promote saocial inclusion as its ultimate goal.
Let us be honest, what would be the point of coming
up with the term ‘inclusive school, commemorating
the day of persons with disabilities or incorporating
students with special education needs without a pro-
gressively pervading transformation of school policies,
practices, and cultures?...if there are still students that
are discriminated against during recreation periods for
the mere fact of belonging to a specific group? Let us
advance a little further...

The community structure for promoting equity in
schools of Harris, Carrington and Ainscow (2018) and
Hernandez-Sanchez and Ainscow (2018) proposes
actions on three levels: within the school, between

schools (inter-school) and beyond the school (the
larger social environment). It features a series of ac-
tions with the respective explanation of the synergies
among the various participants and tools for practical
application. All these are practical materials to motiva-
te and guide the process of transformation of recrea-
tion periods with an inclusive perspective, where the
whole education community plays an important role.
These materials do not contain standardised or exclu-
sive formulas, but rather offer support based on good
practices, and require self-analysis and contextualiza-
tion. In short, they constitute unique and non-trans-
ferable empowerment. Accordingly, each chapter con-
tains a section on "general actions”" that serve as an
umbrella for all education centres regardless of the
area, education stage or culture, broken into multiple
contextualised actions, for which general guidance is
provided in the guide, although they may only be ca-
rried out by the staff involved.
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GENERAL ACTION.

Joint reflection-action process (stop and think) about inclusion during recreation periods within the school.

< SYNERGIES:

e Step 1. All staff present and participating in recreation periods (teaching staff, students, non-tea-
ching staff -social integration technicians, sign language interpreters, administrative and custo-
dian staff, etc.) take part in the joint reflection process. EXPECTED OUTCOME: Baseline document
gathering the findings of school staff.

How do we do it? The work methodology has to be adapted to the education centre, and may
range from an optimal level of interaction (cooperative strategies in a shared space and time) to
other modalities that facilitate participation, such as asynchronous options requiring that certain
individuals or groups spearhead the work. The process may be conducted during spaces speci-
fically created for this purpose, or in grade level teams, within teacher bodies, department mee-
tings, etc. If non-teaching staff are unable to attend due to time constraints, they will be included
in step 2.

* Step 2. Arepresentative of the group above or, when possible, a coordinating group, reviews the
findings (consistency, similarities, discrepancies, etc.) against the realities they observe in recrea-
tion activities outside the education centre (or within, in the case of students). EXPECTED OUT-
COME: Baseline document with new insights on the process of school and social inclusion, and
determination of joint work lines for improvement. This document must be included in the school
improvement plan, as well as other plans and programmes geared at improving interactions and
fostering inclusion among all students.

How do we do it? The work methodology must allow for students and families to become ac-
quainted with the conclusions of the school staff in order to detect and explore consistencies,
similarities, and discrepancies with the voices of students and families in the various settings
(school and outside the school). It may be developed jointly within the School Council, or a sepa-
rate analysis by students and families may be considered in order to foster free expression and
reduce the influence of parents or guardians on the students.

e Step 3. Developing a shared work plan (with simple, tangible short-term goals to motivate the
progressive introduction of new, more ambitious measures) for improving inclusion in education
and social inclusion. EXPECTED OUTCOME: Have a common work plan designed, developed and
evaluated on a regular basis: clear roles, specific tasks, closed moments, etc. Incorporate this
work methodology into the follow-up schedule of the school improvement plan.

e Extension to the community: Involve leisure and free time staff of associations, local govern-
ment, etc. in steps 2 and 3.

< TOOLS:

¢ Index for inclusion, Mel Ainscow and Tony Booth: https:/www.eenet.org.uk/resources/docs/
Index%20English.pdf

e 'Termometro para la valoracion de la educacion inclusiva en un centro escolar by Gerardo Echeita,
M.? Luz Fernandez-Blazquez and Cecilia Simon: https:/www.plenainclusion.org/sites/default/
files/termometro-edu.pdf



https://www.eenet.org.uk/resources/docs/Index%20English.pdf
https://www.eenet.org.uk/resources/docs/Index%20English.pdf
https://www.plenainclusion.org/sites/default/files/termometro-edu.pdf 

https://www.plenainclusion.org/sites/default/files/termometro-edu.pdf 


Inclusive Playgrounds. Teachers Training Programme: strategies for raising awareness towards inclusion

GENERAL ACTION.

Generate collaborative networks between education centres of neighbouring areas.

< SYNERGIES:

e Step 1. Establish a committee formed by staff from each school involved to share the global view
of recreation periods at each participating centre, as well as their aspirations and lines of action
(using the work performed within the school under the general action section above). EXPECTED
OUTCOME: connecting all education centres of neighbouring areas and fostering the transition
between education stages.

As these actions start to “bring down the school walls" it will be necessary to arrange meetings
with a defined schedule and structure, in order to be efficient and avoid falling into disappointing
practices and prevent false shared leadership. This may be done, for example, by using technolo-
gical communication media to facilitate participation, if necessary.

At this point, it would be important for those directly involved so far (teachers, students, and fa-
milies) to be in touch with institutions and organisations connected to recreation in the surroun-
ding areas (shared context). The framework vision of students from all centres, as persons who
interact within the same social environment, must be the basis for deep reflection by the schools
to break potential competitive polarizations based on false, traditionally assumed hierarchies.

* Step 2. Each centre defines and assumes the role of “expert” within the proposal of horizontal
leadership between centres. EXPECTED OUTCOME: Drafting of a baseline document sharing the
specialty areas of each centre, and on this basis, the avenues for collaboration between all par-
ticipants.

This stage requires an ongoing process of self-analysis, which will evolve and grow with every
academic year, and will clearly undergo modifications as a result of multiple factors, such as the
stability of the teaching staff. However, the work networks need to seek institutional support
from the specialised teams provided by the administration: Teacher Training Centres, Zone Gui-
dance Teams, etc., in order to ultimately include these work methodologies in the Training Plan of
each centre to achieve long-term continuity.

<« TOOLS:

e European Network on Inclusive Education & Disability, “Include-ed” promoted by Fundacion
ONCE: https:/includ-ed.eu/es/la-red

¢ Enabling Education Network “EENET": https:/www.eenet.org.uk/



https://includ-ed.eu/es/la-red
https://www.eenet.org.uk/
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GENERAL ACTION.

< SYNERGIES:

The clear goal established by the European Union towards a sustainable, inclusive, and digital society
sets the guidelines for the education model that is expected from our schools. It is therefore crucial
that we connect and provide each other with feedback on the social reality around us. We often see
schools that have established strong links with the needs of their surrounding communities, engaging
local government, associations, and other social organisations in the development of projects and
programmes. However, most of these links are the result of the “good intentions" of specific individuals,
or sometimes the relentless insistence of one highly involved person, who normally carries most of
the burden of the work. Measures to break away from these patterns, which are derived from cultures
that do not value the power of work in context and cooperation, include:

e Step 1. Once the work within the school, and even between schools, has advanced, draft a brief
report with conclusions on all the advances, highlighting the possible symbiotic relationship
that may be established: the potential the school has for the community (report on actions
with the local government or local associations and organisations) and the potential the diffe-
rent institutions have for the school (or schools, if the work in networks is already advanced).
EXPECTED OUTCOME: Accords in the form of agreements or “contracts” between the schools
and the community at large.

It is important for existing organisations and structures to make this collaboration meaningful
(and not in the form of isolated actions or anecdotes resulting from informal conversations), so
as to formalise actions for sustainable, inclusive, and digitalised quality recreation in the statu-
tes or principles of the local government, neighbouring associations, social organisations and
local institutions. Note that this modus operandi entails the idea of an inclusive curriculum ai-
ming at competency learning through active methodologies that favour the inclusion process.

e Step 2. Each participating institution or organisation reports advances either through townhall
meetings, periodical association meetings, etc. EXPECTED OUTCOME: Global report highligh-
ting improvements in terms of social inclusion in recreation periods in the locality, city or town
(privileging a perspective of constructive criticism and cyclical improvements).

Allin all, itis important to remember that the proposal for the change of cultures, practices and
policies is not linear, but starts from the reality of each experience.
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Inclusive cultures

Inclusive polices Inclusive practices




STUDY OF TRANSFORMATIVE CASES.

FROM INCLUSION IN EDUCATION TO
SOCIAL INCLUSION
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3. Study of transformative cases. From
inclusion in education to social inclusion

Key aspects to consider in this proposal for creating
inclusive leisure spaces and inclusive recreation
periods are ethics, rights, and moving away from
persisting discrimination and capacitism actions.

This section presents a compilation of good practices
to serve as inspiration and example, and that may be
articulated, as in the legal field, into jurisprudence for
the educational and pedagogical sectors.

The goal of the last section of this guide is to offer a
compendium of good practices and real situations that
may serve as inspiration for action.

But the objective is not just to show examples of
motivation, or actions to be replicated in our own
settings, but rather to present court decisions of
cases that may serve as legal grounds and rationale
for further action, and that have to be used to endorse
and back pedagogic action.

In sum, a set of experiences that show that inclusive
education has an impact on, and is intimately related
to, the social inclusion of persons with disabilities.

e "Evidence of the Link Between Inclusive
Education and Social Inclusion. Final Sum-
mary Report” of the European Agency for
Special Needs and Inclusive Education: ht-
tps:/www.european-agency.org/sites/de-
fault/files/evidence-final-summary _en.pdf

e "Patios y Parques Dindmicos” (Dynamic
Playgrounds and Parks Programme) (Lagar,
2015): https:/patiosyparquesdinamicos.
com/

e Manifiesto por un ocio inclusivo. Fun-
dacion ONCE, ONCE, CERMI y Catedra Ocio
y Discapacidad (Deusto. Espana): https:/
www.cermi.es/sites/default/files/docs/co-
lecciones/ocioinclusivo.pdf

* Programa “A toda vela". \/ida inclusi-
va: https:/atodavela.org/que-hacemos/
ocio-inclusivo/

e Servicio de Ocio Inclusivo de Plena Inclu-
sion (antigua FEAPs): https:/www.plenain-
clusion.org/sites/default/files/ocio _inclusi-
vo.pdf

¢ Kudlacek, M., Bocarro, J., Jirasek, I., &
Hanus, R. (2009). La via checa de la inclu-
sion a través de un marco de educacion ex-
periencial. Journal of Experiential Education,
32(1), 14-27: https:/journals.sagepub.com/
doi/10.1177/105382590903200103

e TeamUp Project. Erasmus +. Disability
leaders of tomorrow. https:/dlot.eu/cour-
se/index.php?categoryid=24

JURISPRUDENCE

e Jurisprudence study by Pérez Garcia,
M.L. (2021) “La inclusién educativa de los dis-
capacitados en Espana constitucional: ;un de-
recho fundamental atenuado?’ ?" (Inclusion
in Education for People with Disabilities in
Constitutional Spain: An attenuated funda-
mental right?).

e Spanish Supreme Court decision, May
9th, 2011.

e Spanish Supreme Court decision, De-
cember 14th, 2017.

e Spanish Supreme Court decision, June
21, 2019.

* Rodriguez Zapatero, J. (2020). La doc-
trina jurisprudencial sobre el derecho a la
educacion inclusiva: evolucion. La sentencia
del Tribunal Supremo de 14 de diciembre de
2017.

e Cervera, I. C. (2017). La recepcion y apli-
cacion en Espana de la Convencion de Nacio-
nes Unidas sobre los Derechos de las Perso-
nas con Discapacidad. Revista Espanola de
Discapacidad, 6(2), 253-256.

* Garcia Sotelo, G. M. (2016). El camino ha-
ciala educacion inclusiva de las ninas y ninos
con discapacidad en el Derecho Internacio-
nal de los Derechos Humanos.



https://www.european-agency.org/sites/default/files/evidence-final-summary_en.pdf
https://www.european-agency.org/sites/default/files/evidence-final-summary_en.pdf
https://www.european-agency.org/sites/default/files/evidence-final-summary_en.pdf
https://patiosyparquesdinamicos.com/
https://patiosyparquesdinamicos.com/
https://www.cermi.es/sites/default/files/docs/colecciones/ocioinclusivo.pdf 
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https://www.cermi.es/sites/default/files/docs/colecciones/ocioinclusivo.pdf 

https://atodavela.org/que-hacemos/ocio-inclusivo/ 

https://atodavela.org/que-hacemos/ocio-inclusivo/ 
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https://www.plenainclusion.org/sites/default/files/ocio_inclusivo.pdf
https://journals.sagepub.com/doi/10.1177/105382590903200103
https://journals.sagepub.com/doi/10.1177/105382590903200103
https://dlot.eu/course/index.php?categoryid=24
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We present below a comparative table with an analysis of experiences and jurisprudence that highlights the
impact and potential benefits of inclusive education on the social inclusion of people with disabilities and is

applicable to recreation periods:

Potential of inclusive education Positive impact on social inclusion

European Report on “Evi-
dence of the Link Between
Inclusive Education and Social
Inclusion. Final Summary
Report".

Programme “Patios y Par-
ques Dinamicos". Spain.

Kudlacek, M., Bocarro,
J., Jirasek, I., & Hanus, R.
(2009). The Czech way
of inclusion through an
experiential education
framework. Journal of
Experiential Education,
32(1), 14-27

TeamUp Project. Erasmus +

Spanish Supreme Court
Decision, May Sth, 2011

Spanish Supreme Court
Decision, December 14th,
2017

Opportunities for peer interaction be-
tween people with and without disabi-
lities.

Friends and social networks.

Free play, presence and participation of
all students (with or without disabilities)
and equity - offering each what they
need.

This research highlights the benefits of
educational inclusion training actions
carried out in social and community
settings.

Itis a project aimed at achieving inclu-
sion

Availability of the material and personal
means required in the Communication
and Language classroom.

Availability of means (qualified staff,
adequate inclusive facilities and a
syllabus that establishes the specific
educational needs of students).

Use of measures to address diversity

in mainstream centres - “exhaust all

inclusion measures"- (description and
analysis of the measures applied).

Formation of friendships, development
of social and communication skills, sen-
se of belonging and support networks.

Attaining a more independent and richer
life in terms of participation and enjoy-
ment of recreational activities.

Leisure in the family environment, in
the neighbourhood environment (e.g.
in playgrounds) and in the future adult

leisure time.

It provides a compendium of actions
and good practices carried out through
projects in the Czech Republic to
build inclusive environments and
communities.

It highlights the improvements and
benefits for the beneficiaries of the
different projects.

The main results that can be
extrapolated to the community level can
be seen in the following actions:

Creation of a community mapping tool to
facilitate inclusive legal frameworks.

Development of training actions for
sport professionals.

Development of a roadmap for the
community of practice.

Personal, intellectual, social and emotio-
nal development.

Social and employment integration.
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Spanish Supreme Court
Decision, June 21, 2019

Press report published in

the Spanish communication

media and social media on
August 17th, 2021

Miscellaneous news on
cases of discrimination
of boys and girls with
disabilities in leisure
activities

Jurisprudence in Belgium

Full right to receive inclusive education
at all levels.

Obligation to carry out “reasonable
accommodations to suit individual
needs"”.

Make attendance compatible with
therapeutic treatment and the
mainstream education centre.

Indirectly deduces that this situation is
caused by the lack of social awareness,
about which the education system has
much to say and do. The development
of an inclusive education system
is the most direct method to fight
against these and other situations of
discrimination and violation of the rights
of people with disabilities

For the training of education and leisure
professionals in terms of inclusive
offers.

For the awareness on the rights of
children with disabilities.

For building a proper image of people
with disabilities

The three cases presented highlight the

violation of the right to inclusive educa-

tion guarantees (reasonable accommo-
dations).

It shows that special education should
be the exception in the current education
system.

Lastly, it highlights that schools focus on
the lack of abilities of the children, and
the implications of this for teachers.

Develop human potential, dignity and
self-esteem.

Avoid the risk of discouragement and
loss of the sense of belonging to the
group of students.

Potential of inclusive education Positive impact on social inclusion

Reduction of hate crime against people
with disabilities.

Comprehensive improvements in social
development of individuals.

Improvements and advantages for
family conciliation procedures.

Benefits in peer relations.

Benefits in terms of the quality of the
leisure services offered, and the training
of monitors and coordinators of leisure
activities.

Improvement of interpersonal relations
with peers.

Building adequate concepts and images
on people with disabilities, by families
and other adults directly or indirectly
involved in the activity.

Link aspects such as inclusion,
accessibility and difference with quality,
richness, and success for all

From the support to the right to
inclusive education established in the
jurisprudence of Belgium, it is possible
to derive direct and positive implications
for social inclusion:

v Increase experiences of
diversity in the education
system and the richness
of social peer interaction,
with direct implications for
awareness raising of families.

v Creation of inclusive
generations moved by the
social impact of the school on
the transformation of society.
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Rodriguez Zapatero,

J. (2020). La doctrina
jurisprudencial sobre el
derecho a la educacion
inclusiva: evolucion. La
sentencia del Tribunal

Supremo de 14 de diciembre
de 2017.

Cervera, I. C.(2017). La
recepcion y aplicacion en
Espana de la Convencion de

Spanish court decisions on the right to
inclusive education highlight the need to
guarantee them pursuant to law.

-Expressly note that there is a "difficult
road ahead” to attain their actual
application.

Describes the difficulties of legislators

Guaranteeing the right to inclusive
education for all people is the basis for
consolidating social inclusion.

The adeauate develobment of inclusive
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Conclusion
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In short, education and specifically the paradigm of inclusion needs more than
just the educational centre.

In order for it to become a reality and a full right, it must be addressed in com-
munity environments in leisure activities and citizen participation under equal
conditions.

This is why in this document we present a proposal for the construction of in-
clusive communities, taking the educational centre as the epicentre of action.
In this sense, we must qualify the idea that these are inspirational proposals
that must be adapted to each specific scenario, taking into account different
circumstances.

With this objective in mind, we first offer some theoretical and doctrinal foun-
dations on which to base the actions. Subsequently, a compendium of actions
is presented to situate the process of building inclusive communities, which are
enriched by the selection and analysis of cases of good practices that inspire
this process.

In conclusion, we find ourselves with a useful and practical document to imple-
ment inclusion beyond the school walls, which is useful not only for education
professionals but also for any community stakeholder interested in building
fairer and more inclusive societies.
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