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Abstract

This paper reflects on the relevance of non-formal education in childhood and adolescence, with particular
emphasis on attention to diversity, highlighting the importance of including the social and family environment in
this learning process. For this purpose, a global theoretical review of special education in Spain is presented, firstly
addressing its formal historical evolution up to the birth of what is known as educational inclusion. Thus, a new
educational model based on attention to diversity for students with specific educational support needs (SESN) is
created to provide learning focused on optimizing students’ personal and academic development. This
comprehensive vision impacts socio-educational intervention from a non-formal field of education as a
complementary alternative to formal education at different life cycle stages and in many contexts.
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INTRODUCTION

Over the decades, the definition of non-formal education has evolved to become what we currently know as
systematized learning, carried out outside the scope of formal education for adults and minors (Pastor-Homs,
2001). This type of education is applied in intercultural, developmental, values, and environmental education, etc. It
is adapted to the recipients and contexts, with different objectives according to the targeted area of development
(Torres, 2007). Non-formal education covers a broad range of areas in which it intervenes (social, environmental,
health, educational, etc.). It is implemented in many societies using a flexible and open methodology (Cabalé &
Rodriguez, 2017).

Although non-formal education consists of specific objectives, principles, activities, and programs, it does
not use a closed design because it is considered adaptive education, and should remain open to attend to the
personal characteristics of each user (Novo, 2005; Torres, 2007). Although it presents its own theoretical
frameworks, principles, and objectives, its concrete activities and programs are not pre-designed (Bonell, 2003). In
addition, its multidisciplinary nature is key to understanding that it does not originate from a single science but
instead is created from many different—but necessary—settings of society. Thus, non-formal education programs
are aimed at the acquisition of curricular, environmental, and/or health knowledge, among others. This kind of
education can be carried out by professionals from different fields and developed in various environments,
administrative entities, headquarters of various non-governmental organizations, schools during extracurricular
hours, day centers, leisure centers, and health and cultural centers (Gomez & Gomez, 2014).

The importance of a flexible and varied methodology, enriched by different activities, such as games,
group dynamics, etc., is also noteworthy. In order to base learning on experience, non-formal education makes the
person the protagonist of their learning and development process. Thus, what they have learned is significant and
lasting and extends to all facets of their life (Trilla, 2009). This helps individuals to develop a series of social
competences that are crucial to succeed in all areas of relationships and are also considered a basic pillar of this
type of educational actions (Trilla, 1998, 2009). The context and learning environment should be enjoyable, fun,
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and pleasant; it should focus on learning to develop with a dynamic and ludic nature, creating a relaxed and trusting
environment in the group, making its members the protagonists of their learning (Castilla, 2007).

Non-formal education should meet all the educational needs that children and adolescents may present
throughout and after their schooling, especially in the field of attention to diversity (Berneman, 2016). This type of
education may be one of the best resources to facilitate the integration of children and young people with what has
traditionally been known as special educational needs (SEN). Non-formal education has specific characteristics that
favor interpersonal relationships and non-competitiveness because there are no preset levels or exams to overcome;
it facilitates interaction, enhances socialization, and enriches experiences, favoring mutual knowledge (Romi &
Schmida, 2009). Therefore, we highlight its role in the incorporation and adaptation to society of these students,
mainly through ludic-educational activities.

The above reveals the interest of this work, which aims to contribute to research in the field of non-formal
education, taking into account its benefit for attention to diversity and consequently for these individuals’ families.
The main themes for the numerous investigations carried out in recent decades range from legislative changes to
variations from a socio-cultural perspective, thus showing the relationship between the use of this educational
resource, the benefit of attention to diversity, and the role of families as socializing agents. However, to carry out
this theoretical approach, we must first define what has been considered over time as special educational needs and
how their conception has evolved.

HISTORICAL EVOLUTION OF SPECIAL EDUCATION: FROM THE EUROPEAN TO THE SPANISH
CONTEXT

The concept of special education originates in Anglo-Saxon countries, with the initial term “Science of Special
Education.” Special education is aimed at people who have deficiencies compared to the norm and people who are
above the norm due to their exceptional characteristics (Sanchez-Manzano, 1992). Although at present, special
education is understood as integrated within the field of ordinary education, it has gone through different
conceptions throughout history, like the attitudes and practices of society towards vulnerable people.

Some of the first historical antecedents of special pre-education can be traced back to the Renaissance with
the appearance of the first educational experiences developed by philanthropic (assistential) orders for people with
disabilities, especially sensory disabilities (Zunzunegui, 2011), or by Ponce de Ledn (1509-1584), who designed
and put into practice an oral method targeting deaf children, or in the field of visual impairment by Valentin Haiiy
(1745-1822), who created the first center for the blind in Paris. However, it was not until the early nineteenth
century that a rehabilitative trend emerged for people with disabilities. In this sense, there are works such as that of
Itard (1802-1857) on the re-education of the wild child. At this time, an educational line was developed based on a
healing and rehabilitative pedagogy. The movement in favor of people with disabilities reached its highest peak
with the pedagogical methods of Montessori and Decroly, among others, clearing the way for the creation of
educational institutions of pedagogical orientation (Espaillat, 2020; Robinson, 2015).

Throughout the nineteenth century and towards the end of the century, attention to the blind and deaf-
mutes in special residences increased progressively in England, Germany, and the United States. Also, the
institutionalization of the so-called mentally deficient was extended throughout much of the twentieth century. The
segregation of these people was considered beneficial for them (Sanchez-Palomino & Torres-Gonzalez, 2002).

In the second half of the twentieth century, the conception of a deficit as something innate and stable over
time predominated. Thus, the need for an accurate diagnosis and specialized education was emphasized (Vallejos,
2009). Consequently, a segregated care and education model emerged due to the need to educate so-called deficient
people. For this care model, the problem was located in the students, and the diagnosis consisted of exploring the
child outside their usual context or environment (Sanchez- Manzano, 1992). A series of tests were conducted to
discover the deficits and explain these children’s delays (Sanchez-Palomino & Torres-Gonzélez, 2002) (see Table
1).

Assistential model

Care centered on the child, who is considered by the institutions the sole cause of their problems.
It ignores the context: family, school, reference classroom

Individualized intervention with a curriculum focused on the student’s disabilities.

It requires an expert for the intervention.

It uses a different curriculum from the ordinary one.

It is a palliative and compensating model with a rehabilitative attitude.

Table 1 Characteristics of the care model
Note. Author elaboration based on S&nchez-Palomino & Torres-Gonzélez (2002).

The Warnock Report, published in 1978, represented a radical change in the understanding of special education,
introducing the concept of SEN. From this new concept, the model of “integrated education” emerged, which
underlines the school’s responsibility to adapt to the students’ individual characteristics. Authors such as Mayor
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(1991) pointed out a set of factors that contributed to the change in the conception of special education, such as
parents’ associations, the provision of services to deficient individuals with disability, greater social awareness, and
the Declaration of the Rights of the Mentally Retarded (1971) assumed by the United Nations (UN). Medina-Garcia
(2017) highlighted the interaction between personal and environmental factors, comprehensiveness, school failure
in special schools, normalizing currents, and social sensitivity as factors favoring this change.

Therefore, the principles of normalization and integration of children who, due to various disabilities,
could not follow ordinary education began to spread throughout Europe and the United States in the 1970s. As a
result, some governments decided to introduce these principles into their laws.

Spain also joined this process of transformation and modernization of ordinary education with antecedents
such as the General Education Law (LGE) of 1970, which established educational integration, or the Law on Social
Integration of the Disabled (1982) (Pozo-Sanchez, 1994). But in 1985, the Royal Decree 334/1985 of March 6 on
the Regulation of Special Education was proclaimed, which constitutes the starting point to begin schooling
students with functional organic deficits that required special attention in ordinary schools. From that moment on,
we refer to education that integrated all the students into formal education, regardless of their situation and need for
support, establishing the foundations of an integrated and inclusive education (Negrin & Marrero, 2018). In the pre-
democracy era, the administration recognized the right to education of all citizens but separated special education
from the ordinary educational system. The approval of the above-mentioned Royal Decree was intended to promote
integration and thus avoid segregation.

The concept of SEN was not formally implemented in Spain until years later, specifically with the
appearance of the Organic Law of General Regulation of the Educational System of Spain (in Spanish, LOGSE) in
1990. This law allowed students with SEN to be enrolled in ordinary schools (in the stages of primary and
Compulsory Secondary Education [CSE]), as long as this education was effective through the increase in human
resources and didactic materials, which favored these students’ positive progress in the educational system.
Furthermore, the students’ achievements and progress would be supervised by a specialist, the school counselor,
through collaborative and close work with a new professional with whom the schools would be endowed, the
therapeutic pedagogy teacher (Brennan, 1988). This was a substantial advance concerning the LGE, the first
education law in Spain that contemplated education for all, without exclusion, although segregatedly (Negrin &
Marrero, 2018).

At the dawn of the LOGSE, the different Spanish autonomous communities developed an entire corpus of
law about the schooling of students with SEN, making important investments in the schools’ human, material, and
adaptive resources to universalize their education (Martin-Macias, 2010).

Undoubtedly, school integration was an important pillar on which special education relied. In fact, the
origin of school integration lies in recognizing the right to education of all people (Zabalza & Cid, 2009). This
vision constituted a significant change because the object of study became the need presented by a person in an
educational context instead of being the person’s deficit.

The conception of school integration was a process to help the person learn the behaviors accepted by
society and the culture to which they belong (Duefias, 1991). It was an essential step as it involved the whole
environment. Integration was considered a process to prepare the child with SEN to exploit their potential and the
opportunities presented to them, always taking into account the social and family context (Jones, 1986). (see Table
2).

School integration model

A process targeting all the students, with a social, instructive, and temporary nature.
It satisfies the learning needs of the students while respecting their individual differences.
It takes place in non-restrictive environments.
Table 2. Characteristics of school integration.
Note. Author elaboration based on Jones (1986)

Thanks to research in this area, it was possible to visibilize the ineffectiveness of segregated education and the
negative consequences of classifying children with SEN (Duefias, 1991; Martin-Macias, 2010). Furthermore, the
different proclamations such as Universal Declaration of Human Rights (1948), Declaration of the Rights of the
Child (1959), and Declaration of the Rights of the Mentally Deficient (1971) managed to mark differences, both in
the social perception of children with educational needs and the evolution of the concept of deficient or disabled
(Duefias, 1991).

At the end of the twentieth century, a further step was taken, moving from integration to an inclusive
school model. The problem of special education in Spain was decisively and innovatively addressed in the LOGSE.
In this law, an integrative school model was assumed, proposing the need for all children to develop their abilities
as much as possible with the same curricular design, which would be adapted to the group and individual
characteristics of the students (Negrin & Marrero, 2018).
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This law dedicated its Chapter V to special education, including important aspects such as the material and personal
resources of the educational system dedicated to serving students with SEN, the assessment of their needs through
specialized professionals, attention based on integration and normalization, the different modalities of schooling
according to the students’ individual needs, and the vital participation of families in the teaching-learning process.
Subsequently, the Organic Law 10/2002, on the Quality of Education (LOCE), of short duration, dedicated its
Chapter VII to the so-called specific educational needs, which, with the justification of high-quality education,
included different types of students: students who, due to their socio-economic and socio-cultural conditions
needed particular procedures of a differential educational intervention to achieve effective equality of opportunities
in the schools, foreign students, gifted students, and students with SEN. Finally, the Organic Law of Education
(LOE) (at present, partially in force) was proclaimed to improve the social inclusion of young Spaniards through
education, avoiding their social exclusion through a formal—but also non-formal—educational process in which
the principles of quality and equity are unwaivable and inalienable objectives.

NON-FORMAL EDUCATION AND ATTENTION TO DIVERSITY: THE CASE OF SPAIN

Following the educational policies presented above, the purposes and efforts of various organizations have been
aimed at achieving objectives of inclusive coexistence that form an ethical project of society based on human rights
and the recognition of all people. Establishing such a proposal has necessarily undergone a learning process based
on a commitment to the community and daily practice. Therefore, the importance of all learning spaces in
childhood and adolescence (families, schools, media, community, and peer coexistence) has been highlighted. In
the search for experiences of real participation that fulfill an educational function, the organizations and entities
responsible for developing educational policies have recognized the importance of non-formal spaces (Maiztegui-
Oniate & Fonseca-Peso, 2014). Although there is no single vision, this finding is reflected in broader theoretical and
policy proposals that have incorporated the field of non-formal education into diversity education (Banks &
Kathryn, 2007).

From the political point of view, we note the example of the 2030 Agenda in its Youth section, identifying
three major themes, each broken down into six goals for the future years: human rights and democracy, the
promotion of cultural diversity, and social inclusion. The priority of working with social organizations as a vehicle
for participation is highlighted. The European UnionYouth in Action Program2 (2007-2013) also encouraged the
participation and self-organization of youth, especially those at risk of exclusion. Thus, non-formal education is not
a sectoral issue but a strategy of work and intervention whose preference for dialogue guarantees diversity and
respect.

In Spain, the Strategic Plan for Citizenship and Integration (2012) incorporated non-formal education into
the development strategies of the first proposed goal: “Promote active citizenship with models that are capable of
incorporating the diversity of the population” (p. 266). It recognizes that different types of non-formal participation
are necessary to promote collaboration networks and exercise active citizenship. The Plan also considers that the
schools are privileged spaces for developing coexistence and creating collaborative networks among different
actors. In addition, it acknowledges that the link between various agents can facilitate the incorporation of the
methodologies used by non-formal education (p. 160).

The Youth Council uses the same approach when it states that formation in non-formal education is a
critical area for training in values and education among peers (Maiztegui-Ofiate & Fonseca-Peso, 2014).
Consequently, it is considered an ideal space for working on attitudes and learning to live together in diversity
(Marin-Martinez, 2003). These statements imply the following question:

What is non-formal education? The origin of what is called non-formal education is found in the work of
Philip H. Coombs (1971, p. 201), “The world crisis of education,” which presents a chapter entitled “Informal
education: to achieve, maintain and advance.” This chapter begins with what Coombs calls “that disconcerting
assortment of non-formal education and training activities that constitute —or should constitute—an important
complement to formal education in the total effort of education in any country.” Subsequently, the text mentions
diversity and terminological confusion when referring to this set of activities (adult education, on-the-job training,
continuous education, etc.). However, these activities affect many people’s lives and, when well focused, contribute
very positively to the development of individuals and communities and cultural enrichment and personal fulfillment
(Pastor-Homs, 2001).

Based on this approach, non-formal education is currently considered to be the educational activities
promoted by civil society outside the institutional educational system, where educators are not in a hierarchical
structure. Unlike informal education, it consists of an intentional and purposeful educational action applied with
methodology (Kiwan, 2008). It does not propose the mere transmission of knowledge to obtain a degree but
instead, the individual’s awareness to achieve a perception of themselves and their environment, thereby being able
to modify it (Maiztegui-Ofiate, 2007). Thus, the intentionality found in the activities and the organizational and
methodological structure is a key factor (Pastor-Homs, 2001). Non-formal education also contemplates
incorporating other social actors (youth associations, NGOs, parishes, civic centers) in a joint educational
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responsibility. However, these projects do not refer only to acquiring specific skills for action; they also explicitly
allude to personal awareness, critical thinking, and commitment.

In the current legislative framework regulating the Spanish educational system, Organic Law 3/2020,
which modifies the Organic Law on Education (LOE), the concept of students with SEN has been encompassed
within a broader one: the student with specific educational support needs (SESN). The LOE, dedicated to these
students, presents its organizational and methodological principles in Chapter I. Therein, it states that the
Educational Administrations should ensure the necessary resources for people who, due to their SEN (e.qg., specific
learning difficulties, ADHD, giftedness, a delayed entry in the educational system, or specific physical and/or
mental conditions), require different educational attention from the ordinary one (i.e., non-formal education) so
these students can develop their personal abilities to the maximum and achieve the objectives established in general
for all students (art.71).

To some extent, the term SESN is complex and even diffuse because it does not refer to a specific group of
students and can have many interpretations. Due to its breadth, it has been proposed that, at some time of their
schooling, students may temporarily have severe learning difficulties and, consequently, need educational
assistance to compensate for these difficulties. Hence, attention to diversity favors a large part of the student body
and contributes to personalize education, one of the basic principles that currently governs school organization.
Elizondo (2017) defines the measures of attention to diversity as a set of actions in the teaching-learning scenario
that equitably enhance all students’ motivation, participation, and real inclusion. These actions can be of different
types, depending on the coordination and intervention carried out in the school and between the various
professionals. The main issue is to help the students from a purely inclusive practice (Huget, 2006).

The response to the diversity of students preferably takes place through general measures prioritizing

inclusive attention and methodological and organizational flexibility to achieve the established goals and key
competences of the educational stage (Trilla & Novella, 2001). Furthermore, these measures should be well known
by the professionals working from non-formal education with these students. Thus, we can determine what
elements are being applied to each student and whether they are effective for their learning. All this will allow a
joint evaluation with the teaching staff to assess whether the measure adopted is beneficial for a particular student
when it is carried out in non-formal education contexts (Maiztegui-Ofiate & Fonseca-Peso, 2014).
Concerning educational attention to each student, a series of general programs of attention to diversity is
considered. It is vital for the professionals who work in the non-formal field to know these programs. They need to
know which areas should be reinforced or improved and, if implemented outside the school context, whether they
are beneficial for the students’ development (see Table 3)

General plans and programs for reinforcement and improvement

Educational reinforcement programs for the recovery of unacquired learnings.
Specific personalized plans for students who do not pass courses.
Reinforcement programs of core subjects for the first cycle of Compulsory Secondary Education (CSE).

Reinforcement programs for core subjects for the second cycle of CSE.
Programs for the improvement of learning and performance, in the stage of CSE.
Table 3 Plans and programs to reinforce and improve attention to diversity
Note. Author elaboration based on the Instructions of March 8, 2017, of the General Directorate of Participation and Equity
(Ministry of Education, 2017).

In addition to the general measures mentioned above, there are specific measures of attention to diversity targeting
students with SESN when the general measures are insufficient. The proposals and modifications in the curricular
elements and organization of individualized treatment for students with SESN are considered specific measures of
attention to diversity. The proposal to include these specific measures depends on the conclusions obtained after the
psycho-pedagogical assessment, and the measures would be included in the psycho-pedagogical report. This report
contains complete and valuable information on the diagnosis of the students. With this information, professionals
from non-formal education organizations can design tailor-made work programs, reinforcing the areas that formal
education cannot support, although it can detect them. The detected areas that the school cannot address due to
circumstances such as the current high student-teacher ratio in the classrooms, the lack of human and/or material
and economic resources, etc. can be addressed as complements outside of the schools and institutes of formal
education (Garreta Bochata, 2011). The success or failure of attention to diversity in formal education—and
especially in non-formal education—depends on providing specialized and qualified professionals and solid
pedagogical bases, as well as on planning and organizing the measures and material resources to develop teaching-
learning processes (Manjon, 2002).

Inclusive education is based on the right of all people to education, as proclaimed by the Universal
Declaration of Human Rights of 1948. Developed countries have shown great interest in implementing inclusive
education, but this interest is often frustrated by the tendency to classify and segregate children who require
different attention from that provided in ordinary education.
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According to the inclusive current, students with SESN achieve optimal development of their cognitive, social, and
personal skills in integrative contexts and even better academic results. Inclusive education aims to ensure that
students achieve the maximum possible development of their personal, physical, mental, and social abilities.

Non-formal education shares this objective; it is mainly dedicated to early care, education, health,
employment, accessibility, citizenship, communication, etc. Typically, these associations seek to improve the
quality of life of students with SESN and their families. They are crucial for the inclusion of these students and to
complement their formation.

Non-formal education attempts to meet all the educational needs minors may present during and after their
schooling, employing measures of attention to diversity and a wide variety of personal and material resources,
sharing many students’ spaces and experiences.

THE FAMILY AS A BASIS FOR NON-FORMAL EDUCATION IN ATTENTION TO DIVERSITY

The family plays an essential role in the development of children and adolescents; it is the main development
context during the first years of life. According to Bornstein (2002), the social environment comprises the social
setting in which a student is immersed, the existing services, and the family. Therefore, any proposed educational
action should consider these three variables because some needs originate in the families’ situations of social
disadvantage. Many learning needs emerge in social environments of scarce economic and cultural resources.
Hence, an action plan from regulated and non-formal education is needed that includes conjoint and coordinated
action programs to train families and provide personal and material resources.

Canton, Cortés, and Justicia (2007) mention some critical considerations about the socio-economic level
as a relevant factor that can affect families and the academic performance of children with SESN in school. Among
the variables that are relevant for the family process are the level of education, professional level, marital status,
income, place of residence, or type of housing. Therefore, due to the lack of economic and educational resources, a
student from a disadvantaged family environment that does not provide much support to the children is more likely
to achieve a low academic performance. On the other hand, children from families with a higher socio-educational
level and an enriching environment are more likely to develop positively, regardless of the family structure
(Martos-Sanchez, 2020).

However, coordination between the school and the family is essential to promote academic and
professional performance, along with the formation of the personality of the student with SESN. Therefore, the
participation of families is an essential right found in article 27 of the Spanish Constitution. Freixa (1997) points
out that the role of the family and the school should be based on the excellent relationship between them, their
participation, and involvement. Thus, knowledge about the socio-family reality by the professionals who intervene
with students with SESN is crucial, contributing to their adequate response to the observed needs. This knowledge
also allows them to develop good intervention strategies, such as work techniques shared by the school and the
family, social activities with the neighborhood or locality, and the coordination of all the professionals in a shared
responsibility (Martin-Bris, 2006; Parada-Gariete, 2018).

According to Comellas (2009), it is not uncommon for difficulties to arise in the relations between school
and family. Therefore, it is necessary to help parents put themselves in the place of their children and think about
how the children experience reality, the world, and relationships with others to develop educational and coexistence
guidelines that help them understand their environment. These guidelines are reflected in the participation in
educational experiences in the non-formal field. It is necessary to engage the families in the generalization of
learning, ensuring that what is learned at school is applied in the children’s home (Comellas, 2009; Martin-Bris,
2006).

Non-formal education should facilitate the integration of the family in the students’ teaching-learning
process, promoting family-student relations, considering school work as a team effort, and enhancing the parents’
attitude of self-formation among its general goals. In addition, information channels must be established to meet
students’ educational expectations, providing the necessary resources for the interaction and participation of the
families (Benso & Pereira, 2007; Martin-Bris, 2005).

Among the strategies to establish collaborative relationships between specialists and the family within the
school, we note the family’s temporary participation in the activities, workshops, tutorial action, evaluation,
assemblies, meetings, and follow-ups at home (Martin-Bris, 2005). To achieve this collaboration, professionals
must develop specific attitudes and skills that enhance family relationships. They should remember to be realistic
about the students’ possibilities and what can be expected of their parents (Martos-Sanchez, 2020), maintaining
attitudes of respect, sincerity, and honesty. It is also important to underline the positive traits of the families and the
students with SESN, ensuring confidentiality and making the collaborations as pleasant as possible by being
empathetic and enthusiastic.

It must be borne in mind that the fast pace of life and the lack of time due to people’s current subordination
to the capitalist economic system are producing family models with a very high level of stress (Roldan, 2015).
People cannot find the necessary time their children need for their balanced psychosocial development (Castro-
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Zubizarreta & Garcia-Ruiz, 2016). Therefore, families may not provide that balanced development or, on the
contrary, they may produce a context that disorganizes the entire family system (Robledo-Ramén & Garcia, 2008).
Therefore, the collaboration of families in non-formal education is considered an essential element of educational
quality because it contributes to improving teaching and, consequently, to more effective education.

The family is a basic pillar in the education of SESN students. The family is a safety factor that will ensure
the effectiveness of the teaching and learning process due to continuous monitoring, formative evaluation, and the
availability of permanent support. Hence, we see the need for the conjoint and patient educational action of teachers
and family in these students’ education and the benefits of the wide range of activities outside the formal context,
which complement it (Castro-Zubizarreta & Garcia-Ruiz, 2016). Besides having a beneficial impact on attention to
diversity, the family’s participation in their children’s educational process is advantageous for the family itself
because parents need to feel useful to their child, capable of coping with problems, and to consider themselves
competent to provide solutions (Parada-Gariete, 2018). It is not a question of turning family and home into a new
school or burdening parents with excessive tasks. On the contrary, it is a question of orienting them towards a
coherent and serene collaboration that benefits their children. Thus, we point out the need to establish a close
collaboration between family and non-formal education professionals because both possess essential information to
optimize the intervention. The family knows the child and the context in which they grew up better than the
professionals. On the other hand, the professionals have the principles, strategies, general intervention methods, and
knowledge about the students’ characteristics.

CONCLUSION

After this theoretical approach to non-formal education as a learning resource for attention to diversity, we
highlight the critical role of the socio-family context. Education is a vital space for transmitting knowledge,
abilities, values, attitudes, and skills, as well as behavioral norms that enable the person to achieve harmony
between their individual and social happiness. In this sense, education is an essential process for the human being
whose practice must be perfected and renewed through generations so the person can reach their goal; in the case at
hand, learning to live together based on social inclusion.

Educational work can and should be carried out from the formal and non-formal spheres of education; all
are essential. In the attention to diversity, non-formal education is considered a basic context due to its potential in
the transmission of values and the prevention of discrimination. Naturally, in order to achieve this crucial socio-
educational objective, it is necessary to carry out a deep pedagogical-educational reflection that leads to an intense
formation such as education for life. We refer to a formation-education with its maximum expression in the
school’s provision, which must also be consolidated in extracurricular educational institutions, the world of work,
and civil society.

Likewise, we know that many educational and social agents are involved in this task; for example, the
family, teachers, free-time monitors, and the peer group, among others. We have focused on the family because we
consider it a key piece in the organization of education in values.
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