NEW APPROACHES IN EDUCATIONAL RESEARCH

Vol. 4. No. 2. July 2015 pp. 91-98 ISSN: 2254-7399 DOI: 10.7821/naer.2015.4.99

ORIGINAL

Virtual worlds and social and educational inclusion: case study
at Secondary Education Institute Cal Gravat
Linda Castañeda Quintero1*, María del Mar Román García2, Ramón Barlam
Aspasch3
1

University of Murcia, Educational Technology Research Group, Spain {lindacq@um.es}
University of Murcia, Educational Technology Research Group, Spain {mariamar.roman@um.es}
3
Cal Gravat Secondary Education Institute, Spain {ramon.barlam@gmail.com}
2

Received on 17 October 2014; revised on 17 October 2014; accepted on 19 January 2015; in press on 15 April 2015; published on 15
July 2015
DOI: 10.7821/naer.2015.4.99

ABSTRACT
This article presents a case study with the goal of becoming
familiar with and understanding the incorporation of one virtual
learning world –Espurnik- in a curricular diversification classroom
with students in a situation of educational exclusion or academic
failure. This investigation was carried out from an interpretive
paradigm with a qualitative methodology grounded in the Case
Studies. The data was collected using different qualitative
techniques: documentary analysis, direct observation in the virtual
world, semi-structured interview with the teacher, and group
interview with the students. The conclusions indicate that the
emphasis must not be placed on technologies, but rather on the
methodological change that many of them foster, setting up the
student not a consumer of information but rather a creator and
producer of knowledge in a context of collaborative work,
attending comprehensively to the community context of the
students’ educational development.
KEYWORDS:
ACADEMIC
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EDUCATIONAL
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1

INTRODUCTION

In recent years we are experiencing a clear rise in the use of new
technologies in the educational environment as well as a
proliferation of research in this regard that questions whether the
ways of doing things are really changing, or whether those
technologies are simply being incorporated without adding
anything to what was habitually being done (Boza & Toscano,
2011). From this research perspective, it is increasingly essential
to tackle in-depth analyses of educational realities that allow us
to find out the characteristics, possibilities and limitations of the
different supposedly innovative educational actions undertaken
in the classrooms, in such a way that allows us to carry out
prospective studies on the possibilities of one methodology or
another, tools, or strategies in a specific educational context.
In this framework, the goal of the paper presented below is a
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description and in-depth analysis of the teaching practices of a
secondary teacher that makes use of information and
communications technologies (hereinafter ICT), and specifically
of virtual worlds (Espurnik), in a curricular diversification
classroom with students experiencing a situation of educational
exclusion or academic failure.

2

THEORETICAL FRAMEWORK

It is undeniable what the technological revolution–understood as
mass access to ICT- has meant in the field of education, and
what some administrations and teachers have had to design and
develop in order to respond to the challenges of a new school in
terms of resource provision, teaching orientations, teacher
training, diversity, etc. (Sola & Murillo, 2011; Koh & Chai,
2014). However, it is vital to value ICT as instruments that help
us encourage a change in the educational system in terms of
didactics, methodology, classroom organization, and curriculu.
(Krajka & Kleban, 2014; Martínez & Prendes, 2004). That is,
understanding the use of tools as triggers for the transformation
of educational contexts in order to make them much more
inclusive, “thereby becoming an instrument that allows for the
optimization of educational attention to the diversity of the
student” (García & López, 2012, p. 278).
Academic failure is a social reality that is created in and by
the school (Escudero, 2005; Spruyt, 2014) and is applied to
those students that do not achieve the established results over the
course of their academic trajectory. However, its repercussions
are not limited to the academic environment, and as indicated by
the European Commission (2011), its consequences range from
a reduction of opportunities in terms of participation in the
different dimensions of the society, to an increase in
experiencing situations of social exclusion (Carson, Esbensen, &
Taylor, 2013; Lingard, Hayes, & Mills, 2003).
Due to the long-term impact of the academic failure on
society, there is a broad range of literature about it (Calero,
Escardíbul & Choi, 2012; Escudero, González, & Martínez,
2009; Fernández, 2010; González, & Porto 2011; Marchesi,
2003; Martínez, 2009; Navarrete, 2007; Reynolds, 2010, among
others), although it appears difficult to reach a consensus on a
definition, its causes, or even a solution that could help reduce
its occurrence in our school system and thereby in our society.
Nevertheless, it is evident that there is a current tendency
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towards using explanatory ecological models in order to
comprehend academic failure (Escudero, 2005), which aim to
substitute for other too simplistic traditional explanatory models
that focusing on a single cause
This ecological perspective must lead us to consider proposals
and actions under the cloak of a more inclusive and equitable
school (Field, Kuczera, & Pont, 2007; Walkey, McClure, Meyer,
& Weir, 2013), it allows us to understand the factors and
dynamics that begin the failure, as well as offering a resounding
answer to why it should not be permitted (Escudero, 2005; Hill,
2014), understanding that we need explanations at different
levels “that combine the micro or interpersonal aspects that
occur in the classroom and the macro socioeconomic aspects
that take into account social, structural and cultural factors”
(Abajo, 2011, p. 74).
Curricular Diversification i is a measure aimed at fighting
academic failure, with principles based on attending to the
diversity of the student body by implementing diversifications to
the curriculum that allow certain students to be able to achieve
the goals of Compulsory Secondary Education (and to obtain a
diploma). In order to do this, there is a clear need for changes to
the teaching methods, contents organization, practical activities,
courses, etc.
In that framework, the implementation of ICT in
Diversification classrooms is very interesting, especially when
that implementation is understood as beyond the mere technical
provisions that many institutional programs take into account,
but rather as a set of measures for a truly pedagogical
implementation and relevant use of those technologies, so that
they serve as catalysts for the revision, reconstruction, design,
development, and authentic assessment of the curriculum; in
short, for provoking profound changes in the entire organization
and curriculum design (García & Cotrina, 2004).
Thus, working in –and with- virtual worlds in the curricular
framework is not just another alternative supported by the
“innovative” component enjoyed by "new" technologies today
(McKinney, Horspool, Safie, & Richin, 2009), but rather their
use in the classroom –by virture of the characteristics inherent in
that environment-, offers certain potential advantages.
Wang and Hsu, in their 2009 paper, and Bignell and Parsons
(2010) in their paper on good practices for teaching with virtual
worlds, cited, among the advantages of using these media,
asynchronous learning, the recreational component, the
possibility of forming a safe, highly personalizable learning
environment, with characteristics that foster the execution of
authentic activities. In addition, these and other authors highlight
the conditions that foster the development of creativity,
exploration, problem solving, construction of shared meaning
and collaborative work; as well as improvement in the relations
and communications processes (interactivity) and the fact that
they can become online workspaces for teachers.

Espurna is a multidisciplinary project, an initiative of the
Instituto de las Ciencias de la Education [Institute of Educational
Sciences] (ICE) at the Autonomous University of Barcelona,
aimed at teachers of pre-school, primary and secondary
education. Espurna understands learning as an opportunity for
everyone, that takes advantage of diversity for building a
framework of convivence and integral learning, both in
curricular diversification classrooms as well as in ordinary
classrooms.
Currently, Espurna includes more than 10,000 participants
between teachers and students, and it has a team of about 50
people. Thanks to the networking work of all involved, other
teachers can find examples of good methodologies, activities,
and dynamics aimed at a qualitative improvement to the school.
All of those proposals, which appear monthly online, are the
result of a collaboration among its members, and the activities
involved are created from the perspective of multiple
intelligences and the achievement of basic competencies.
It is understood that this project represents an authentic
professional learning community, strengthened by the
development of new technologies (Rodríguez-Mena & García,
2003), and that in there takes place a training model focused on
practice, on the exchange of concrete experiences, and that it
requires the active and committed participation of its members
(Escudero, 2009b), and that its clear objective is to improve the
learning processes of all its participants.
Espurnik, on the other hand, is the virtual world that the
Espurna project uses. It is a specialized Open Sim installation
(http://opensimulator.org/wiki/Main_Page) serving the schools
involved in Espurna.
Within this virtual world, students and teachers create their
avatars and have their own workspaces (buildings) in a virtual
archipelago full of islands. Each school participating in the
project has its own island, sharing only one of those as a
common workspace that includes exhibition halls, auditorium,
media library, etc.
Some of the activities developed by the teachers in Espurnik
include different curricular areas, virtual exhibitions with panels
created online, small-group activities, virtual reconstructions of
familiar realities, and panels developed by the students
themselves in order to learn basic concepts (e.g. vocabulary).
In order to facilitate teaching staff access, training activities
are carried out from Espurna (usually with a pyramid training
model) in order for the teaching staff to become accustomed to
the environment and to discover the pedagogical possibilities it
offers. Not in vain this is a space that lends itself to
experimentation and the exchange of experiences.
All the activities have an explanatory panel so that both
students and teachers can access them (Barlam, Lasala,
Masalles, & Pinya, 2011).

3

In this framework of action, this study aims to figure out and
comprehend the incorporation of the Espurnik -as a virtual
world of learning- into a specific curricular diversification
classroom, with students in a situation of educational exclusion
or academic failure.
The paradigm sustaining the research is the interpretive
paradigm and a qualitative methodology is used based on the
Case Studies, since the study’s priority is to find answers to a
particular situation, without looking to generalize the results
(Koetting, 1984; Merrian, 1988; Stake, 1995; Yin, 1994).
From this perspective, the analysis will focus on 5 basic aspects:

3.1

METHODOLOGY
Case Study

The participants in this case study were the teacher and students
of the open classroom at IES Cal Gravat in Manresa, 4th year of
ESO [Enseñanza Secundaria Obligatoria (Compulsory
Secondary Education)], for the 2013-2014 school year, in which
period the data was collected. This group works in one of the
islands within the Espurnik virtual world, a virtual world of the
Espurna project.
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Finding out the teacher’s personal and professional
characteristics and his/her influence on the use of ICT with
students from the diversification program.
Describing how the teacher uses the virtual worlds.
Finding out the tasks undertaken by the students within the
virtual world.
Describing the students’ perception regarding the use of this
learning tool.
Finding out how students assess the experience.

3.2.1

Work procedure:

Based on the established goals of the research, and taking as a
point of reference the bibliographical review focused on the
study of academic failure, virtual worlds, learning communities
(references that make up an important part of what is described
in section 2), and certain texts for the analysis of good practices
(Escudero, 2009a; Doyle, 1985; Mishra & Koehler, 2006;
Castañeda, 2011), a series of analytical tables were created to
fulfill three fundamental functions in the development of the
study: (1) they served as a starting point for our research, (2)
they were the foundation for the creation of each of the
instruments used, and (3) as a pillar for categorizing the
information obtained with each of those instruments. The
summary of said tables can be seen in the following illustrations.
The following chart shows the strategies undertaken to collect
data, as well as the instruments and information sources that
have aided us in carrying out the analysis presented below.
Table 1. Methodology, instruments and sources.
Methodology
Case
Studies

Instruments
1. Documentary
analysis
2.Direct observation
3. Semi-structured
interview
4. Group interview

CO
DE
DA

Sources

TI

Documentation from the
Espurna project
Legislative documentation
Espurnik (virtual classroom)
Teacher

SI

Students

DO

With this data collected, an analysis based on categories was
carried out, allowing for an in-depth view of the experience.
In order to analyze all of the collected information, a category
system was designed, starting with the codification of the
instruments. Subsequently, different labels were assigned to
each of the categories designed previously from the work done
in the first part of the research, with tables for hubs of interest.
These labels were made up of letters corresponding to the large
category blocks and numbers assigned to the subcategories.

Open Classroom Program
Official design of the
program.
Resources available.
Assessment of the
program by the center

Codes
OC
1
2
3

Categories2
Curriculum; contents,
intended learnings and
teaching methodologies
Learnings developed in
the classroom
Methodologies employed
Use of educational resources

Official design of the
project
Resources available
Assessment of the
Espurna project
Administration Involvement

1
2
3
4
CTX

Target Student Body

SB

Academic trajectory

1

Objective data of the
student body

2

Aspirations, abilities,
attitudes towards school,
interests, expectations

3

Family and social environment

4

Digital competency,
access to technology,
attitude towards technology
Teacher
Objective data of the
teacher
Beliefs, motivations,
concept of education,
involvement in the
program, theoretical
budgets and general
conceptions

1
2

5

5
6
7
8
9

Recognition, assessment
ADIV
and attention to diversity
Variety of teaching strategies
Use of alternative forms of
representation and expression of knowledge
Personalized goals
Classroom atmosphere;
support, demand, and
care relations
Teacher – students, students – teacher relationship
Use of personalized
tutoring sessions, conflict
resolution methods,
classroom rules, personalized goals, high learning
expectations
Student attendance, involvement and learning

1
2
3
ATMO

1

2

3

Space-time structures

STR

Classroom organization

1

2

Time management

2

Knowledge of the pedagogy

4

Coordination, review
and evaluation spaces

4

1

3

1

Content selection and
organization
Conceptual relevance of
the contents
Type of contents
Quality of cognitive
operations
Use of diverse forms of
representation and different codes
Evaluation of learnings

TCH

Knowledge of the curricular content

CURR

Codes3

EP

Context
Principal characteristics
of the context of the
center
Principal characteristics
of IES Cal Gravat

Knowledge of the technology
Alliances and networks
of family, community
and social support
Network of relations
created by the project
(families, other agents,
other students, institutions…)
Articulation of the
shared responsibilities
regarding the intellectual, personal and social
development of the
students

Table 2. System of categories for the collection and classification of the
data
Categories

Espurna Project

5

Place and assessment of
Espurnik within the
center and the classroom
Integration of Espurnik
into the life of the classroom.
Integration of Espurnik
into the life of the center

ESK

1
2

NET

Levels and subjects involved in Espurnik

3

1

Previous preparation of
the teaching staff, available resources, trajectory
and institutional or teaching achievements

4

2

Program evaluation (usefulness, participants, type,
method, evaluating subject)

5

3

2
3

The organization of the information for subsequent analysis
began with data reduction, the search for the dimensions in the
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material, their classification in the corresponding category, and
their codification (Miles & Huberman, 1984). In this way, a
series of fragments sharing a common denominator was
obtained, which facilitated the handling and subsequent analysis
of the compiled information.

4

RESULTS

The aim of this text is to put special emphasis on how the use of
technologies is implemented in the reality of teaching for this
diversification classroom. For this reason, only the results
relative to certain aspects that are decidedly involved in said
implementation are presented below, with the understanding that
other aspects of context, legislation, and professional
development must be included in other analyses.

4.1

Context

The experience took place in a newly created center, where the
principal was able at the time to select a significant part of
his/her teaching team (DA-CTX-2), an aspect that had a big
influence on the high level of commitment to the functioning
dynamic of the center. Its low number of students (350) and
teachers (32) also facilitated the development of a family
dynamic and of closeness among the entire educational
community (TI-CTX-2) (SI-CTX-2).
The center is highly committed to innovation (DA-CTX-2),
participating since its beginnings in the Educat 1x1 project and
the Escuela 2.0 project. It also has a virtual learning environment
(MOODLE), web page, participation in the Espurna project, a
Tutorial Action Plan, and participates in two city hall projects.

4.2

Attention to diversity

It is important for the center work with a more limited number of
students in both the open classrooms and the flexible groups
(another attention to diversity measure), and thus be able to set
more personalized goals for the learning needs of each student
(DA/TI-ADIV-3).
It is clear to management, the attention to diversity
department, and the teachers who work directly with the students
that it is necessary to work with personalized goals and to
develop personalized study plans for each one (TI/DA-ADIV-2).
The students interviewed that belong to an open classroom
declare that they feel more heard (SI-ADIV-2).
The vision of education shared by the entire teaching team, as
an educational community, has contributed to the need to apply
real changes to the work methodologies inside the classrooms,
especially in the open classroom, more than the development of
the specific programs to attend to diversity. This is the view on
education shared by management and the teaching staff itself
(DA/TI-ADIV-1) (TI-TCH-2).

4.3

Open Classroom Program

In the case of the open classroom, the students that end up in the
program are carefully selected, establishing very clear selection
criteria (a task performed by the attention to diversity
department, management team, and the rest of the department
heads so that the issues of this program do not become a minor
or marginal matter in the center’s dynamic (TI-OC-3)), and
attempting to include more 4th-level than 3rd-level ESO students
in an effort to exhaust all options within the center. The teaching
staff also makes an effort to distribute the work performed by
the students in the program by means of the center’s various
media (TI-OC-3), in order to improve the image held by the rest
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of their schoolmates and certain families of the open classrooms
(DA-OC-3) (SI-OC3). The students that participate in the open
classroom recognize that “we work hard” and that in the end “it
isn’t bad being in diversification because we do things
differently and we learn more” (SI-OC-3). It is interesting to
highlight the opinion of the teacher recognizing that in this
classroom, with a smaller number of students, a maximum of 10,
they work more intensely than in other types of groupings,
which translates into academic improvements: “the fact that we
have fewer students, this year only 6 students, allows us to work
more intensely and to be more on top of them, so they work
harder and more consistently”.
The center also tries to ensure that these types of measures do
not turn into a total isolation of the students, and certain courses
undertake the measures in conjunction with their classmates
from the regular classroom, as well as all of the field trips taken
throughout the course. (TI/SI-OC-3)
The program has a series of resources outside of the center,
such as occupational workshops, a theater workshop, and a body
language and dance workshop. It also has an educational
psychologist that works with them on issues of academic and
professional orientation, as well as specific social skills (DAOC-2). These resources affect the smooth functioning of the
program and the prestige it enjoys among the rest of the teaching
staff, an aspect that must improve among the families and the
rest of the center’s students (TI/SI-OC-3).

4.4

Target students

The use of positive language and high expectations on the part
of the teaching staff appear in some texts as indispensable
guidelines for achieving a truly inclusive education (Escudero
2005). The Attention to Diversity Department is convinced of
the need to always work for the students to achieve more than
they themselves might expect (DA/TI-SB-3).
In terms of the attitude towards new technologies, the students
are enthusiastic, especially those that do not have a computer at
home. The innovative component, along with the activities they
undertake with the technology, seems much more useful and fun
to them: “most likely in the future everything will have to do
with a computer, and this way we’ll be more prepared” (SI-SB5).

4.5

Curriculum; contents, intended learnings and
teaching methodologies

In order to fulfill the goals of the diversification classroom, there
is interdisciplinary work and work by fields, using a wide
variety of resources ranging from the use of occupational
workshops offered by City Hall, to the theater group and the
resources from the Espurna project (DA/TI-CURR-1,2,3).
The work in the classroom is done in a very structured way
(DO-CURR-2), with a very clear sequence of the activities to be
carried out over the course of the week. The information given
to the students in order to carry out the proposed tasks is also
done in a very organized manner, giving preference to simple
and very precise instructions “in order not to leave any room for
interpretations” (DO/TI-CURR-2). The tasks are performed both
in groups and individually. The advantage of having fewer
students allows the teacher to adapt the classes to the different
learning rhythms, and even to prepare a single material using
different forms of representation, which greatly facilitates
diverse learning styles (DO/TI-CURR-8, 2).
The evaluation throughout the course is formative. Thus, a
continuous dialogue is maintained with the families: “we don’t
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give the grades to the students, but rather to the families” (TICURR-9). Neither are they given a standard report card
throughout the course; rather, a report is made with the aspects
they have improved upon, and what they need to improve in
terms of the each student’s personalized study plan. At the end
of the course they do receive a report card like the one given in
the regular classroom. This evaluation method offers the
information necessary to visualize each student’s individual
progress, as well as to detect the specific needs of each, and to
be able to work on them in time throughout the course (DO/TICURR-9).

4.6

Space-time structures

The open classroom is the only group that has its own space.
This classroom has enough space for a group of 10 people and
has the typical classroom amenities, as well as a computer and
printer (DA/TI-STR-1). Since they do not switch classrooms, the
open classroom students decorate their space with the work
they’ve done, and even with photos and some posters of things
they enjoy (DA-STR-1). The layout of the students in the
classroom usually varies according to the needs of each activity,
although the layout they like most is in a circle or positioned in
an office style, “like at a newspaper” (TI-STR-1).
Working on a project-by-project basis allows the teacher to
make the schedules flexible according to the needs of each task
and to the learning times of each student. (DA/TI-STR-2).

4.7

Espurna Project

This project offers the teacher the possibility of working in
collaboration with other centers involved in the project, being a
learning platform (TI-EP-3). The permanent training of the
teaching staff is an aspect of great importance to the education
center and is one of the firm beliefs of this teacher: “if we want
to improve the academic dropout numbers and the academic
results of our students, it is necessary to have time to continue
our own training, and the virtual learning communities are a
good way of doing that” (TI-EP-3).
The assessment of the Espurna project is very positive and
there is proof of that in the increased number of centers and
teachers involved in the project, and the interest displayed by
institutions such as the Telefónica Foundation and the invitation
to participate in conferences on virtual worlds taking place in
Boston (TI/DA-EP-4).

4.8

Activity in the virtual world: Espurnik

The virtual world in three dimensions is a large classroom within
the classroom itself, although there is no specific time to use it
within the students’ schedule, but rather it is considered as one
more tool to use depending on the goals to be reached “Espurnik
is a means, not an end (…) although it must be acknowledged
that it is a very powerful tool” (TI-ESK-1).
The teacher’s training allows students to quickly learn to
navigate within the virtual world. In addition, the in-depth
knowledge he/she has of the program (having been part of the
technical team since its beginnings) means that any problems
having to do with access, difficulty in navigation, or of any other
type can be solved quickly and effectively (DO-ESPK-4).
It is worth pointing out that at the beginning, the students
themselves have the feeling that “we’re not going to learn much
with this” (SI-ESPK-5), although they recognize that in the end
it helps them to learn “everything together at once” (SI-ESK-5).
With a single task they learn how to express themselves

properly, they are required to write using chat, social skills when
in contact with other students from other centers, mathematics,
they hang up objects, clean the spaces, become familiar with the
computers, etc., as well as the goals inherent in the proposed
activity.
For the students, Espurnik has become “a place where
teachers and students get together to exchange ideas and learn
about others, such as people from other countries who can get on
Espurnik and learn a lot of Spanish and Catalan”. The biggest
surprise is seeing how the majority of students use the virtual
world in their free time to get to know people, and above all to
help each other. Many already exchange tricks for performing
complex tasks such as creating walls of different textures, or to
explain the different tasks each group carries out on Espurnik.
The collaboration within this space seems to have become a
constant (DO/SI-ESPK-5).
Espurnik also allows the students to carry out their projects in
a group from their homes, although some of the students didn’t
have an Internet connection, “but you can always go down to the
library, where you can get a Wi-Fi connection from the benches
outside” (SI-ESPK-5). This is a matter of great importance, but
as we can see, the students themselves almost always find
solutions, more so in a large city where wireless connection
zones are more common (DO-ESPK-5)
The adaptation and learning processes for navigating Espurnik
are quite fast, with the responsibility falling first to the teacher,
who guides students. But it becomes a shared responsibility,
since in many cases the students help each other as the course
advances: “everything is easier in Espurnik, it’s a matter of
looking and learning, and testing buttons and things, because if
you get it wrong it’s no problem” (SI-ESPK-5).
Neither the methodology nor the assessment differs from
those that take place in the classroom itself (DO-ESPK-5):
“since it is a tool; that is, a means and not an end, we don’t
modify our assessment criteria, nor do we assess the students
based on how they navigate the tool itself. What’s really
important are the activities we perform using Espurnik, and their
final learnings, as well as the possibility of improving these
learning processes with our students (TI-ESPK-5).

4.9

Classroom atmosphere; support, demand, and
care relations

Due to the small number of students in the classroom, the
atmosphere of said classroom is different than the atmosphere
established in a regular classroom, since it allows for a closer
relationship between teacher and student (SI-ATMO-1). The
teaching staff also makes efforts to ensure that this group does
not feel isolated and does not end up being a ghetto within the
school (DA-ATMO-1). In order to do this, the students attend
some courses with their classmates from the regular classroom
and all of the field trips outside the center (TI-ATMO-1).
The center has an individualized tutoring plan. Each teacher,
including the principal, is in charge of 10 students, with whom
he/she carries out a very intensive tutoring session, and in the
case of the open classroom the tutor is someone that belongs to
the program; that is, they give the class. This greatly facilitates
the subject of conflict resolution, and helps with early detection
of problems or difficulties of any type in the student’s progress
(DA/TI-CURR-2).
It is important for the teacher to have strategies with which
he/she is able to confront tense situations that occur on occasion
in the classroom: “many students that are completely frustrated
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end up exploding, and it’s easy for them to do it at the center,
since they spend many hours with us” (TI-ATMO-2).
In general the students’ motivation is quite high with respect
to the activities proposed in the classroom, with the exception of
those in which they have to write extensively. They also have a
great deal of confidence in their teachers and in the tasks they
propose. The teachers attempt to maintain a high level of
confidence in the possibilities of each student (SI-ATMO-3) (TIATMO-1,3). The classroom rules are made by the entire group,
both of teachers and of students, and subsequently
communicated to the families (TI-ATMO-2).
The students openly display the affection they feel towards
their teacher “because (he/she) makes a big effort to understand
us and to do very cool things so that we don’t get bored in class,
although sometimes (he/she) goes overboard assigning us
homework” (SI-ATMO-1). In this sense, the teacher also has
the conviction that the students “appreciate when they see that
the teacher has prepared an activity that (he/she) has worked
hard on, and they see that they’re learning, that motivates them
as well”. Giving them the opportunity to learn in a way that’s
different than the one they’re used to in the classrooms also
fosters a good relationship between teacher and student (TIATMO-1).

4.10 Alliances and networks of family, community,
and social support
The coordination with the families is done by means of personal
interviews, and through the official participation channels that
exist at the center, such as the school board and the AMPA
[Asociación de Madres y Padres de Alumnos (Association of
Mothers and Fathers of Students] with which a very fluid
relationship is maintained (DA-NET-1).
Externally, the center has a quite extensive support network,
starting with the Department of Teaching by way of the
psychopedagogic teams (DA-NET-1), the neighborhood
association, the theater group, and City Hall by way of social
services (with a very significant collaboration due to the
participation of the open classroom students in the Laboralia and
El Puntal projects). This coordination is carried out through the
area social educator and the diversification department (DA/TI2,3). At all times there is an effort to take advantage of outside
opportunities,
working
project-by-project
with other
organizations, maintaining a constant relationship with the
surroundings, which is fundamental for the open classroom
students (TI-NET-2,3).

5

CONCLUSIONS

One of the first conclusions is about what are the “optional”
condition of these types of initiatives. The teacher must be
highly motivated and committed to issues of digital literacy in
less privileged contexts, or in the diversification classrooms,
where the minimum goals are occasionally a ceiling and not a
starting point.
The interest of this teacher lies fundamentally in helping
his/her open classroom students, conscious that it is a “last
opportunity” in the system to achieve basic competencies and a
subsequent degree, to give them the capacity for an increasingly
demanding society, offer them knowledge that will be useful in
their daily lives, and, without a doubt, training in the use of
technologies, which is already a basic competency in our daily
lives. The students themselves clearly value the opportunity to
gain access to technology, because they are aware that they will
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have to use it tomorrow. They do not believe in the obstacles
that currently exist with respect to Internet access. Those that do
not have an internet connection in their home are entirely
comfortable with the search for spaces with available internet
access, and even public spaces that have computers with which
to connect.
The use that the teacher makes of Espurnik is not final, but
rather it is used to create, produce and build (collaboratively in
the majority of cases) knowledge, learnings founded in
interdisciplinary, which are so necessary to the daily work in the
open classrooms.
It is also important to remark that the communication
competencies and social abilities developed through the virtual
world. It is interesting to observe the ease with which they
interact, the naturalness and respect with which they begin a
conversation, digital-era communication competencies that
should already be in the school curriculum.
Espurnik is a novel tool that brings extra motivation to the
student, but also contains the recreational component that has
always been used as a resource for learning in the classroom,
although more often in pre-school and primary education. This
recreational component also helps the students with their
socialization in this virtual learning world. It also helps with
collaboration, an aspect that not only turns up in the group
projects, but that transcends even the classroom group itself,
appearing as a sort of unwritten rule within the virtual world.
Espurnik facilitates project-by-project work, and thereby the
development of interdisciplinary learnings, which is
fundamental in education and even more so in the diversification
curricular programs.
Some studies assert that these types of virtual worlds improve
concentration (Del Moral, 2012), since the students must pay
attention to everything that occurs within the virtual space, in
addition to the teacher’s instructions, which occurs more
frequently in the first contacts with this tool. The study does not
manage to assess this aspect, although it does affirm, by direct
observations in the virtual world, that quite a bit of concentration
on the task is required in order to follow the steps and rhythm of
the class. In this regard it is important to emphasize the function
carried out by the group of students with respect to the mutual
assistance they offer each other. In this way the rhythms of the
class tend to be more equal.
The work methodology developed with Espurnik allows all of
its students to contribute knowledge and exchange it with the
rest of their classmates and even with students from other
centers, making them the protagonists of their learnings and
allowing them to make mistakes, from which they learn very
quickly. Thus, they end up playing a much more active role.
Finally, another highlight is the extensive training of the
teacher, both in terms of attention to diversity and educational
technology, in addition to their extensive experience in both
fields, the belief that continued training is increasingly necessary
if we want to achieve true change in the educational system and
in each of the classrooms at our school centers. Thus, teacher
training emerges as an important aspect in the achievement of a
truly inclusive school (Montesano, 2012). Active teacher
participation in a learning community such as Espurna, and the
use of Espurnik, favors the inclusion of its students in much
broader learning contexts, forming part of something far beyond
their classroom and center.
Analyzing the practices carried out in the classrooms, and
especially those involving people in a situation of educational
exclusion, is still very necessary today. The opportunity that ICT
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offers in providing contexts of cooperative learning, the
execution of shared projects that encourage motivation, and the
opportunity to learn how to learn, with attention that is much
more personalized and adapted to the real needs and interests of
each student, should lead investigators to an analysis of all
innovative educational practices that favor the development of
coherent educational responses.
The task of analyzing and publishing the results, creating the
necessary connections in order to increase the number of people
carrying out that necessary transformation of the classrooms, of
the centers, and, in short, within the educational system, is not
only the function of administrations, teachers, students and
families, but it is also necessary for society as a whole to be
involved in these processes of improvement (Raffo, 2009), of
the necessary transformation of our educational system towards
a truly inclusive school.
Achieving this ideal of inclusive education, which is the
definite backdrop in these types of studies, requires the
commitment of all citizens, social, political and educational
agents (Escudero, 2013). In this manner we will move towards a
more unifying school, built with and on diversity; In short, an
inclusive school model that can respond to all of its students’,
and thus to our society’s, needs. Although some of the measures
being carried out by the EU are also the object of criticisms with
respect to the neoliberal policies that result from said measures
(Nguyen, 2010).
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NOTES
i

The aim of curricular diversification programs is for students, by

means of a specific methodology using certain contents, practical
activities and materials different from the ones established, to achieve
the general goals of the compulsory secondary Education stage, and,
thereby, to obtain the Compulsory Secondary Education Graduate
diploma.
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