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INTRODUCTION. Art as an Inclusive Space: Introduction to the 
Pedagogical Framework 
 
Author 
 
Gijs Versteegen 
 
This pedagogical framework, developed by the members of the DIVERSIA group at the 

Universidad Rey Juan Carlos, is part of the Erasmus+ Delyramus et Laboramus project 

coordinated by the Fundación Rey Ardid, which aims to promote the inclusion of adults 

with and without disabilities through art and creative expression using cultural and artistic 

heritage – especially the Spanish and European heritage of luthiers and early music – 

as a means of empowerment, training and creating participatory spaces.  

Proposing artistic heritage as a tool for social inclusion may raise the question of whether 

this is the most appropriate instrument. Art has not always been considered an inclusive 

realm. It is still often viewed as inscrutable, accessible only to a small group of specialists 

able to decode subtle stylistic differences, hidden meanings, or formal nuances of which 

most of us are unaware. This conception of art as a restricted space has its origins, in 

part, in the Romantic conception of the artist as a genius who sought to express his most 

intimate and personal essence by giving form to an absolutely unique work through a 

mysterious and quasi-divine creative process. Interpreting an artwork from this point of 

view called for a special sensitivity and knowledge, which allowed the most subjective 

expressions to be assessed objectively. Of course, this opened the door to endless 

speculation and reasoning which, in many cases, turned out to be nothing more than 

mere snobbery.  

 

There is, however, another view, also with historical roots, which emphasises art's ability 

to create bonds between people. In a well-known and often quoted excerpt from the 

essay The Actuality of the Beautiful, Hans Georg Gadamer tells of the meaning of the 

term symbol in the Ancient Greek world. In those times a symbol was a token of 

remembrance which the host, on the occasion of a visit, broke into two. He kept one half 

for himself and gave the other to the guest with the idea that, in a hypothetical reunion, 

the two parts could be joined together again in an act of mutual recognition and 

remembrance. One half of the token, therefore, always referred to the other and aroused 

the expectation of being able to bring them together again in the future. In a similar way 
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a work of art could be conceived of as a symbol that potentially brings people together 

in their admiration of beautiful things.  

Art unites people, and this explains the role it has played since classical times in 

moments of leisure. Aristotle defined leisure as a time free from the obligation of work, 

an end in itself, something that brings happiness accompanied by pleasure. Certainly in 

ancient times, unlike today, leisure was the exclusive preserve of a social elite who could 

afford it, and Aristotle clearly distinguished between the leisure of free men who aspired 

to excellence, and that of workers for whom it was merely a respite from their arduous 

duties. However, bearing in mind that his conception of the free man consisted of his 

vision of what is truly human, we consider that his view of the place of leisure and art – , 

particularly music and dance – in society has aspects that, for us, are universal and 

applicable to all human beings.  

According to Aristotle, it was at times of leisure that humans could attain their essence 

as social beings, enjoying the company of others. The best activity for these times of 

leisure was music and dance, which, in his view, had no utility in the sense that it served 

no purpose other than the enjoyment and pleasure derived from listening to it and 

practising it. It was a space that brought everyone together in admiration of beauty. ‘The 

pleasure contained in music’, he claimed, ‘is of a natural kind, owing to which the use of 

it is dear to those of all ages and characters' and, furthermore, it 'has an effect on the 

soul' of those who listen to it (Politics, 1340a). Listening to and practising music is a 

pleasure connatural to humans, something we all share by the mere fact of being human.  

The humanist revival of classical culture in the Renaissance lent fresh importance to art 

within the context of sociability, giving rise to a conversational culture that not only 

revolved around verbal interaction but also included leisure activities expressed through 

art and play. This conversational culture emerged, once again, in an exclusive and 

aristocratic environment. However, the notion was already arising at the time that 

conversation put a stop – albeit temporarily and probably in a way that was more 

imaginary than real – to the social differences between people, and it thus took shape 

as a space for dialogue in which everyone made a contribution in keeping with their own 

qualities and in their own way, always respecting the idea that it was a communal space. 

The idea of conversation presupposed the existence of diversity and heterogeneous 

opinions, ways of living and experiencing reality which, through interaction, provided an 

experiential richness that enables people to grow.  

This idea, which evidently had its own particular social and political interpretation in 

modern times, nevertheless highlights the characteristics of art as a space that brings 

people together. Hence the idea of art as an activity to be enjoyed in the company of 

others, based on a belief in its transformative potential – precisely because we are all 
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different, but in our diversity we share this admiration for beauty. And this common 

experience, which enriches our lives, is what transforms us as people.            

Therefore, it can be affirmed that, as Rosa Espada-Chavarría and Aroa Arranz-

Sánchez explain in this pedagogical framework, cultural heritage potentially contributes 

to improving our coexistence, with music playing ‘a therapeutic role’ and as an 

‘instrument that eliminates prejudices and makes it possible to create a society based 

on equality and inclusion’. 
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CHAPTER 1. Fundamental Concepts on Social and Work Inclusion 
of People with Disabilities 

Authors 

Ricardo Moreno-Rodriguez.  

Inmaculada Garrote Camarena. 

Universidad Rey Juan Carlos 

Abstract 

The importance of using the correct terminology is not only academic but also social. 

This chapter will address the evolution of the concept of disability, as well as the different 

explanatory models of disability, paying special attention to the social model and the 

rights approach. In this connection, it examines the difference between equal 

opportunities and equity in order to analyse the reasons that have led to the exclusion of 

people with disabilities since the Industrial Revolution. It is necessary to understand the 

implications of the effects that this revolution had on the inclusion of people with 

disabilities, especially with respect to participation in education and employment. They 

have led to the emergence of two educational pathways (ordinary and special education) 

and, simultaneously, an alternative avenue to labour market inclusion that has given rise 

to models distinct from ordinary employment, such as special employment. 

Keywords 

Disability, social inclusion, work inclusion, inclusive education, equal opportunities, 

sustainable development goals. 

Introduction 

Disability is a phenomenon that is much more than meets the eye. It goes beyond the 

personal level and also beyond the health level. It goes further than what we think we 

understand, since the implications of disability in a person's life have clear repercussions 

on the people around the individual in question, the context of their life and, of course, 

their social participation. This social participation extends to all the social contexts in 

which human beings can participate, such as education, leisure, work, culture and 

community life. Each of the aforementioned settings, in which people participate from 
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the time they start pre-school, determines their growth and social development and their 

possibility of acting as a ‘social being’. School is the setting where awareness of oneself 

in relation to others, alterity or otherness is gained, where the attachment developed in 

the family environment progresses towards the establishment of social relations. It is the 

space where social skills are deployed and communication skills are perfected, where 

social learning is developed on the basis of models, and also where we begin to acquire 

the pre-employment skills that will be put into practice when, in adulthood, we gain 

access to employment. 

When the disability factor comes into play, the completion of each of these stages, 

participation in different contexts and the acquisition of these skills can be compromised 

as a result of the existence of barriers of various kinds, which become an obstacle course 

for the individual. These obstacles are not deliberately placed in their path by everyday 

life or society as a whole but appear unconsciously as a consequence of relying solely 

on the statistical majority with shared characteristics and overlooking the fact that an 

important group of people participate in contexts in a diverse, differentiated way, outside 

what is statistically ‘ordinary’. People who function differently from the average. This 

chapter sets out to address the general notions that will help the reader to understand, 

in a fairer and more informed way, what it means for someone to have a disability, the 

basic concepts that define disability and how it is understood in the current socio-cultural 

context, as well as the fundamental aspects of the participation of people with disabilities 

in two purely social settings (education and employment). 

1. Concept of disability. 

In 2001, the publication of the International Classification of Functioning, Disability and 

Health (ICF) put an end to the concept of ‘handicap’ as the social disadvantage at which 

disabilities placed individuals – a term that not only referred to suffering and 

disadvantage, but also confined people with disabilities to a reductionist medical model 

that prevented them from making their own decisions about their lives (it was up to the 

health professional to decide). It also completely severed the association with the idea 

of illness. 

Instead, disability came to be defined as a relative and dynamic concept related to a 

person's participation in a set of activities at a given time and place. It is dynamic in that 

it evolves as the person with the disability evolves. It is relative because the impact of a 

disability depends on many factors in addition to the individual’s own circumstances (until 
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the appearance of the ICF, only the individual was referred to). It depends directly on 

participation in activities or occupations, that is, on the functioning in which the person 

engages to perform them. And lastly, it includes the variable of context as a decisive 

factor in determining the existence of a disability: the person's functioning takes place 

when they perform activities (such as self-care, participation in education, or doing a 

job), but this performance occurs in a specific physical space and at a specific moment 

in time. Moreover, context is no longer understood solely as the physical environment in 

which we lead our lives, but is described in temporal, cultural, social and even virtual 

terms.   

Functioning, or the way in which people participate, accordingly began to be taken into 

consideration when describing disability. This makes perfect sense, since humans are 

social beings by nature but they are also occupational beings: people engage in 

occupations throughout their lives that hold a degree of significance and involve a clear 

motivation that keeps them attached to that activity, so that they generate occupational 

repertoires.  

Disability therefore affects how activities are performed in comparison to the situation of 

‘normality’ (understood as a statistical aspect that represents the majority of the 

population) and, given that activities are always carried out in a specific place and at a 

specific time, it is not possible to speak of disability without speaking of the context. This 

latter element will either enable or hinder independent living, taking independent living 

to mean the ability to perform characteristic activities without relying on third parties to 

do so (WHO, 2001).  

The change proposed by the ICF was not only conceptual but also philosophical, 

methodological and practical. In line with this concept, the way of understanding the 

implications of disability and how to act towards it, both socially and professionally, was 

also modified. In addition, the new concept meant that legislation had to be adapted to 

this new reality, with a view to promoting and fostering the participation of people with 

disabilities in the same contexts as their fellow citizens without disabilities. This marked 

a decisive step towards the recognition of two specific facts: people with disabilities are 

fully-fledged citizens and, secondly, as such they are entitled to dignity. 

The latter aspect, that of dignity, seems obvious at first sight but the understanding of 

disability in terms of a ‘handicap’ – completely centred on the medical model – failed to 

acknowledge it. The facts speak for themselves: people with disabilities did not have the 
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option to decide on the services or treatments they received; the state made decisions 

on their behalf; there were no procedures to ensure equal opportunities; and legislation 

provided for the chemical sterilisation or castration of certain groups of people with 

disabilities as a last resort.  

However, the progress brought about by the conceptual change has not resolved the 

exclusion to which this group is subjected, and the situation is further exacerbated when 

gender roles or immigration come into play, in which case so-called double or triple 

discrimination occurs.  

2. From the social exclusion of people with disabilities to equal opportunities.   

Although we do not intend to elaborate on the history of disability, it is necessary to 

mention the Industrial Revolution as the trigger of social exclusion as we know it today. 

The first Industrial Revolution began in the second half of the eighteenth century in Great 

Britain and spread to Western Europe and America, leading to a series of social, 

economic and technological transformations that sparked the transition from a rural 

economic model based primarily on trade and agriculture to an urban, industrialised and 

mechanised economy. This in turn triggered an unprecedented growth in Gross 

Domestic Product per capita, which had remained stagnant for the last few centuries.  

The growth of the labour market in cities led to a centripetal movement as populations 

moved away from rural areas in search of opportunities for a better life, while agriculture 

was displaced. Education and training for workers grew in the city, leading to greater 

opportunities, and decreased in peripheral areas. But the pace and type of work was not 

designed for those who were less able to keep up a high production rate, and disabled 

people were left out of the new production systems. In addition, there were fewer 

resources available to people with disabilities for moving to the capital and their access 

to employment, education and training was therefore diminished. This loss of 

opportunities is precisely the cause of the major exclusion gap that has continued to this 

day, since the pursuit of a high level of production is still evident. It was not until 2003 

that equal opportunities and non-discrimination legislation was passed in Spain, with the 

aim of safeguarding these rights in a bid to reduce the gap that had opened up in the 

eighteenth and nineteenth centuries. 

Subsequently, the international Convention on the Rights of Persons with Disabilities, 

enacted in 2006, brought important consequences, including lending visibility to this 
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group within the UN Human Rights System, and it became a binding legal instrument for 

enforcing the rights of persons with disabilities (Parra-Dussan, 2010).  

These elements became key underpinnings of the quest for equal opportunities, which 

is about guaranteeing the right to participate, under equal conditions and without 

discrimination, in the same activities and contexts as the rest of the population without 

disabilities by making the necessary adaptations, including in education and 

employment.  

 

3. Social model and rights approach 

It is precisely the Convention on the Rights of Persons with Disabilities that serves as a 

guiding framework for the rights approach, as it is concerned with the set of human rights 

that have been systematically violated in the case of people with disabilities throughout 

history, particularly since the eighteenth century. It helps to establish people with 

disabilities as subjects of law with rights and obligations and with equal opportunities and 

social participation. The aim of the Convention is to reduce the social disadvantage of 

people with disabilities and promote their participation on an equal footing in the civil, 

political, economic, social and cultural spheres (Parra-Dussan, 2010). 

Its most significant precedents are the 1981 World Programme of Action concerning 

Disabled Persons and the 1993 Standard Rules on the Equalisation of Opportunities for 

Persons with Disabilities, which did not prove to be binding and made it necessary to go 

one step further. It is only fair to acknowledge that both the Convention and the 

aforementioned Standards are the result of the paradigm shift in the explanation of 

disability promoted by the social model of disability. 

The social model has its origins in the empowerment of people with disabilities that 

began in the United States in the 1970s with the independent living movement. It was 

inspired by the civil rights movement of the 1960s, which sought to extend access to 

these rights and equality before the law to groups that did not then enjoy them, with 

special attention to African-American citizens, Martin Luther King being a prominent 

figure. The independent living movement likewise arose as a ‘rebellion’ against the 

rehabilitative paradigm of people with disabilities, who called for an active role and 

recognition of their capacity for self-determination, the principle of equality and the right 

to exercise freedom, embodied in the slogan ‘nothing about us without us’. Some of the 

consequences of this were the Washington Declaration and the document entitled 
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‘Global Perspectives on Independent Living for the Next Millennium’, which was the 

result of the World Summit on Independent Living held in 1999 (Arnau, 2013).  

When this independent living movement spread to Europe (specifically Great Britain), it 

gained important socio-political connotations and came to be known as the Social Model 

of Disability. This model regards the causes of disability as a social construct as opposed 

to something specific to the individual, and therefore considers that the approach to the 

needs of people with disabilities and to the phenomenon itself needs to be social and not 

medical, referring to the restrictions that a person may experience as a result of physical 

and social barriers.  

It describes disability as a form of social oppression as it involves being at a 

disadvantage in a social structure that is not centred on fostering functioning and 

capabilities and negatively affects freedom of agency. This model aims to remove 

barriers and ensure equal opportunities for everyone (Moreno-Rodriguez et al, 2017). 

The model bestows dignity on people with disabilities, arguing that they can contribute 

to society and that what they can contribute is closely related to inclusion and acceptance 

of their difference. In short, inclusion cannot take place without acceptance of difference. 

Lastly, it should be emphasised that the social model advocates the normalisation of 

society itself, not of people with disabilities. If society is normalised, it will be designed to 

cater to the needs of all its members, including those with impairments. The idea is to 

limit the medical sphere to what is strictly necessary and to keep it separate from the 

social problems deriving from disability (Toboso and Arnau, 2008).  

This model, together with the rights-based approach, is the basis of the current 

conceptual framework of disability and is complemented by the approaches of the 2030 

Agenda and its Sustainable Development Goals, as it is part of the philosophy that 

inspires them.   

4. The 2030 Agenda and Sustainable Development Goals. 

The 2030 Agenda was established in 2015 with the aim of reducing poverty and 

inequality, protecting the planet and ensuring sustainable development for everyone with 

the involvement of governments, corporations, civil society and individuals. Through 17 

Sustainable Development Goals (SDGs), it sets out a list of 169 targets to be achieved 

over the next 10 years, all of which are interrelated and interdependent so that the 



PEDAGOGICAL FRAMEWORK. GUIDE FOR THE SELF-ASSESSMENT OF INCLUSIVE 
TEACHING STRATEGIES. 
 

10 
 

attainment of the targets of each goal facilitates the attainment of the targets of one or 

more of the other goals (Alfaro, 2019).  

The UN also undertook to foster this change through education, considering that it will 

not be possible to achieve the proposed goals without the firm commitment of universities 

(through governance, leadership and the teaching-learning process).  

For example, SDG1, which is concerned with putting an end to poverty, affects 

employment opportunities; SDG4 addresses inclusive and quality education; SDG5 

deals with gender equality, particularly for women with disabilities; SDG8 is about 

guaranteeing and protecting labour rights and achieving decent work; SDG10 focuses 

on reducing inequalities and SDG11 on inclusive and sustainable cities and 

communities; and SDG16 addresses social justice and equity.  

The 2030 Agenda therefore constitutes a political commitment made by the governments 

that are part of the UN, as it includes disability directly in five of the SDGs and is referred 

to as being aimed at everyone, with the intention of ‘leaving no one behind’, citing the 

concept of inclusion on numerous occasions throughout the text. It can be said that the 

2030 Agenda makes human rights central to the SDGs themselves – that is, the SDGs 

will be met to the extent that the actual exercise of human rights is improved (CERMI, 

2019).  

5. Access to education for people with disabilities 

As stated above, access to education is the main gateway to participation in social 

contexts. Following our initial social exposure in the sheltered context of the family, 

starting school entails developing and deploying the social skills necessary for 

community life, as well as gaining an array of knowledge (basic, instrumental and 

advanced) that will equip us for an autonomous adult life, including pre-employment 

skills, which are none other than those that allow us to cope with work experience. 

Regardless of the structure of each country's education system, learning outcomes have 

obvious repercussions on the economic and social development of each nation (hence 

the importance of studies such as the OECD's own PISA report) and can be linked to 

access to and maintenance of employment, purchasing power and type of employment 

or, on the contrary, unemployment associated with the level of education attained. 
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However, the problem with the education system is that it is designed primarily for people 

in the statistic middle of the scale and does not cater to the extremes. It is therefore 

important to address an inclusive and quality education as advocated by SDG4 of the 

2030 Agenda. The system, irrespective of the characteristics and ownership of schools, 

establishes a parallel educational pathway centred on so-called special education which, 

until now, has been strongly influenced by the medical/rehabilitative model in which 

people with disabilities (and often their families) did not have the option of making 

decisions about the educational establishment that could best meet the needs of children 

with disabilities. Automatic referral to a school outside the mainstream system reduces 

the opportunities of people with disabilities and, also, of people without disabilities (as 

they are directed to a social context where there are no functional differences) (Miñano 

and García, 2020).  

General education schools need more resources, more training for teachers in inclusion 

and special educational needs, an adjustment of teacher-student ratios and a greater 

guarantee of universal accessibility parameters that make it possible for any person, with 

or without disabilities, to develop their learning autonomously, with equal opportunities 

and with their social reference group. If education does not take into account this need, 

which is part of social reality, it will be difficult to build inclusive, equitable and socially 

fair societies, as future citizens will have grown up in environments where differences 

are non-existent.  

The second problem detected in the current education system is the so-called ‘one-size-

fits-all’ approach, where the model needs to accommodate everyone without taking 

individual differences into account. As will be addressed in later chapters, it is necessary 

to adopt an inclusive pedagogy based on the Universal Design for Learning in order to 

enable each student to develop their abilities, characteristics, functional skills and 

knowledge without the rigidity of a system that is compelled to accommodate everyone 

like a jigsaw puzzle where the pieces are forced into spaces where they do not fit. 

Furthermore, leaving aside higher education, if we look at the compulsory schooling 

stage, we should realise that it is directly related to a Fundamental Right, access to 

education (for example, in Spain this is regulated in article 27 of the Constitution, but 

compulsory education exists in other European countries such as Italy, France and 

Germany). If this education is compulsory in order to guarantee the coverage of the 

aforementioned right, it must take into account the particularities of all students to avoid 
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leaving anyone behind either in the acquisition of learning or in the expression of the 

knowledge gained. 

6. Access to employment for people with disabilities 

Completion of the educational stage is followed by finding and maintaining a job. With a 

view to this, people can access various types of non-compulsory education to gain the 

knowledge required to exercise a profession so that, once they have completed the 

relevant studies, they can find a job in which they can make use of the skills they have 

learnt. This process ends with what is known as mainstream or ordinary employment 

(Espada-Chavarría, Moreno-Rodriguez, Jenaro, 2020). 

As stated at the beginning of the chapter, it was precisely access to mainstream 

employment that was compromised for people with disabilities as a result of the onset of 

the Industrial Revolution and still is more than two centuries on. For this reason, both the 

international Convention on the Rights of Persons with Disabilities and the 2030 Agenda 

itself address this aspect in a decisive manner, even transposing legislation to guarantee 

access to employment by establishing quotas to set aside places for people with 

disabilities in public or private organisations.  

In order to guarantee access to employment, as with education, a parallel pathway was 

established specifically aimed at people with disabilities, paying special attention to those 

with mental or intellectual impairments, in order to ensure their transition to adulthood 

with autonomous participation in productive activity. Supported employment and, 

additionally, sheltered employment thus arose, where the necessary levels of support 

are provided allowing the person to effectively perform the activity. 

Supported employment encompasses a set of actions, basically customised, aimed at 

enabling people with disabilities to gain access to employment in a mainstream 

workplace. Besides accessing employment, the aim is for them to be able to maintain 

their job and progress within the company, since maintaining employment is the true 

measure of successful inclusion in the labour market. These supports are not only 

professional, provided by third parties, but can also include other types such as assistive 

technology, adaptations in the set of tasks or in the job itself, among others. 

The people at whom resources of this kind are aimed require continuous, occasional or 

intermittent support in their work activities, and therefore the intensity of the support, as 

well as its duration, needs to be adapted to ensure job maintenance. This structured 
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support system came into being in the late 1970s when it was realised that many people 

with severe disabilities who were turned away from job centres because they were 

deemed unfit for competitive employment could in fact do the job if they were provided 

with the specific supports they needed (Paul Wehman, 1981; Frank Rusch, 1987). 

Therefore, level of support required is no longer a reason for exclusion, as it guarantees 

the possibility of participating in work settings on an equal opportunity basis. 

Sheltered employment, in contrast, is a form of employment aimed at people with 

disabilities who are able to perform work, but not in the open labour market, owing chiefly 

to the social, attitudinal and cultural barriers that still exist in the latter, which are the main 

cause of exclusion of this group (Verdugo, 1998).  

The most typical examples of sheltered employment are special employment centres, 

which offer a first paid productive activity to people with disabilities and, in theory, 

represent an intermediate step in the transition towards mainstream employment in a 

conventional workplace. 

Access to employment in any form will therefore require training in skills (pre-

employment, access to employment and job performance) and the acquisition of a range 

of knowledge (both basic and specific to the productive activity to be carried out, 

including continuing education), which inextricably links employment to education. Both 

aspects, in addition to being fundamental rights, are crucial in the process of social 

inclusion and key to development.  
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Abstract 

This chapter aims to show the importance of cultural heritage as a tool for the training of 

cross-cutting skills, in order to improve the employability of people with disabilities. 

Increased training improves the empowerment, visibility and participation of these 

people, that is, it enhances the presence, participation and approach to culture of people 

whose access has historically been impaired by a greater number of barriers, thereby 

promoting a more inclusive culture.  

To achieve the above objective, it will deal with topics such as: the importance of the 

social and labour market inclusion of people with disabilities, together with the needs and 

barriers that this group faces when it comes to finding a job. In addition, the meaning of 

cultural heritage, its educational value and the different types of cultural heritage that 

exist will be framed. Finally, the importance of training in cross-cutting skills through 

active and participatory methods will be addressed. 

Keywords: cultural heritage, people with disabilities, employability, cross-cutting skills, 

social inclusion, labour market inclusion. 

1. Justification and description of the problem 

Work is a factor of cohesion and social justice that enables people's participation, the 

distribution of wealth and the guarantee of rights. Access to employment for people with 

disabilities continues to be one of the main barriers to their inclusion in the labour market 

and society. 

Employment is one of the most important aspects that condition our lives and 

relationships and even our health. It is one of the cornerstones of society and one of the 
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main activities in industrialised societies (Jenaro et. al, 2010; Salanova et. al, 2006). 

Work contributes to the economic development and social well-being of the community 

and society, as well as organising people's lives. But it is also a factor of social cohesion 

and social justice that makes possible the participation of people, the distribution of 

wealth and the guarantee of rights. This takes effect once the person starts a job and 

participates in all the company's work and social activities (Montero, 2013). 

However, one of the groups of people who encounter the most difficulties in accessing 

employment is those with disabilities (Alcover et.al, 2017). In Spain, in 2019, the 

economic activity rate for this group was 43.7 points lower than for that of the population 

without disabilities and the employment rate for people with disabilities stood at 25.9% 

compared to 66.9% for people without disabilities (INE, 2020). It is important to note that 

this contrast is exacerbated in crisis situations (Jimenez, 2019; Kaye, 2010), as has 

been demonstrated in previous stages and during the Covid-19 pandemic.  

In Spain, as in other countries (Korbel et.al, 2011; Moriña et.al, 2017), the number of 

students with disabilities has increased in recent years, although this group of students 

still accounts for a relatively low percentage of the total number. 

Figures for the total number of people accessing and completing university studies stand 

at 19.9%; however, only 7% of students with disabilities have an academic degree. 

Therefore, students with disabilities make up only 1.5% of the total number of university 

students. However, data from the Instituto Nacional de Estadística (INE, 2020) indicate 

that, although the economic activity rate is substantially higher among people without 

disabilities, this figure is greater in both cases (people with and without disabilities) for 

people with a higher level of education. 

Nevertheless, although legislative developments have contributed to improving access 

to employment for people with disabilities, there are still significant barriers (Díaz and 

Hidalgo, 2019) that need to be removed. 

These barriers are not only architectural but also attitudinal and involve prejudices and 

stereotypes of all kinds: communicative, physical, social and educational. 

Indeed, access to training processes of any level and type, whether formal, non-formal 

or informal, equip people with personal skills as well as professional competencies and 

knowledge, which are undoubtedly the first step towards progress in the processes of 

social and labour market inclusion.  



PEDAGOGICAL FRAMEWORK. GUIDE FOR THE SELF-ASSESSMENT OF INCLUSIVE 
TEACHING STRATEGIES. 
 

18 
 

Within this framework, and on the basis of the various recent programmes designed to 

promote the implementation of projects in cultural heritage education, the possibility is 

arising of initiating training processes that, through study and research, raise the profile 

of this branch of knowledge. Indeed, cultural heritage has been proposed as a novel, 

highly appropriate and useful tool for promoting the academic and professional 

development of people with disabilities, as well as becoming a gateway to culture.   

This is attested by the increasing number of organisations, associations and foundations 

that are designing and implementing projects aimed at people with disabilities in the 

framework of non-formal education, using cultural heritage as a basis for training. It 

could be said that such an approach makes it possible to combine practical activities 

and experiences in real-life learning environments, which is conducive to the acquisition 

of cross-cutting skills that are so highly valued both in life and in access to the labour 

market and therefore promotes the employability of this group. 

Throughout this chapter readers can thus examine and learn about a number of projects 

based on cultural heritage that enhance the employability of people with disabilities, as 

they facilitate the acquisition of cross-cutting skills through various activities, which, in 

addition, apply active learning strategies. 

2. Importance of social and labour market inclusion of people with disabilities  

It is useful to begin this chapter by highlighting the importance of the social and labour 

market inclusion of people with disabilities, since equal opportunities are not just a goal 

but also a principle that needs to be shared by society as a whole. For people with 

disabilities, this principle has turned into a struggle against discrimination and a quest 

for normalisation in all areas of their lives. Currently, the key setting for achieving this 

social inclusion is the workplace (Rosenqvist, 1990; cited in Egido, Cerrillo and Camina, 

2009). 

Therefore, it is necessary to be aware and constantly bear in mind as a society that 

removing barriers of any kind will lead us to the longed-for equality of opportunities and 

accordingly foster personal autonomy which, in turn, will promote cohesion and social 

justice. Any support provided will act as a factor for enabling people to participate in 

society, in employment, in education and in culture. We must not only be conscious of 

the difficulties and needs, but also become tools for supporting a social change that is 

based on equity.  

Throughout their lives, people with disabilities encounter various barriers that hinder 
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their social and labour market inclusion. The most prominent barrier is access to 

employment (International Labour Organization, 2015; cited in Gómez et al., 2020).  

Likewise, in their access to employment, people with disabilities may face other 

barriers that hinder the exercise of their right to decent work, such as the following: 

 

 Figure 1. Barriers to the employability of people with disabilities (Gómez et al. 2020) 

- Attitudinal barriers: these barriers are related to conducts, behaviours, 

expression of emotions, etc. that make it difficult for people with disabilities to 

access the different possibilities offered by society. 

- Communication barriers: various difficulties in the communication process 

encountered by people with disabilities. One of these communication barriers is 

communicative interaction between people. 

- Physical barriers: refers to materials that hinder their use of spaces, objects... 

- Social barriers: refers to the conditions in which a person develops throughout 

their life or to social characteristics. 

- Cultural barriers: related to the role of the state, society and employers in 

reducing employment opportunities for people with disabilities (Gómez et al., 

2020). 
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3. Cultural heritage today and its educational value. Types of cultural heritage  

Nowadays, the concept of cultural heritage goes beyond art and history and also includes 

other terms such as folklore, music, theatre, literature and cuisine, among many others 

that could be added. Therefore, it can be said that the meaning of cultural heritage has 

been gradually broadened in scope and incorporated into everyday life. It can be found 

both in guided visits to museums and in literary, culinary or gastronomical tours... 

In parallel to this renewal of the concept of cultural heritage, other resources have 

emerged that facilitate learning and motivate its users. We are referring to the 

introduction of new technologies in this field, which have also helped narrow the gap in 

access to cultural heritage for all people and, specifically, for people with disabilities.  

In line with this, the following question arises: how can we make cultural heritage more 

accessible to everyone and take advantage of its educational aspect? The key lies in its 

positive and recent incorporation into the curricula of formal and non-formal education. 

Furthermore, there is the possibility of using methodological teaching strategies based 

on experimentation and meaningfulness that help to motivate and achieve learning and, 

finally, it is possible to include these methodological teaching strategies in the framework 

of global strategies for learning and inclusive teaching, such as the Universal Design for 

Learning.   

In other words, we have formal curricular development as well as teaching strategies 

that allow access, participation and learning for everyone.  

A new question arises from the previous one: why is the dissemination and knowledge 

of cultural heritage important for children and adults? There is only one possible answer 

to this question: cultural heritage allows us to create a better society. 

As for cultural heritage in children, it is necessary to relate the contents of the curriculum 

with didactic cultural heritage resources through exhibitions, workshops... to address the 

management of emotions or aspects of everyday life (Rodríguez, 2017). 

This is why the National Plan for Education and Heritage was established in 2015 with 

the aim of promoting the implementation of projects in formal, non-formal and informal 

education in such a way as to encourage research on cultural heritage, incorporate 

heritage education into the curriculum and promote greater dissemination of these 

programmes on cultural heritage (National Plan for Education and Heritage, 2015). 
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Despite the above efforts to promote cultural heritage, there are certain shortcomings 

that hinder this dissemination: 

- Lack of interpretation rooms that are necessary for exhibitions. 

- Lack of quality teaching materials. 

- Lack of systematic training activities associated with the needs of the different 

centres participating in these actions. 

- Lack of museum design proposals that take into account visitors' needs to 

understand. 

And, to conclude this section, it is necessary to mention the types of cultural heritage 

that exist today: 

Tangible cultural heritage comprises diverse cultural expressions in the form of large-

scale material works. Tangible cultural heritage can be classified into two types:  

- Movable tangible cultural heritage: refers to ‘archaeological, historical, artistic, 

ethnographic, technological and religious objects or objects of artisanal or 

folkloric origin’ that form collections of great significance ‘to the sciences, the 

history of art and the preservation of the country's cultural diversity’. These 

include manuscripts, photographs, works of art, recordings... 

- Tangible immovable cultural heritage: comprising ‘places, sites, buildings, 

engineering works, industrial sites, architectural ensembles...’, that is, man-made 

works that cannot be moved from one place to another. 

Intangible cultural heritage is also called immaterial. It consists of ‘poetry, rituals, ways 

of life, traditional medicine, popular religiosity and traditional technologies. It is the 

invisible element that dwells in the “spirit of cultures”’ (Martínez, 2014). 

 

 

 

 

 

Patrimonio 

cultural 

Tangible 
mueble 

Tangible 
inmueble 

Intangible 



PEDAGOGICAL FRAMEWORK. GUIDE FOR THE SELF-ASSESSMENT OF INCLUSIVE 
TEACHING STRATEGIES. 
 

22 
 

 

Figure 2. Types of cultural heritage 

4. Cultural heritage as a means of fostering the employability of people with 

disabilities 

As we have seen above, the scope of action of cultural heritage is increasingly 

recognised, broad and varied. Cultural heritage can be found all over cities or 

neighbourhoods. In other words, heritage is something that is both familiar and 

accessible due to its great variety.  

As we mentioned earlier, there are many organisations that have oriented their 

objectives towards promoting the employability of people with disabilities through 

cultural heritage. According to the International Labour Organization (ILO), it can be 

taken to mean ‘portable competencies and qualifications that enhance an individual's 

capacity to make use of the education and training opportunities available in order to 

secure and retain decent work’. The ILO likewise defines employability as ‘a person's 

ability to secure and retain a job, to progress at work and to cope with change throughout 

their working life’. 

One of the pioneering foundations in promoting employability through cultural heritage 

is the Fundación Ramón Rey Ardid.  In collaboration with the Zaragoza school of luthiers, 

the Escuela de Violeros, they have started up a project to promote the employability of 

people with disabilities through cultural heritage; to raise awareness among public 

entities so that they create new places that allow access to culture; and to create ‘new 

forms of audience development’ through the participation in cultural activities of people 

at risk of exclusion, thereby benefiting the social inclusion of this group. The project: 

•       Contributes to exploring new avenues for employability.  

•       Dignifies the work of people with disabilities, fostering dialogue between future 

crafters and players of historical instruments.  

•       Creates interrelationships between these people and professional luthiers, active 

players of string instruments and students at their training stage. 

•       Strengthens the social function of culture as a tool for labour market and cultural 

integration. 

Comentado [jd1]: En el texto en español se refiere a la 
Organización Mundial del Trabajo (primera cita) y a la 
Organización Internacional del Trabajo (segunda cita), pero 
entiendo que se trata en ambos casos de la OIT (ILO en 
inglés). 
Primera cita: Human Resources Development 
Recommendation, 2004 
https://www.ilo.org/dyn/normlex/en/f?p=NORMLEX
PUB:12100:0::NO::P12100_INSTRUMENT_ID:312533 
 
Segunda cita 
https://www.ilo.org/public/english/standards/relm/ilc
/ilc88/com-humd.htm 

https://www.ilo.org/dyn/normlex/en/f?p=NORMLEXPUB:12100:0::NO::P12100_INSTRUMENT_ID:312533
https://www.ilo.org/dyn/normlex/en/f?p=NORMLEXPUB:12100:0::NO::P12100_INSTRUMENT_ID:312533
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To provide real examples, some of the actions related to heritage that have been carried 

out are described below, highlighting the following artistic disciplines that foster social 

inclusion through this project: 

- Photography: consisting of all the activities based on guided photography or a 

group project. With this discipline, the aim is to bring about a positive change in 

society, improving well-being and reducing social exclusion. This discipline 

breaks down cultural and linguistic barriers; it makes it possible to describe 

realities, express points of view and raise awareness of social problems. 

- Dance: this discipline becomes a means of self-recognition and communication.  

- Land Art: uses materials from the natural landscape to make its creations, 

bringing art out of museums. These works are temporary, as they are in the open 

air and can be destroyed by environmental phenomena. 

- Music: has a therapeutic role and is also a means of combating prejudices and 

creating a society based on equality and inclusion. A clear example is the one 

mentioned above, which is related to the art of crafting stringed instruments.  

Accordingly, as part of the Creative Europe project ‘Delyramus’, inclusive tools 

and formulas based on the construction of musical instruments, gut strings for 

these instruments and artistic interpretation of iconographic models were tested. 

The success of the practices described above precisely prompted the start of a 

new training project known as Delyramus et Laboramus. One of the most 

important goals of all those pursued is employability, with the possibility of 

creating a productive organisation associated with the recovery of cultural 

heritage. More information can be found on the website: delyramus.eu. 

- Visual and plastic arts: sculpture, painting, modelling... provide many benefits for 

the whole of society, but these benefits are particularly significant for groups at 

risk of exclusion and for people with disabilities. Work with this group based on 

the visual and plastic arts should encourage creative freedom and allow people 

to express their fears, desires, dreams... 

- Theatre: performance of stories to an audience through words, gestures, 

movements, sound and visual effects... This concept is what we see of theatre, 

but underlying it is cooperation between the whole team. In addition, nowadays 

it is a very effective method in non-formal education and some of its techniques 

are: ‘forum theatre, drama, live action role playing...’. These methods are based 

on active participation and greater involvement. It also helps to spread messages 

about personal and social issues, which is why it can be a useful tool for 
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promoting social and labour market inclusion. 

The following table shows the various benefits of the above disciplines. 

Disciplines Benefits 

Photography 

• Improves sensory skills. 

• Develops emotional capacity, as it activates emotions rather 

than intelligence. 

• Fosters the learning of a new language, by encouraging 

expressive and artistic creativity and using different tools such 

as lights, characters, sounds… 

Dance 

• Facilitates the expression of emotions and feelings. 

• Is conducive to ‘physical, cognitive and emotional integration, 

psychosocial and emotional maturity’.  

• Fosters creative development. 

Music 

• Improves social and interaction skills. 

• Allows self-expression through music and the expression of 

feelings and emotions. 

•  Encourages interrelations between people and other 

professionals, such as active luthiers and trainees. 

• Strengthens the social function of music as a means of 

improving the employability of people with disabilities through 

the artisanal creation of musical instruments.  

Visual and 

plastic arts 

• Enhances the ability to concentrate and communicate. 

• Trains the brain. 

• Fosters the development of motor skills. 

• Encourages the expression of emotions without using verbal 

communication. 



PEDAGOGICAL FRAMEWORK. GUIDE FOR THE SELF-ASSESSMENT OF INCLUSIVE 
TEACHING STRATEGIES. 
 

25 
 

Theatre 
• Fosters self-confidence, sense of initiative, creativity and 

cooperation. 

Land Art 

• Develops creativity and the imagination. 

• ‘Enhances visual perception and manual dexterity’. 

• Fosters a critical attitude. 

Table 1. Benefits of the disciplines related to cultural heritage  

Therefore, these activities focused on the recovery or restoration of cultural heritage are 

aimed at creating and developing skills that enhance employability. As can be seen in 

table 1, participation in this type of training not only improves knowledge of specific skills 

in each of the areas (photography, dance, music, etc.). On the basis of the active and 

experiential concept of a training process far removed from traditional classroom 

teaching and memorisation as the only alternative for learning (workshops, projects, 

exhibitions...), they also make it possible to enhance abilities such as creativity, initiative, 

social and interaction skills and critical attitude, which are nothing other than cross-

cutting skills applicable to any area and, accordingly, liable to be used in any 

environment, including the workplace. Therefore, apart from specific and technical 

contents and knowledge pertaining to a particular profession, skills relevant to any 

profession – precisely those most highly valued by employers – are learned. These types 

of professional competencies, together with their degree of development, improve 

employability and, therefore, the possibilities of accessing and participating in the labour 

market. 

We therefore note that the object of study – that is, cultural heritage, facilitated by means 

of methodologies that stimulate active learning through practical experience – leads to 

an increase in the acquisition of cross-cutting or employment competencies. However, 

it would be interesting to use the Design Thinking methodology to boost the development 

of competency in ‘problem solving’, as this would not only foster learning with a view to 

more independent living, but would also lead to posts of greater responsibility. The 

Design Thinking methodology consists of a set of tools and actions aimed at designing 

a solution to a specific problem, focusing on the design itself and on the user. This makes 

it a useful tool for practical training. 
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5. Importance of the use of active and participatory methodologies for the 

development of cross-cutting skills and for inclusion 

As stated earlier, methodologies that promote active learning are the main allies of 

cultural heritage and its educational value, as they make it possible to acquire cross-

cutting competencies for employment and for life in general. In order to understand the 

importance of using participatory methodologies, it is necessary to understand some of 

their principles: 

- They increase student participation and cooperation (López et al., 2019). 

- Learning is characterised by being more meaningful (Meltzer and Thornton, 

2012; cited in Méndez and García-Alonso). 

- Learning conditions are more natural because active methodologies are related 

to learning in everyday life (Chen and Howard, 2010, cited in Aramendi et al., 

2018). 

- Change in the roles of teacher and student, with the teacher guiding learning 

(Cabezas et al., 2016, cited in Casillas et al., 2016). 

- Improved student motivation (Hinojo et al., 2020). 

- Students make a greater effort to accomplish tasks (Chiva, Salvador and Ruiz, 

2018). 

- They facilitate the development of skills (García et al., 2014). 

Although not the purpose of this chapter, it is very relevant to mention the education 

laws in Spain. These laws highlight the importance of and need for the development of 

competencies, which can be more easily achieved through the use of active 

methodologies.  

As specified in the previous education law (Ley Orgánica de Educación 2/2006) of 3 

May 2006, the development of competencies is necessary for the acquisition of 

democratic values, for life and for social cohesion. Just as acquiring them is necessary 

in formal education, so too is it necessary to improve the employability of people with 

disabilities, in turn enhancing their social inclusion. 

Similarly, Ley Orgánica 8/2013 of 9 December 2013 on improving the quality of 

education establishes the need to acquire cross-cutting competencies, such as, for 

example, time management, critical thinking, initiative, problem solving, decision 

making... Thus, cross-cutting skills are identified with the principles described above, 

and are therefore more easily acquired through methodologies in active teaching and 
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learning. 

Finally, the aforementioned laws establish the need for and use of active and alternative 

methodologies for pupils with specific educational support needs, as they are considered 

necessary to promote the inclusion of all pupils. 

6. Discussion and conclusions 

As seen throughout this chapter, cultural heritage is a part of people's way of life, affects 

their family organisation, their history and their habits, customs, traditions and, therefore, 

it promotes social relations. 

Gaining and/or improving training in a specific area will foster the acquisition of 

employment skills and, consequently, the opportunity to access and participate in the 

labour market. Cultural heritage as a means of promoting employability is emerging as 

a motivational and useful tool for bringing us closer to society, culture and its values. As 

stated above, it is a part of people's way of life and it surrounds us. Its very content and 

characteristics (visual and plastic arts, music, theatre, dance) make it possible to use 

didactic methods that promote active and experiential learning in order to achieve, as 

can only be expected, the development of cross-cutting or professional and life skills. In 

short, the educational value of cultural heritage together with an active approach to 

teaching about it makes it possible to enhance social skills through relationships and 

cooperation with peers, encourages the participation of all pupils, the expression of 

emotions, the ability to express interests and values in different ways, all equally valid, 

and allows the development of creativity and, therefore, of initiative.  In conclusion, it 

allows higher levels of autonomy and self-esteem to be acquired. 
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Abstract 

The international political agenda is completely linked to and conditioned by the need to 

foster and promote sustainable development. In this context, education emerges as a 

cross-cutting and essential element for achieving the goals and targets established in 

the 2030 horizon. A clear call is made for the need to transform the education system so 

as to ensure that all people can access, take part in and develop lifelong learning. To 

this end, and framed within the principles of equity, equal opportunities and social justice, 

Universal Design for Learning is proposed as a teaching strategy to promote the full 

presence, participation and attainment of the achievements established at each 

educational stage and by all students. 

Keywords: education for all, universal design, universal design for learning, teaching 

strategies, social justice. 

 

1.  Inclusive education as a fundamental right 

The Education 2030 Framework for Action (UNESCO, 2015b) grants an 

essential role to education in the achievement of the goals and targets set out in the 

2030 Agenda (UN, 2015). Drawing on the various international legal texts that 

establish the right to education as a universal good and the specific treaties 

guaranteeing the rights of persons with disabilities, it highlights the need to intensify 

its transformative power in order to progress towards building more inclusive 

communities and societies (Slee, 2019). The principles underlying this approach, 

namely equal opportunities, non-discrimination, universal accessibility and design 

for all, are brought together as fundamental principles underpinning the right to 

education in the current international context (UNESCO, 2015). 
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This is the foundation of SDG 4, ‘Ensure inclusive and equitable quality education 

and promote lifelong learning opportunities for all’ (UN, 2015). The essence of this 

approach lies in the conception of inclusive education as an enabling right (Simón, 2019) 

and multiplier that enhances empowerment through the provision of the competencies, 

knowledge and values necessary for building inclusive societies committed to all human 

beings (United Nations High Commissioner for Human Rights, 2019). 

 Quality education aims to achieve excellence for each and every student (for all) 

through their own learning process, which should be reflected in their learning outcomes. 

If, for reasons of disability (or any other situation of diversity), a student cannot enjoy a 

quality education, we cannot speak of excellence in education. This points directly to the 

need to consider an equitable education system (Echeíta, Duk, Calderón, & Skliar, 

2018), which must necessarily offer a differentiated and unequal approach to groups that 

require this basic distinction in order to be able to participate and develop their skills and 

functions with equal opportunities, so that the inequalities that pose a risk to excellence 

are eliminated or minimised (Marchesi, 2012). 

 This equity does not only depend on education professionals; it also concerns the 

structure of the education system itself and the need to pay attention to the particular 

characteristics of each family and student insofar as they influence and have an impact 

on the achievement of equity and, by extension, excellence in terms of educational 

quality.  

The main strategic challenges that the education system must address in order to 

promote the agreements and guidelines set out in the Incheon Declaration (UNESCO, 

2015) are described by Echeíta (2016) as follows: firstly, the need to contextualise 

education within the overall social project to be built has been detected, for which it is 

essential to develop a debate to establish the foundations on which it will be based, 

clarifying the concept and essence of the notion of inclusive education. This will make it 

possible to identify the most appropriate pedagogical model for achieving the objectives 

that have been set, which will necessarily involve a systematic review of initial teacher 

training and of the curriculum established by the roadmap for education. 

 The concept of ‘ecology of equity’ (Ainscow, Dyson, Goldrick and West, 2013) arises 

from the need to combine these variables, asserting the importance of promoting an 

inclusive pedagogical model (Echeíta, 2016) that extends to all levels of education (Alba, 

2019). This concept aims to draw attention to the importance of linking educational 

quality to the principles of equity and social justice (Simón, 2019). 
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The need to link the education system locally to the social reality of the context at 

which its actions are targeted requires adopting a series of conditions, according to the 

promoters of the ecology of equity. According to Simón (2019), these can be summarised 

as follows: 

▪ Devising policies that lead to equity and enable it to be applied locally in 

educational establishments. 

▪ Adopting this approach across the whole education system, applying it locally to 

adapt to the specific reality of each environment. 

▪ Ensuring an institutional leadership model that incorporates equity as an 

unquestionable principle to make it possible to coordinate collaborative actions that 

represent everyone. 

▪ Strengthening community bonds so as to eliminate or reduce inequalities in the 

educational fabric. 

▪ Progressing towards equity from the perspective of social justice. 

These approaches reinforce the need for a commitment to Inclusive Education, an 

educational model designed to cater to the diversity of students based on the need to 

modify the structures of the education system so that this diversity is perceived as a 

positive factor that enriches the teaching-learning processes themselves and promotes 

equity and, therefore, equal opportunities (UNESCO, 2017).  

2.  Dimensions of inclusive education. 

 From this perspective, Gutiérrez-Ortega, Martín-Cilleros, and Jenaro-Ríos (2018) 

affirm the need to bring about a transformation in education, alluding to the three major 

spheres that condition change towards full educational inclusion: culture, policies and 

actions, considering them the key that will allow the door to equitable and quality 

education to be opened or kept closed.  

As analysed by Valdés (2018), culture is the best indicator for identifying and 

understanding inclusive educational establishments, as it is the essential driving force 

for promoting transformation, since policy and actions depend directly on it (Moliner, 

Salas and Escobedo, 2016; Tirado and Conde, 2015). 
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Plancarte (2017, p: 219) states that inclusive educational culture can be defined as 

‘the set of rules, symbols, beliefs and values shared by school staff, students, members 

of the school committee and families, which provide the school with the cohesion needed 

to work harmoniously towards the achievement of common goals’, which must progress 

towards the creation of a welcoming, collaborative and safe educational community that 

stimulates the learning of all its members based on the promotion of inclusive and 

equitable values (Booth and Ainscow, 2015). To this end, it is essential to address the 

reality of each educational establishment and involve all the relevant actors, paying 

special attention to the leadership role played by management teams and the values that 

are promoted in the establishment’s overall activity (González-Ramírez, Colás-Bravo 

and Conde-Jiménez, 2015). According to the study conducted by Dyson, Howes and 

Roberts (2002), inclusive schools are characterised by developing a deep collaboration 

to solve the challenges arising from the need to offer learning opportunities to all 

students, firmly believing in the potential of each student and prioritising a participatory 

organisational system led by teams committed to the values of inclusion. These authors 

likewise end their study by pointing out the need to strengthen relationships with families 

and the community, and to generate common learning environments for all students in 

which a pedagogical approach to diversity prevails so that all students can benefit from 

what is produced in the classroom.  

 Along the same lines, Lobato and Ortíz (2001) stress the importance of proactive 

leadership that promotes inclusion as an essential value among teachers, giving rise to 

close and joint collaboration based on flowing and constant communication. These 

variables are conditioned by the presence or absence of shared values known by the 

entire community and are reinforced in educational contexts that provide spaces for 

reflective communication and innovation (Escobedo, Sales and Fernández, 2012).   

Undoubtedly, as Plancarte (2017) points out, educational culture is the cornerstone 

for defining a school's level of action and commitment to the diversity of its students, 

which must be articulated and in tune with the policy and actions that are developed on 

a daily basis. When analysing this variable, Mateus, Vallejo, Obando and Fonseca 

(2017) found that families who were part of the educational community of schools that 

defined themselves as inclusive did perceive the presence of these values in the 

community, but not in their daily application and action. This is because, despite the 

clarity with which inclusion is addressed in the policy at the macro-structural level and 

the efforts being made to create and consolidate an inclusive culture, there is still a clear 

weakness in the articulation of the policy at the micro-structural level, that is, in the 
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educational establishments, which reinterpret and articulate the policy internally in their 

own way (González-Ramírez, Colás-Bravo and Conde-Jiménez, 2015). 

 The explanation that Colás-Bravo, Reyes-de Cózar and Conde-Jiménez (2017) 

suggest in this respect alludes to two elements that condition the whole process. The 

first is the contradictions referred to by education professionals between what is reflected 

in legal texts and the reality of what goes on in the classroom. The difficulty of articulating 

internal policies that provide a response to inclusive education from a human rights 

approach has been analysed by various authors who point out that the presence of 

architectural barriers and barriers to access to communication and information, 

insufficient teacher training and the shortage of resources are elements that 

unquestionably condition the ability to implement actions that guarantee education for 

everyone, and this in turn conditions the daily work (actions) of teachers in the classroom 

(Diaz-Vega, Moreno-Rodríguez and López-Bastias, 2020). 

Secondly, they identify that the absence of an Inclusive Theory making it possible to 

monitor and evaluate the achievements made by each educational establishment 

through its daily operation is a limiting factor that is leading to slower than desired 

progress, expressed in the actions that are performed in the classroom through the 

teaching activity that is perceived by the students and their families (Ainscow, 2019; 

Medina, 2017) 

 3. Presence, participation and achievement 

 Inclusive education is enshrined in the international Convention on the Rights of 

Persons with Disabilities (UN, 2006), and it is therefore easy to conclude that it is a 

fundamental right, which, according to IBE-UNESCO (2016), is defined as an ongoing 

process and not an end in itself, in which the three fundamental dimensions must be 

addressed in a balanced way: 

▪ Presence: understood as the possibility of ‘being’ in the ordinary educational 

environment, for which it is essential for the educational system itself and the centres in 

which it is articulated to be welcoming and respectful and shun the negative connotations 

of disability. To be able to ‘be’ there, it is necessary to eliminate any type of barrier, 

whether social, attitudinal, economic or physical, that may interfere negatively in the 

process of reception and presence. Hence the importance of highlighting the essence of 

inclusive education in the mission, vision and values of any educational establishment 

and of reflecting this in the corresponding strategic plans which, in turn, will give 
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educational institutions the role of social leaders that champion the values of a just and 

equitable society, underlining the need to broaden and strengthen dialogue with 

organised civil society with a view to cooperation and collaboration towards building 

more just and inclusive societies. 

▪ Participation: understood not only in terms of equal opportunities for playing an 

active part in the development of teaching and learning, but also in terms of the concept 

of coexistence (Barrios, Gutiérrez, Simón & Echeíta, 2018), taking the latter to mean the 

educational context that promotes the recognition of difference, the value of diversity and 

the proper treatment of all members of the community, so that this essence is reflected 

in each of the people who coexist in this environment and they themselves pass it on to 

society as a whole. In order to achieve these precepts, it is essential to adopt a 

humanistic education that promotes human development and has been enshrined in 

educational legislation in the form of curricular content that addresses social justice, 

equity, equal opportunities, universal accessibility and design for all, as mentioned 

above. 

▪ Achievement (learning): refers to the possibility of success in the educational 

process in its fullest extent, beyond the limits that formal education develops through the 

educational curriculum. It concerns the potential of education to change people's lives 

(Hart and Drummond, 2014), for which it is essential to provide teaching staff with the 

necessary capabilities and qualifications to cope with educational diversity based on the 

firm conviction that all students can be educated and trained. 

 From this perspective, inclusive education promotes educational attention based 

on catering to the needs of the most disadvantaged groups that have traditionally been 

excluded and discriminated against in the educational context, with the aim of 

guaranteeing ‘that no one is left behind’ (Alba, 2019). 

3.1 Universal Design for Learning 

The exclusion of these groups from education is strongly conditioned by the 

stereotypes that are generated about them and by the barriers that prevent or hinder the 

development of a normalised education, including the so-called ‘one-size-fits-all’ 

approach to education. This concept aims to convey the need to train education 

professionals from an inclusive approach embodied in the strategy of Universal Design 

for Learning (hereinafter UDL) (Segura-Castillo and Quirós-Acuña, 2019). The main 

advantage of this proposal lies in the fact that it regards the curriculum as the main 
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element of educational action without simplifying, eliminating or reducing the learning 

outcomes necessary to be able to progress within the education system itself (Simón, 

Echeita, Sandoval and Pérez, 2016), so that all students benefit from it regardless of the 

characteristics or particularities of each one (Pastor, 2016). 

 

The development of the UDL has its roots in the movement stemming from the 

architectural discipline promoted by Ron Mace in 1985 called Universal Design 

(hereinafter UD), which, underpinned by seven basic principles, aimed to create and 

generate settings accessible for everyone, including people with disabilities of some 

kind, but did not focus exclusively on this group (Cortés, Ferreira and Arias, 2021). 

 

These seven principles that embody the essence of UD (Equitable use, flexibility in 

use, simple and intuitive design, understandable and perceptible information, low 

physical effort, tolerance for error and appropriate size and space) were adapted and 

applied to the educational environment in order to foster the full presence, participation 

and achievement of all students by creating a pedagogical model based on inclusion, 

equity and equal opportunities (Díaz-Vega, Moreno-Rodríguez and López-Bastías, 

2020). The UDL is thus defined as the paradigm that has the potential to eliminate any 

educational barriers and, by extension, to guarantee access to the curriculum for all 

students (McGuire, Scott and Shaw, 2006). 

 

The UDL was developed at the Centre for Applied Special Technology (hereafter 

CAST) by a research team led by neuropsychologist Rose and education, psychology 

and design expert Meyer (CAST, 2011). It focused on developing an educational strategy 

based on educational research, neuroscience applied to learning, and assistive 

technologies, in order to eliminate the barriers to learning detected and defined in 

previous studies (Pastor, 2018). CAST (2011) itself defines UDL as ‘a research-based 

approach to curriculum design’ – that is, educational objectives, methods, materials and 

assessment – ‘that enables all people to develop knowledge, skills, motivation and 

involvement in learning’. 

 

Since its publication, the Universal Design for Learning has evolved thanks to the 

dynamic disciplines on which it is based and from which it draws, and to its progressive 

application in the classroom. Its three fundamental principles address diversity in the 

classroom in a cross-cutting manner, offering teachers alternatives for action that allow 
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them to develop the foundations of educational inclusion through daily classroom 

practice. These principles are interrelated and interconnected, and therefore all three 

need to be addressed simultaneously and with the same intensity in order to be effective. 

They relate to the why, what and how of learning, respectively (CAST, 2018): 

 

- Principle I. Provide multiple forms of engagement (the why of learning). This 

principle addresses the need to offer different alternatives to encourage students' 

involvement and motivation towards their own learning.  

- Principle II. Provide multiple formulas for representation (the what of learning). 

This principle is intended to cater to the different ways students understand and 

perceive the information involved in learning. 

- Principle III. Provide multiple means of expression (the how of learning). This 

principle focuses on the need to broaden the range of options for students to 

show and express the knowledge they have acquired. 

 

The UDL made it possible to embark on a widely disseminated and accepted path 

in the international educational context (as will be analysed in the next chapter). This 

gave rise to the development of numerous strands and derivatives which, despite 

differing in their structure and developed principles, pursue the same primary objective: 

to guarantee the inclusion of students in the educational sphere (Ruiz et al., 2012). This 

diversity of approaches is a response to the need to contextualise the initial essence and 

philosophy, adapting them to each educational reality and stage. The following three 

strands deriving from the UDL can be identified:  

- Universal Design for Learning applied to education (Bryson, 2003), which 

focuses on the need to expand the ‘instructional capacity’ of educational contexts 

targeted at adults. To this end, it refers to the need to address the design, 

development and assessment of both content and individual learner 

performance. 

- Universal Design in Education (Burgsthaler, 2002). This approach is not 

considered a paradigm in itself as it does not have the same level of development 

and influence as the others (Ruiz, Solé, Echeíta, Sala and Datsira, 2012), but it 

is relevant because of its treatment of the concept of education, approaching it 

from a perspective that goes beyond learning for which it describes a greater 

variety of processes and situations in which it occurs. 
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- Universal Design for Instruction (Roberts, Park, Brown and Cook, 2011). This 

derivative has emerged as a specific response for the university environment 

(Sala, Sánchez, Giné & Díez, 2013). Universal Design for Instruction (hereafter 

UDI) was developed at the University of Guelph (Canada) and subsequently 

adapted to different social contexts. In essence, it provides university teachers 

with an easy-to-use tool that, by focusing on the curriculum, allows them to 

anticipate, plan and develop a universally accessible teaching-learning process. 

The UDI can be applied to any discipline, knowledge area or subject regardless 

of the teacher's previous experience and level of education (undergraduate to 

doctoral) (Palmer and Caputo, 2015). Unlike the UDL, the UDI is articulated 

through the application of seven principles: equitable use, flexibility in use, simple 

and intuitive use, perceptible information, tolerance for error, minimum cognitive 

effort and appropriate spaces and sizes (Sánchez and Díez, 2015). 

As analysed and described by Sánchez, Díez and Martin (2016), the international studies 

that have been carried out to monitor and quantify the impact of the application of these 

paradigms in the educational context confirm the validity of the latter by demonstrating 

the clear benefits they bring to both teachers and students when it comes to developing 

a teaching-learning process that promotes equal opportunities and the full participation 

of all students. 

It is therefore essential to gain greater practical experience in the implementation of 

these paradigms in order to further develop the educational actions that can be 

performed by teachers at any educational level in order to achieve the goals set out in 

the 2030 Agenda in general and SDG 4 in particular, since ensuring inclusive, equitable 

and quality education can only be achieved with the commitment and responsibility of all 

actors involved in the education system (Diaz-Vega, 2020).  
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Abstract 

 

Universal Design for Learning (UDL) is understood as one of the most favourable 

frameworks for educational inclusion, as it brings the teaching-learning process closer to 

the diversity of learners. UDL is based on three key principles: providing multiple forms 

of engagement, providing multiple forms of representation and providing multiple forms 

of action and expression.  

These three principles, together with the guidelines that comprise them, are structured 

as a strategic framework that fosters access, participation and achievement for all 

students.  

For this reason, in this chapter, each of these principles and guidelines will be described 

and substantiated in order to provide the reader with a list of strategies and supports to 

help promote the UDL in their teaching activity.  

Keywords: Universal Design for Learning; UDL; UDL principles; UDL guidelines; 

inclusive education. 

 

1. Introduction.  

It is known from neuroscientific research in the field of education, as pointed out by Alba, 

Sanchez and Zubilaga (2014) cited in Valencia and Hernández (2017), that brain 

functioning varies greatly during the learning process. Neurological differences between 

individuals, as well as differences in brain activation when performing an activity, reveal 

the variety of ways in which students learn.  

Bearing in mind the latter considerations and also the way in which technological 

advances can be implemented in educational practice, the UDL seeks to adapt learning 

to the diverse range of learners in a manner that combines theory and practice (Meyer, 

Rose and Gordon, 2014). For this purpose, it is based on three clear principles (Alba, 

2018, p. 18): 
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- Provide multiple means or forms of engagement. By activating the neural 

networks involved in affective and emotional processes, it seeks to motivate 

learning in order to make it meaningful. This principle is known as the Why of 

learning. 

 

- Provide multiple means of representation. Known as the What of learning, it 

relates to the neural networks that are involved in the perception and assimilation 

of information. 

 

- Provide multiple means of action and expression. It seeks to activate what are 

known as strategic brain networks that are related to the way in which we achieve 

that learning and its expression. This principle is also known as the How of 

learning. 

 

Illustration 1. Principles of the UDL. From CAST (2018) Universal Design for Learning 

Guidelines version 2.2. Wakefield, MA. (Translation and adaptation: Fellow Group 

(2018)). 

 

 

It is important to note that these three principles are interrelated and that there is no 

hierarchy between the three: they are all equally important in the teaching-learning 

process. This chapter will examine them in the order in which they are listed above, 

beginning with the Why of learning. 

 

2. Principle. Provide multiple means or forms of engagement. The Why of 

learning.  

 

Affective networks, located in the limbic lobe, are involved in everything related to the 

feelings, values and emotions aroused by what is learned, and are activated, to a greater 

or lesser extent, depending on the importance attached to the information and the 

subsequent use to be made of what is perceived (Arathoon-Girón, 2018, p. 21). These 
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networks have a direct impact on motivation and interest in learning, which will also have 

repercussions on other aspects such as persistence or self-regulation.  

To quote Ospina (2006), ‘motivation is the engine of learning; it is the spark that ignites 

it and encourages the development of the process’ (p.159). 

It is necessary to differentiate between two types of motivation due to their implications 

for student learning: extrinsic motivation and intrinsic motivation. Extrinsic motivation 

comes from outside the person, and rewards are the main incentive for performing an 

action (Llanga, Silva and Vistin, 2019). 

Intrinsic motivation, on the other hand, is when a problem or challenge is taken as a 

personal challenge and tackled solely because of the desire to find a solution, and factors 

such as external rewards do not come into play (Jimenez, 2007 cited in Orbegoso 2016). 

This type of motivation is based on factors such as self-determination, curiosity, 

challenge and effort (Reeve, 1994 cited in Domínguez and Pino-Juste, 2014). 

It is this second type of motivation that we should aim for in learners. However, motivation 

is not the same for all students. As indicated by Nuñez (2009) cited in Alba (2018), it 

depends on the value that is attached to a task, as well as on the goals and expectations. 

It is therefore important to create learning experiences that can be tailored to different 

feelings of self-efficacy, interests and personal emotions (Alba, 2018 p. 31). It is also 

important for there to be a balance between the challenge of performing a task and the 

level of support available.  

In this connection, according to Elizondo (2020, p. 57), the development of affective 

networks helps students feel purposeful and goal-oriented, as well as capable of 

regulating their emotions, sustaining effort and achieving challenging goals 

autonomously.   

Taking all this into consideration, the UDL approaches the Why of learning from two 

dimensions: external (linked to the level of challenge of a task, distractions and supports) 

and internal (linked to metacognition and executive functions). These two dimensions 

are reflected in 3 (three) guidelines: provide options for recruiting interest; provide 

options for sustaining effort and persistence; and provide options for self-regulation 

(CAST, 2011). 

- Options for recruiting interest:  

• Optimise individual choice and autonomy. 

o Engage students in their learning through involvement in aspects 

such as: explicitly stating the goals and objectives to be pursued, 

making the level of challenge of the task known, being flexible in 
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the times available for tackling a task and letting them choose from 

among the tools that can be used. 

 

• Optimise relevance, value and authenticity 

o Offer multi-level tasks.  

o Customise the educational experience and contextualise it in 

students’ real lives. 

o Design activities that allow experimentation and active 

participation. 

o Aim for the student’s ability to reflect. 

o Design activities that make use of the imagination or are 

performed creatively. 

 

• Minimise threats and distractions 

o Work in a friendly classroom environment.  

o Create a structured and predictable setting. 

o Adapt the space and requirements of the task to the necessary 

level of activation (noise, lighting, pace of work, available support 

level). 

 

- Options for sustaining effort and persistence. 

• Heighten salience of goals and objectives 

o Set objectives explicitly. 

o Establish short-, medium- and long-term goals. 

o Use of time management tools. 

 

• Vary demands and resources to optimise challenges. 

o Assess the process, effort and improvement in educational 

achievements. 

o Provide alternatives to the supports permitted in carrying out an 

activity. 

o Differentiate the degrees of complexity with which a task can be 

completed. 

 

• Foster collaboration and community. 
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o Encourage active collaborative and cooperative work 

methodologies with clear objectives and roles. 

o Promote opportunities in peer interrelations. 

 

• Use mastery-oriented feedback. 

o Provide continuous specific and clear feedback.  

o Provide feedback that is focused on the task, not on the student. 

o Provide feedback that emphasises the process, persistence, effort 

and improvement. 

 

3. Principle. Provide multiple forms of representation. 

 

This principle stresses the diverse ways in which people access information. This 

diversity can be found in preferences for accessing information, closely related to what 

are known as learning styles, defined as ‘the cognitive, affective and physiological traits 

that serve as relatively stable indicators of how learners perceive, interact with and 

respond to the learning environment’ (Keefe, 1988. Cited in Cazau 2004). This term 

alludes to the fact that each person uses their own method when learning (Cazau, 2004). 

Thus, there are students who perceive information better through visual, tactile or 

kinaesthetic means. However, there are also other types of students, those with 

disabilities, for whom we do not speak of references but rather of barriers to accessing 

information. The compulsory elimination of these barriers and the right to access 

information is already reflected in an article of the Convention on the Rights of Persons 

with Disabilities (UN, 2006): 

‘To enable persons with disabilities to live independently and participate fully in 

all aspects of life, States Parties shall take appropriate measures to ensure to 

persons with disabilities access, on an equal basis with others, to the physical 

environment, to transportation, to information and communications, including 

information and communications technologies and systems, and to other facilities 

and services open or provided to the public, both in urban and in rural areas’ (art. 

9).  

In order to provide different alternatives for accessing information, the UDL proposes 

three different guidelines: provide options for perceiving information; provide options for 

language and symbols; and provide options for comprehension (CAST, 2011). 

 

- Provide options for perception. 
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• Offer ways of customising the display of information. 

o Offer alternatives for auditory information: accompany this type of 

information with other visual information such as the use of texts, 

graphs, augmentative and alternative communication systems, 

text-to-speech converters, use of sign language.  

o Offer alternatives for visual information: use of text or audio 

descriptors for images, possibility to change the font and size of 

print in texts, graphics and images with appropriate colours and 

contrasts, use of 3D objects such as mock-ups or physical models 

for tactile access. 

 

- Provide options for language and symbols. 

• Clarify vocabulary and symbols. 

o Use of glossaries and lists enabling symbols to be decoded and 

connections to be established with previous knowledge.  

 

• Clarify syntax and structure. 

o Break down the important elements of a text by using indexes, 

summaries and diagrams.  

 

• Support decoding of text, mathematical notation and symbols. 

o Use of voice synthesisers and allowing options for converting text 

to speech, decoders of symbols, use of digital texts with the option 

of an accompanying human voice recording, accompany task lists 

with the meaning of the different symbols.  

 

• Illustrate ideas through multiple media. 

 

- Provide options for comprehension. 

• Activate background knowledge. 

o Use of routines that connect the content taught with what will be 

covered in that session; use of scaffold strategies, such as 

designing and making concept maps. 

 

• Highlight patterns, critical features, big ideas and relationships. 
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o Use of concept maps, diagrams and graphs to help identify and 

explain concepts; use of examples and counter-examples; 

prompts for important information from the text. 

 

• Guide information processing, visualisation and handling. 

o Present information in a progressive manner, grouped into well-

organised and easy-to-follow content units, provide clear and 

simple instructions for each of the steps that make up a task. 

 

• Maximise transfer and generalisation.  

o Use of mnemonic rules, use of checklists and concept maps. 

 

4. Principle. Provide multiple forms of action and expression.  

 

Just as there are different options for representing information taking into consideration 

learning styles, so too must there be different means of enabling learner to represent 

information. In this regard, as Alba (2019) points out, the diversity of learners makes it 

necessary to carry out tasks through which learning is constructed in different ways, 

taking into account cognitive preferences. This requires activating the brain's strategic 

networks oriented towards planning, managing and executing learning (Alba, 2019).  

The ‘how’ of learning is materialised through the following three guidelines.  

 

- Provide options for physical interaction. 

 

• Vary methods of response and navigation: the needs of learners with physical 

disabilities are taken into account first and foremost. Thus, alternatives for 

physical interaction may be devised through strategies such as extending the 

time for the completion of an activity or the use of assistive technology and 

products. 

• Optimise access to tools and assistive technologies and products. Alternatives 

for access to and use of IT devices are important here. Examples are the 

provision of hardware (peripherals and controls) such as adapted joysticks, push 

buttons, mice and keyboards. 

 

- Provide options for expression and communication. 
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• Use multiple media for communication. Provided that a medium is not used for a 

specific purpose, for example, the use of exposition as a way of assessing oral 

expression, it is interesting to encourage the use of different ways of expressing 

knowledge (oral, written, through diagrams). 

• Use multiple tools for construction and composition. Provided that the aim is not 

to acquire a specific skill at using a particular tool, we should offer different 

alternatives. In this case, reference can be made to the use of various 

manipulative materials for drawing and colouring, the use of web applications, or 

the use of 3D material. 

• Build fluencies with graduated levels of support for practice and performance. 

The correct graduation in the level of support will allow the learner to progress in 

their learning process in such a way that each task matches the learner's Zone 

of Proximal Development (ZPD). 

 

- Provide options for executive functions. 

 

• Guide appropriate goal setting. Learners should be encouraged to be able to plan 

their goals in such a way that they are objective and attainable. It is also 

necessary to provide students with strategies that help them realise how they are 

progressing in the acquisition of the goals they have set. An example of this is 

the use of checklists in the acquisition of goals and sub-goals or the writing of 

learning diaries. 

 

• Support planning and strategy development.  Related to the above, it is important 

for the learner to be able to plan the process of achieving a goal. This can be 

done through the use of lists with tasks and sub-tasks, checklists, or by taking 

time to stop and think after completing each stage of a task. 

 

• Facilitate managing information and resources. It is interesting to provide the 

student in advance with different documents, such as rubrics, study guides or 

infographics, to help them organise all the information more effectively. 

 

• Enhance the capacity for monitoring progress. At this point, the feedback we 

provide the student is key. Hattie (2017), cited in Elizondo (2020), indicates that 

feedback is one of the techniques that generate the most positive impact, both 
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academically and emotionally. Examples and proposals of how to provide correct 

feedback are (Hattie, 2017, p. 154 cited in Elizondo (2020, p. 60). 

o Provide specific, clear feedback, acknowledging what has been done well 

and also focusing on the task and not on the person. 

o Help them reflect on and learn from mistakes. 

o Focus on the learning process. 

o Feedback should not be comparative. 

 

Illustration 2. Principles of the UDL. From CAST (2018). Universal Design for Learning 

Guidelines version 2.2. Wakefield, MA. (Translation and adaptation: Fellow Group 

(2018)). 

 

 

5. Conclusions 

As discussed throughout this chapter, the UDL aims to provide a strategic framework 

through its principles and guidelines, whose objective is none other than to enable all 

learners, regardless of their characteristics, to access learning. In this connection, it 

should not be forgotten that these guidelines and principles are intended to anticipate 

the needs that students may have, in such a way that diversity is welcomed as a positive 

aspect in contrast to the adaptive approach whereby teaching processes are designed 

for the ‘average’ student and subsequently adjusted to the particular needs of each 
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student. This, in addition to making it difficult to achieve the proposed objectives due to 

unfeasibility or lack of foresight, requires greater effort and time on the part of the teacher 

and, furthermore, means focusing attention on the negative differences of certain 

students who may not be participating on an equal footing with the rest. 

The experience behind the implementation of the UDL principles and guidelines is 

satisfactory, as shown by the meta-analysis carried out by Capp (2017), who compiled 

a total of 18 studies, conducted between 2013 and 2016, which met quality criteria, such 

as the presence of pre- and post-tests published in blind peer-reviewed scientific 

journals. The results of these analyses suggested that the UDL was an effective 

methodological tool for improving student teaching. By providing students with multiple 

ways of accessing and demonstrating knowledge, teachers would be fostering greater 

opportunities in the teaching-learning process (Capp, 2017). 

In the case of distance and online education – contexts that should start to be given 

special consideration – the principles and guidelines discussed in this chapter can also 

be seen to have a positive impact. The meta-analysis carried out by the author of the 

chapter (Lopez-Bastias, 2020) on experimental studies conducted between 2014 and 

2020 in which the UDL was applied in online learning environments (a total of 8) also 

pointed to an enhancement of the teaching-learning process, especially with respect to 

the principle of providing multiple means or forms of engagement, as it succeeded in 

generating positive perceptions and a greater sense of self-efficacy about the subject 

being taught. 

All of this is directly linked to Goal 4 of the 2030 Agenda for the achievement of the 

Sustainable Development Goals of the United Nations (UN, 2015), which aims to ‘ensure 

inclusive and equitable quality education and promote lifelong learning opportunities for 

all’. 

Different governments have regarded the principles of the UDL as one of the 

cornerstones for achieving this goal, such as those of the USA, Chile, Uruguay and 

Colombia (Pastor, 2019). Spanish legislation – the Ley Orgánica 3/2020 of 29 December 

2020 amending the Ley Orgánica 2/2006 of 3 May 2006 on Education (LOMLOE) –  

explicitly mentions them on several occasions, considering them key to the adoption of 

organisational, methodological and curricular measures relating to diversity. 
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Universidad Rey Juan Carlos 

 

1. Introduction 

 

This tool aims to provide teachers/trainers with a working framework with clear and 

simple guidelines that allow them to identify the inclusive practices they implement in 

their daily work in the classroom (self-assessment). It also helps identify elements that 

it is advisable to address/pay more attention to in order to strengthen the 

teaching/learning process in any training environment and context. 

This tool stems from the adaptation of theoretical and practical approaches deriving 

from the following tools and previous studies:  

1. Inclusive Teaching Strategies Inventory. ITSI, Lombardi et al. (2013). 

2. Material presented by Dalmau et al. (2015) providing guidelines for applying the 

Universal Design to teaching in university education. 

3. Studies by authors such as: 

• Lombardi, A., Murray, C., & Dallas, B. (2013). University faculty attitudes 

toward disability and inclusive instruction: Comparing two institutions. 

Journal of Postsecondary Education and Disability, 26(3), 221−32. 

• Rao, K., & Tanners, A. (2011). Curb cuts in cyberspace: Universal 

Instructional Design for online courses. Journal of Postsecondary Education 

and Disability, 24(3), 211−29. 

• Rao, K., Ok, M. W., & Bryant, B. R. (2014). A review of research on 

universal design educational models. Remedial and Special Education, 

35(3), 153−66. 

• Rao, K., Edelen-Smith, P., & Wailehua, C. U. (2015). Universal design for 

online courses: Applying principles to pedagogy. Open Learning: The 

Journal of Open, Distance and e-Learning, 30(1), 35−52. 

• Dalmau Montalà, M., Guasch Murillo, D., Sala Bars, I., Llinares Fité, M., 

Dotras Ruscalleda, P., Álvarez Suau, M. H., & Giné Giné, C. (2015). Diseño 

universal para la instrucción: indicadores para su implementación en el 

ámbito universitario. 
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ITEMS 1 2 3 4 

1. I define and explain the objectives, skills and contents at the 

start of the course when I present the material we are going to 

be dealing with.  

    

2. I explain the assessment criteria at the start of the course and 

repeat them in each assessment test. 

    

3. I establish relaxed environments where students can feel at 

ease discussing an issue related to the diversity participants 

may display. 

    

4. I provide customised support depending on the particular 

characteristics of each student, whether or not they have a 

disability. 

    

5. I explain how the course works, describing the units that make 

it up and the routines that are going to be followed. Similarly, I 

complement it with a document or aid that they can access 

throughout the course (paper/electronic medium).  

    

ITEMS 1 2 3 4 

6. If information and communication technology is used during 

the course, I explain its use and the associated data 

protection.  

    

7. I make sure that virtual spaces (Virtual Classroom / Teams) 

are easily accessible. 

    

8. The content and materials are available in different media 

(electronic/paper versions). 

    

9. I provide and present the content in different accessible 

formats: text, video, subtitled video, etc.  

    

10. I provide varied activities in different formats for practising 

skills adapted to the objectives.  

    

ITEMS 1 2 3 4 

11. I provide online resources for learners to use at their own pace 

when they need to do so. 

    

12. I use presentations (ppt) to complement oral information.     

13. The presentations shown use a 20-point font size and colour 

contrasts. 

    

14. I regularly make videos with the course content.     

15. I provide complementary materials in different media and 

formats (video, text, social media, audio…)  
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ITEMS 1 2 3 4 

16. Videos and audios linked to complementary material are 

subtitled and/or in text. 

    

17. I provide online access to dictionaries and glossaries.     

18. I provide different kinds of assessment: continuous, self-

assessment, co-assessment, rubrics, exams, questionnaires. 

    

19. I design continuous and progressive talks with information 

about the user’s training progress. 

    

20. Students demonstrate knowledge gained by performing 

different tests or actions. 

    

ITEMS 1 2 3 4 

21. I facilitate self-assessment activities and provide feedback.     

22. I provide continuous feedback and individualised comments 

for reflecting on the development of skills, before moving on to 

the next activity. 

    

23. I use different media and forms of feedback: email, rubrics, 

voice notes, written text, video.  

    

24. I provide rubrics to enable progress in training.      

ITEMS 1 2 3 4 

25. I use a variety of learning methods and strategies 

(cooperative, blended learning, projects…). 

    

26. I set periodic tasks with instructions for submission in the 

established and agreed medium. 

    

27. I establish work teams in the classroom to encourage 

collaboration. 

    

28. I set aside time during sessions for individual and group 

reflection and joint discussions. 

    

29. I hold debates to encourage team work.     

30. I allow students to express their opinions and/or explore new 

ideas. 

    

ITEMS 1 2 3 4 

31. I do not penalise students for showing initiative and learning 

from mistakes in day-to-day activities. 

    

32. I share with students my experiences on the subject studied.     
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33. I begin sessions by summing up what is going to be dealt with 

in the session.  

    

34. I end sessions with a summary of what we have done in the 

session. 

    

35. I mention in advance the content to be covered in the next 

session. 

    

ITEMS 1 2 3 4 

36. I maintain eye contact with students to improve 

communication. 

    

37. I continuously update my training in teaching and inclusive 

methods. 

    

38. I offer practical activities to generalise and experience 

learning. 

    

39. The expectations of each task (what it aims to achieve) are 

made clear before it is performed. 

    

40. I make sure that students understand that the contents, 

materials and activities are appropriate to the objectives.  

    

ITEMS 1 2 3 4 

41. I provide individual activities for autonomous work.     

42. I provide guidelines for understanding the new content with 

real and significant examples. 

    

43. I am available to attend to students (tutorial).     

44. I regularly use virtual teaching spaces whenever possible.     

45.  Tasks are adapted to the pupils’ different paces of learning.      

  


