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Abstract This chapter aims to discuss and delve into the knowledge and analysis
of different models, organisations and possibilities of support that enable inclusive
experiences in the classroom, and that break with the therapeutic and compensatory
models that discriminate and segregate pupils. We understand the different kinds of
support as strategies and resources, both human and material, that facilitate diversi-
fication of learning opportunities in the classroom so that any pupil can develop to
the fullest and achieve success in school. Support is considered from a collaborative
and institutional dimension, that is, collaboration is understood as a basic activity,
taking into account an integrative vision of the school. The chapter presents research
and proposals for action where the general support available in schools and the
classroom promote participation and learning with equity and quality.
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Introduction

Introducing inclusive support in classrooms and at ordinary schools requires the
involvement and collaboration of all teachers. In turn, the role of support teachers
needs to be clearly defined to ensure student presence, participation and progress,
without categorising or discriminating against anybody. Beyond access and pres-
ence (terms inherent to the integration-rehabilitation model), a qualitative leap is
required, from the Global Inclusive Education perspective, to place each and every
student in enriching learning experiences, sharing the communal spaces that pro-
mote participation and foster the students’ construction of their own subjectivity.
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Moreover, these spaces are the ones that enable them to learn and practise inclusive,
democratic values (solidarity, justice, equity, etc.).

From this perspective, all teachers are responsible for inclusive support based on
a shared vision of the entire educational community, since support is an inherent
part of education. Nonetheless, support in Spain continues to be rooted today in the
deficit paradigm and is used as a therapeutic resource for students with the greatest
learning difficulties in order to compensate for their deficits. This approach leads to
isolated individual or small-group intervention in specialised classrooms, where
support teachers are seen as specialists with restricted responsibilities at the school,
thus upholding a restrictive and limited view of support.

This chapter aims to set out the bases to develop inclusive support in ordinary
classrooms by aligning two elements: contributions from international bodies that
see inclusive support as a right of all students, and scientific knowledge that endorses
this support model to attain equitable and quality education for all. In this vein, the
following objectives frame the chapter: (a) pinpointing the conceptual framework in
international debates on educational support; (b) analysing the inclusion of natural
support for learning that helps all students from a global and systematic perspective;
and (c) posing questions and future challenges aimed at transforming practice
through comprehensive inclusive support guidance.

The International Perspective

On an international level, the preamble to the United Nations Convention on the
Rights of Persons with Disabilities (CRPD) (UN, 2006) sets out the need to promote
and protect the human rights of all persons with disabilities, including those who
require more intensive support. It also states the obligation of States Parties to
undertake or promote research and development of, and to promote the availability
and use of new technologies, including information and communications technolo-
gies, mobility aids, devices and assistive technologies, suitable for persons with
disabilities (Art. 4.g), as well as to provide accessible information to persons with
disabilities about mobility aids, devices and assistive technologies, including new
technologies, as well as other forms of assistance, support services and facilities
(Art. 4.h). The right to other types of support is also included in the Convention, e.g.
States Parties shall take appropriate measures to provide people with disability
access to the support they may require in exercising their legal capacity (Art. 12.3).
Another fundamental right set out in the Convention is independent living and being
included in the community, specifically, access to a range of in-home, residential
and other community support services, including personal assistance necessary to
support living and inclusion in the community, and to prevent isolation or segrega-
tion from the community (Art. 19.b).

The area of personal assistance and support remains unfinished business in many
countries, especially in Spain. Indeed, in Spain it is a contentious topic given that on
the one hand, it is included in the Act on the Promotion of Personal Autonomy and
Care for Dependent People (2006): ‘personal care is human support that carries out
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or helps to carry out those tasks that an individual, due to his/her disability and/or
dependent status, cannot perform for him/herself or finds them really difficult.” And
on the other hand, this support figure has been denied access to classrooms as s/he
is not considered as teaching staff—a controversial situation that has even been
condemned by families. This non-teaching professional category is common in dif-
ferent countries and often used as the ‘primary mechanism to support students with
disabilities in the general education environment’ (Giangreco et al., 2011, p. 26).
Many studies on the role of this support professional come from the United States,
United Kingdom and Australia. This interest is due to international guidelines on
inclusive education (UNESCO, 2005) that urge countries to relocate students who
were traditionally taught in special education centres to ordinary schools.

Article 24 of the CRPD on the right to education states that ‘States Parties shall
ensure that people with disabilities receive the support required, within the general
education system, to facilitate their effective education’ (2.d) and ‘effective indi-
vidualized support measures are provided in environments that maximize academic
and social development, consistent with the goal of full inclusion’ (2.e), as well as
‘peer support’ (3.a).

In turn, the recent Global Education Monitoring Report, 2020 (UNESCO, 2020)
points to different aspects under discussion with regard to support. Chapter six
looks at the issue of support staff in education (assistants, psychologists, drivers,
etc.), to what extend they are available and their relationship with teachers, with a
view to achieving inclusive practice. These educational support staff members may
favour or hinder inclusion in certain settings. Nevertheless, the report states that on
a global level, provision is mostly lacking since 15% of the countries largely lack
support staff or they simply do not exist. The report’s conclusions state that support
staff need training and defined duties and responsibilities. Scant training or a lack of
clear responsibilities may hinder the effectiveness of support staff. Although profes-
sional training has enabled support staff to obtain formal qualifications in recent
years, most join schools without any specific training (Rose, 2020). Therefore,
training support personnel is necessary, but not sufficient, to ensure an inclusive
learning environment and effective cooperation with teachers. A review of studies
on 11 high-income nations, including Canada, Italy and Norway, revealed that the
responsibilities assigned to teaching assistants were often unclear. Moreover, their
collaboration with teachers was limited, as well as the teachers’ supervision of their
work. The review concluded that their effectiveness in improving learning results
and inclusion was uneven. For example, teaching assistants taught students with
disabilities, in many instances, in small, separate groups, excluding them from the
general classroom (Sharma & Salend, 2016).

Furthermore, the report deems that support technology, with regard to universal
design for learning, should align with a focus on inclusive media to represent infor-
mation, express knowledge and participate in learning. For instance, assistive devices
help overcome obstacles that hinder vulnerable students from getting the most out of
the syllabus. In order to realise their full potential, technology should be used with
suitable pedagogy. However, differentiated instruction provided by technology is
rarely used, due largely to teachers not having received appropriate training.
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The Theoretical Perspective

In the inclusive education model, Booth and Ainscow (2015) define pedagogical
support from an inclusive approach as ‘all activities which increase the capacity of
a school to respond to student diversity’ (p. 18). That said, the way and level at
which support is provided is hugely important and should be continuously reviewed
and analysed; depending on the prevailing support model, teachers with a specialist
profile and support duties may facilitate and drive changes in a school’s culture and
practices or, on the other hand, represent a barrier to progress in inclusion.
Retrospectively, and from an inclusive perspective, the duties of a support teacher
change and go from individual rehabilitative care to a responsibility towards all
students in the group alongside the tutor, in order to share and improve the global
response to student diversity.

Based on the research carried out by Takala et al. (2009) and Ainscow (2012)
defines three different support situations corresponding to three alternative
approaches:

— The individual learning model
— The small-group learning model
— The collaborative learning model with two teachers

Several research papers (Sabando et al., 2017; Sandoval Mena et al., 2019a, b;
Soldevila Pérez et al., 2017; Rappoport & Echeita, 2018; Rappoport et al., 2019)
have demonstrated that a classroom support model is the best choice, as it enables
more students to benefit from support and reduces the pressure and stigmatisation
of those who have to leave the classroom at specific times. As Huguet (2006) out-
lines, developing this support model requires a series of agreements between teach-
ers: the type of activities to be undertaken; the type of participation each will
perform in the activity; planning broad and flexible activities; providing the neces-
sary attention to the most vulnerable students, whether by the tutor or support
teacher and, finally, assessing how it works to plan for future activities.

In short, involving inclusion support professionals in internal classroom dynam-
ics is a necessary, albeit not the only, step to attain educational inclusion for all
students. Where support is provided in the classroom, nobody is left out or side-
lined from participating in learning experiences which, alongside peers, boosts the
comprehensive development of all students and contributes to constructing satisfac-
tory personal pathways. In this sense, it is essential for support to be negotiated and
reorganised in inclusive classrooms with a view to contributing to collective benefit
rather than exclusively focusing on students deemed to have ‘difficulties’. The fol-
lowing section will look further at inclusive support, as well as certain structures
that provide optimum responses to student diversity within the framework of inclu-
sive education.
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Contributions to Inclusive Support in Classrooms

Goal four in Agenda 2030 aims at ‘ensuring inclusive and equitable quality educa-
tion and promoting lifelong learning opportunities for all’. This takes us back to
support as one of the pillars underpinning inclusive education: support being under-
stood in a broad systemic sense (for all), in opposition to a restrictive vision (for
some) that largely or almost exclusively refers to students with special needs. This
controversial tension between normal and special, good and bad, able and unable
remains rooted in our education system, creating powerful inequalities and exclu-
sion processes at schools.

In the same vein, the integration-inclusion duality remains in place—treating
both as if they were the same thing—although the vision of schools (their project)
clearly points to a commitment to inclusion for all students. This duality is reflected
in the prevailing support model at schools that focuses on direct attention for stu-
dents with special or specific needs from specialised professionals, whose duties are
grouped into two profiles: Therapeutic Pedagogy (TP) and Speech and Language
(SL) teachers. The research undertaken by Sandoval Mena et al. (2019a, b) high-
lights this, questioning the role of support teachers and how they could contribute to
transforming schools into more inclusive settings. The conclusions underscore the
following points:

(a) Support teachers continue to perform their duties largely from a rehabilitative
approach, either individual or directed to a small group of students, especially
in fundamental areas

(b) There is a lack of collaboration between classroom and support teachers, which
focuses more on discussing certain students and the content to work on in teach-
ing periods

(c) There is a lack of cooperation and prior joint planning, with no time being set
aside for this purpose

(d) There is a lack of a shared support vision at the school as a whole (management
team, teachers, etc.), in addition to no coherent guidelines containing the prin-
ciples and values of inclusive education.

Moreover, the Spanish legal framework (LOMLOE, 2020) adopts inclusive educa-
tion as a human right for all and aims at ensuring quality learning for all students.
Despite this, students are still categorised based on clinical labels (Echeita et al.,
2016), and the idea that certain students require learning support from specialists
remains in place (including TP and SL). The duties of these specialists include mak-
ing individual syllabus adaptations for special students or those with specific needs
in terms of educational support: non-significant (access) and significant changes
that are framed by a student’s lag with regard to the syllabus (equal to or above 2
years). Again, far from disappearing, the deficit model is fuelled by legislative
authority to justify school practices that segregate and exclude.

Strengthening mutual support relationships would be the main tool for achieving
inclusive classrooms. By inclusive classroom, we mean one that offers a response to
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all diversities within their natural learning contexts, through developing participa-
tory practices and heterogeneous interactive organisational support systems. In this
sense, progress in inclusive practice inevitably means rethinking which support
model is in tune with this practice, as well as widening perspectives to look in-depth
at issues with the potential to transform learning environments for all from an inclu-
sive standpoint.

Along these lines, certain benchmark approaches will be looked at below that
focus on processes to facilitate and promote significant inclusive and accessible
learning experiences for all students, recognising the value of everyone’s strengths
on a basis of what Florian (2013) would term ‘inclusive pedagogy’. The presented
guidelines are a type of support that question ‘the architecture of exclusion’ (Slee,
2012, p. 161) by spotlighting the school’s ability (ecological perspective) to respond
to the needs of each and every student in all their diversity.

Universal Design for Learning

Inclusive pedagogy requires teachers to broaden what they do in the classroom in an
accessible way for everybody, offering a range of options open to all (Florian, 2010).
This approach connects to Universal Design for Learning (UDL) since both
approaches set out the need to provide multiple learning options as a response to
individual differences. This approach aims at avoiding student exclusion and mar-
ginalisation in the classroom, whilst also connecting to the concept of an interactive,
accessible, enriched syllabus to offer opportunities of participation and learning to
all students (Sapon-Shevin, 2013). With regard to UDL, one of its main features is
that it promotes flexibility to enable all students to achieve their learning goals
(Wehmeyer, 2009).

In line with Sdnchez-Gémez and Lépez’s contribution (2020), UDL is designed
as a support system for learning. The authors propose linking UDL to the support
paradigm, the premise of which is that individualised support reduces discrepancies
between individuals and their environment (Schalock et al., 2010). Thus, in line
with the comprehensive multidimensional framework of human performance, sup-
port is deemed a way of improving personal performance. The conceptual basis for
this paradigm goes further into the role of support at three levels, namely: (i) sup-
port understood as a construct referring to the template and intensity of necessary
support for a person to participate in communal or important activities; (ii) support
understood as all resources and strategies to promote the development, education,
interests and personal wellbeing of individuals and improve their performance; and
(iii) the support system corresponding to planned integrated use of individualised
support strategies and resources (to attain the aforementioned goals) that include
different aspects of human performance in multiple contexts.

This approach deems that the concept of support has traditionally been applied
more as individualised support in personal plans and adaptations. Nonetheless, the
proposal underscores the possibility of designing universal support (for everybody),
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without decoupling it from the individual needs of each student (Sdnchez-Gémez &
Lépez, 2020). These authors distinguish between learning support needs linked to
motivation, which should be understood as the template and intensity of support
required by students to engage in learning in line with their preferences; learning
support needs linked to representation, which should be understood as the template
and intensity of support required by students to be able to perceive and understand
the information presented to them by teachers; and, finally, ‘learning support needs
linked to action and expression which should be understood as the template and
intensity of support required to be able to perform learning tasks and express the
knowledge that has been attained’ (Sdnchez-Gémez & Lépez, 2020, p. 150).

In turn, there are different classroom support resources within UDL. Technology
is one of the most common, being used as an essential help and support mechanism
for students with disabilities and enabling them to overcome physical or time barri-
ers. Using technology not only serves as a support for specific student groups but
also as a way to ensure accessibility to learning and attention to diversity (Alba
et al., 2015). Its role in the development of UDL has been fundamental since it
facilitates flexible content and forms of expression for students.

In short, UDL fosters the elimination of barriers to learning and student partici-
pation, considering that the focal point in inclusive practice is not the disability of
certain students or their specific difficulties, but rather the syllabus being designed,
from the very start, to be accessible (flexible) for all students in terms of material
and methods, activities and educational strategies, and assessment. The main aim is
to offer different alternatives so that each and every student has successful learning
experiences and acquires the life skills defined as meaningful and valuable for all.
In turn, UDL is an approach and model ‘that aims at reformulating education by
providing a conceptual framework—alongside other tools—that facilitates analysis
and assessment of syllabus designs and educational practice so as to identify barri-
ers to learning and promote inclusive teaching proposals (Alba, 2019, p.58).

Teaching Support: Shared or Co-teaching

Co-teaching is an effective approach to provide suitable responses to student diver-
sity, ‘with the aim of exploring and implementing new teaching strategies based on
mutual collaboration” (Duk & Murillo, 2014, p. 11). Co-teaching involves syner-
gies, cooperation, joint responsibility, trust, etc. in order to move towards more
inclusive practice (policies and cultures). It is a way of amplifying support in the
classroom or, in other words, ‘it involves assistance being available for all, both for
those that constantly need it and for those who only need it from time to time’
(Duran-Gisbert et al., 2019, p.3).

In addition to being seen as a support for students, this type of collaboration
should be appreciated as a ‘learning resource for teachers’ (Sandoval Mena et al.,
2019a, b, p. 94), through joint reflection and analysis of practice for informed and
contextualised improvements.
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As active professionals, teachers need to constantly seek out new ways of learn-
ing support for all students. A key foundation for this principle is finding ways to
work together or with others in order to foster participation and improve the educa-
tional experience of all students in the classroom community. This represents a
challenge to the traditional division between ‘conventional’ teachers, who are
responsible for most students’ learning, and ‘specialist’ teachers who work with
students identified as ‘having special needs’. Instead, ‘adults need to work together
to find better ways to support all students’ (Spratt & Florian, 2013, p. 144). The
benefits of this approach are important since it leads to re-thinking the professional
roles (Florian, 2003) of both teachers and support staff who, by working in co-
teaching situations, contribute to developing sustainable inclusive practice
over time.

Peer Support

Peer support is part of the extraordinary teacher-student-family triangle, alongside
other external agents from the education community involved in inclusion. Inclusive
classrooms foster cooperation and the creation of natural support networks through
strategies such as cooperative learning, peer tutoring or circles of friends. According
to Bunch (2015), teachers have several simple and informal strategies to boost peer
support in the classroom, e.g. quick chats between students to ask brief questions to
clarify points or share advice on how to approach a lesson; homework friends where
two or three students compare their homework and discuss any problems; Know,
Want, Learn groups where students review together what they already know about
a topic and what they need to learn now; and pairing for book reviews where they
interview each other about books they have read, noting down the main characters,
plot significant events and other aspects.

One of the most commonly used and empirically studied cooperative learning
methods is peer tutoring (Topping et al., 2015). The concept may be defined as a
learning strategy where students mutually support each other in pairs whilst they
learn. It is a cooperative learning method based on an asymmetrical relationship of
a pair of students with the same aim (Flores & Duran, 2016). Zapata (2020) points
out that students with different education levels have a highly positive opinion on
this learning methodology. The benefits of peer tutoring have been documented in
different subjects and at different learning levels. These benefits are not limited to
the most competent students, as those who have learning difficulties or who need
the most support have also benefitted from it (Huber & Carter, 2019; Mahoney,
2019; Sarid et al., 2020).

A further peer support strategy was defined by Thomas et al. (1998) as the ‘circle
of friends’. Here, a support network is established around a student with severe and
profound educational needs when s/he joins the school.

Interactive groups—a teaching strategy within the framework of the Learning
Communities project—is another type of peer support that promotes learning for all
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students through dialogue and cooperative work amongst heterogeneous student
groups. The aim is to boost learning (Peirats & Ldépez, 2014) and participation for
all, maintaining high expectations of students’ potentials and capacities. It also con-
tributes to improving co-existence and encourages mutual assistance.

Family Support

It is essential to build participation partnerships with families to improve inclusive
practice, since they can contribute to their children’s learning success if, and only if,
there is a participation space based on trust, communication and dialogue (Simén
et al., 2016).

Beyond professional relationship models with families (Turnbull et al., 2006),
inclusive classrooms need to be open not only to collaborative work, but also to
developing a clear will to empower families as a better way to extend required sup-
port and make it more effective. All inclusive schools recognise and value the com-
petence of families in the responsibility to provide the necessary optimum conditions
for students’ learning success and wellbeing. Family support is therefore part of a
vision of mutual trust and shared convictions.

Community Support

Inclusive schools grant the education community an essential role since it is what
truly provides identity and contextualises the purpose of education and how it is
managed. Community support, such as social support, takes on huge importance by
linking different areas: health, education, families, society, etc. Therefore, it repre-
sents a way of obtaining a different perspective on support by establishing and fos-
tering support networks for professionals, non-professionals and education
stakeholders, shifting the spotlight of intervention from the individual or group who
needs help to the individual or group that can provide help. This perspective starts
with an ecological, systemic and emancipatory approach that sparks a revolution by
introducing concepts such as ‘informal support networks’, ‘environment resources’
or ‘community support systems’ (Gallego, 2011). All these networks are established
in nearby natural environments that serve as sources of emotional, instrumental and
material support, etc. Thus, teachers, students, families, neighbourhoods, local
institutions and other social stakeholders become support agents for schools and
inclusion projects.

Families, the students themselves and the environment resources (professional
and public services, local associations, etc.) are support resources for transforma-
tion processes undertaken at schools with an inclusive approach. In reality, com-
munity support has a dual meaning: (a) support that can be offered by the school to
the community, working in collaboration with other social and health service
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networks, neighbourhood associations, NGOs, etc. on, for example, solidarity, vol-
unteering or service-learning initiatives; and (b) support that the community and
society can provide to the school. This second meaning is linked to managing com-
munity resources located in a nearby setting, with an approach not just of being an
inclusive school but also as an institution immersed in the local area (Sales &
Moliner, 2020).

In short, community support networks play a fundamental role in promoting this
model of total inclusion. According to Porter and Towell (2020), one of the key
ingredients for transformation is the systemic and collaborative approach to
improvement actions at schools. Developing partnerships, collaborations and coop-
eration amongst the stakeholders involved is an essential factor.

Conclusions, Challenges and Proposals

Support processes from the Global Inclusive Education perspective, benefit all
stakeholders involved in schooling contexts. In contrast, a fragmented support cul-
ture persistently focuses the specialised attention of one or several professionals on
specific student groups, at the expense of a community vision that activates natural
support networks and generates strategies, collaborations and partnerships in the
specific context of each school.

A systemic inclusive approach requires a different method for developing sup-
port to make it inclusive. Support is not an action aimed exclusively at students, nor
is it the exclusive responsibility of specialists; rather, it entails developing an insti-
tutional and organisational approach that involves the entire educational commu-
nity. One example of this would be the Mutual Support Groups (MSG) described by
Gallego et al. (2018). These groups comprise a collaborative support structure
which, thanks to their structural and methodological features and the benefits they
provide, are able to adapt to different contexts and be developed by different groups
involved in inclusive education: students, families and teachers.

This systemic inclusive approach should continue to seek out evidence that reaf-
firms the essential (albeit complex) interaction between classroom activities, the
school, families and the community as an opportunity for learning success, given
that comprehensive educational support flows from this interaction.

Nevertheless, a review of the literature points to ongoing challenges that need to
be resolved by schools.

The first challenge would be problematising the ‘support needs for learning’
construct. The premise of this new construct within the support paradigm is that
individualised support reduces discrepancies between individuals and their environ-
ment. However, if this is true, are we not facing a new form of student categorisation
that splits those who need support from those who do not? UDL enables us to move
forward by considering support needs from the beginning, and thus planning a
response to student needs. Nonetheless, it is not yet clear how we link assessment of
student support needs to the support provided within the UDL framework.
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The second challenge is related to defining the duties of new general support
professionals and of those who offer specific direct support (technical assistants,
educators, volunteers, etc.). In this sense, one element refers to the role of human
support figures for students with major support needs. At an international level, no
difference is made between support figures, although different countries use differ-
ent terminology including: Teacher Assistants, Teacher Aides, Paraprofessionals or
Paraeducators, Learning Support Assistants, Classroom Assistants or Higher-level
Teaching Assistants. Currently, according to Jardi et al. (2019), education systems
are at a crossroads when it comes to providing inclusive support and everything this
involves, in addition to the ethical and social justice issues related to the require-
ments, demands and contracting of teaching staff. Therefore, one aim would be to
achieve abroaderand more complex jointintervention through multi-professionalism,
contributing to a more global understanding of students and opening a research area
on the possibilities of educational support staff to facilitate interactions amongst
students and provide support in a wider sense.

With regard to the above, it would seem that the main challenge is how to provide
the necessary support for students with the greatest support needs within a frame-
work of inclusion. There is concern regarding participation in academic and non-
academic activities of students with major support needs in inclusive classrooms.
Zagona et al. (2021) conclude that ongoing research is required on how to imple-
ment special resources (e.g. assistive technology, visual aids and manipulatives),
modifications, communication support and behavioural support in inclusive class-
rooms. Along these lines, Hartmann (2015) proposes the Universal Design for
Learning (UDL) framework as a way to understand how to support students with
severe disabilities and how to support their access to the curriculum, underscoring
two key factors: a) understanding student diversity and b) expert support. In this
instance, our suggestion would be to find a formula to combine different types of
support, e.g. cooperative work (peer support) with shared teaching (with direct spe-
cialised support). One proposal endorsed by research on this area comes from
Soldevila Pérez et al. (2017), who conclude that cooperative learning is essential to
ensure the participation of all students and, specifically, of those with major support
requirements. In turn, the authors highlight that transforming the methodology and
the nature of tasks is a pressing issue so that everybody, without exception, is able
to learn from their peers within the classroom. It is in this very framework that the
role of support professionals may change, making a significant contribution to the
‘implementation of activities and the experience of the children’ (p. 53). We refer
here to shared teaching, taking into account that collaboration and complementarity
affect teaching by strengthening professional teacher development, and learning
through the availability of two teachers in the classroom for all (Duran & Miquel,
2004; Huguet, 2011).

These issues lead us to raise a new challenge linked to teacher training and pro-
fessional development: self-efficacy as core content in initial teacher training. The
work of Spratt and Florian (2013) includes the concept of transformability as a way
for teachers to guide and inform their own decision-making in inclusive pedagogy.
This transformability is articulated on the basis of three core principles governing
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teaching practice: ‘co-agency’, ‘trust’ and ‘everybody’. The first principle recog-
nises the educational process as a shared activity with students and requires a cre-
ative, empathetic teacher to generate learning situations that make active participation
for all students possible. Moreover, teachers need to trust in both their own teaching
possibilities and in the learning ability of students, and transmit this trust to the
entire class. Lastly, inclusive teachers should take responsibility for absolutely all
students, without exception or nuance (Echeita et al., 2016).

We need to continue to explore the impact of effective practice in order to move
towards inclusion of all students. In other words, strengthening inclusion with evi-
dence from improved teaching and learning processes (Porter, 2020). We face chal-
lenges, obstacles and barriers that could also be viewed as a chance to learn from
and with everybody (co-agency), transforming school culture into a collaborative
learning culture between teachers (Teacher Agency). According to Moliner and
Doménech (2020), ‘collaborative work is a fundamental element to build inclusive
schooling’ (p. 30) and, therefore, a support model viewed from the perspective of
joint responsibility.

A critical analysis is necessary. ‘Before constructing answers [...] a new analysis
is required that invites us to move beyond contests between special and regular’
(Slee, p. 31) so that the ‘irregular school’ (as per the title of Slee’s book) is for
everybody.

References

Ainscow, M. (2012). Haciendo que las escuelas sean mds inclusivas: lecciones a partir del andlisis
de la investigacion internacional. Revista de Educacion Inclusiva, 5(1), 38—49. https://revista-
educacioninclusiva.es/index.php/REl/article/view/220

Alba, C. (2019). Diseflo Universal para el Aprendizaje: un modelo teérico-prictico para una edu-
cacion inclusiva de calidad. Participacion Educativa. Revista del Consejo Escolar del Estado,
6(9), 55-66. https://sede.educacion.gob.es/publiventa/descarga.action?f_codigo_agc=21152

Alba, C., Zubillaga, A., & Sanchez, J. M. (2015). Tecnologias y Disefio Universal para el
Aprendizaje (DUA): experiencias en el contexto universitario e implicaciones en la formacién
del profesorado. Revista Latinoamericana de Tecnologia Educativa, 14(1), 89—-100. https://
relatec.unex.es/article/view/1813/1179

Booth, T., & Ainscow, M. (2015). Guia para la educacién inclusiva. In Desarrollando el apren-
dizaje y la participacion en los centros escolares. OEI.

Bunch, G. (2015). Un analisis del movimiento de la Educacién Inclusiva en Canadd. Cémo traba-
jar. Revista Electronica Interuniversitaria de Formacion del Profesorado, 18(1), 1-15. https://
doi.org/10.6018/reifop.18.1.214311

Duk, C., & Murillo, J. (2014). Editorial. La Co ensefianza como estrategia de respuesta a la diver-
sidad en el aula. Revista Latinoamericana de Educacion Inclusiva, 8(1), 11-13. http://www.
rinace.net/rlei/numeros/vol8-num1/editorial.html

Duran, D., & Miquel, E. (2004). Cooperar para ensefiar y aprender. Cuadernos de Pedagogia,
331, 73-76.

Duran-Gisbert, D., Flores-Coll, M., Mas-Torelld, O., & Sanahuja-Gavalda, J. M. (2019). Docencia
compartida en la formacién inicial del profesorado: potencialidades y dificultades segtn los
estudiantes y los profesores. REIRE, Revista d’Innovacio i Recerca en Educacio, 12(2), 1-11.
https://doi.org/10.1344/reire2019.12.227430


https://revistaeducacioninclusiva.es/index.php/REI/article/view/220
https://revistaeducacioninclusiva.es/index.php/REI/article/view/220
https://sede.educacion.gob.es/publiventa/descarga.action?f_codigo_agc=21152
https://relatec.unex.es/article/view/1813/1179
https://relatec.unex.es/article/view/1813/1179
https://doi.org/10.6018/reifop.18.1.214311
https://doi.org/10.6018/reifop.18.1.214311
http://www.rinace.net/rlei/numeros/vol8-num1/editorial.html
http://www.rinace.net/rlei/numeros/vol8-num1/editorial.html
https://doi.org/10.1344/reire2019.12.227430

5 Support in the Inclusive Classroom 77

Echeita, G., Sandoval, M., & Simén, C. (2016). Notas para una pedagogia inclusiva en las
aulas. In M. A. Verdugo, F. de Borja Jordan de Urries, T. Nieto, M. Crespo, & D. Veldzquez
(Coords.), 1V Congreso Iberoamericano sobre el sindrome de Down. “Derecho al futuro,
un futuro de Derechos”. Salamanca. http://cddown-inico.usal.es/autor.aspx?id=Echeita%20
Sarrionandia,%20Gerardo

Flores, M., & Duran, D. (2016). Tutoria entre iguales y comprension lectora: jun tindem eficaz?
Los efectos de la tutoria entre iguales sobre la comprension lectora. Universitas psychologica,
15(2), 339-352. https://doi.org/10.11144/Javeriana.upsy15-2.teic

Florian, L. (2003). Prdcticas inclusivas. {Qué practicas son inclusivas, por qué y como?. In
L. Tilstone, L. Florian, & R. Rose (Coord.) Promocion y desarrollo de prdcticas educativas
inclusivas (pp. 43-58). EOS.

Florian, L. (2010). The concept of inclusive pedagogy. In G. Hallett (Ed.), Transforming the role
of the SENCO (pp. 61-71). The Open University Press.

Florian, L. (2013). La educacion especial en la era de la inclusion: ¢ El fin de la educacion especial
0 un nuevo comienzo? Revista Latinoamericana de Educacion Inclusiva, 7(2), 27-36. http://
www.rinace.net/rlei/numeros/vol7-num?2/art1.html

Gallego, C. (2011). El apoyo inclusivo desde la perspectiva comunitaria. Revista
Interuniversitaria de Formacion de Profesorado, 25(1), 93-109. http://www.redalyc.org/
pdf/274/27419147006.pdf

Gallego, C., Jiménez, A., & Corujo, C. (2018). Otra forma de desarrollar el apoyo inclusivo: los
Grupos de Apoyo Mutuo. Revista de Investigacion en Educacion, 16(2), 106—120. http://
reined.webs.uvigo.es/index.php/reined/issue/view/25

Giangreco, M. E, Broer, S. M., & Suter, J. C. (2011). Guidelines for selecting alternatives to
overreliance on paraprofessionals: Field-testing in inclusion oriented schools. Remedial and
Special Education, 32(1), 22-38. https://doi.org/10.1177/0741932509355951

Hartmann, E. (2015). Universal Design for Learning (UDL) and learners with severe support
needs. International Journal of Whole Schooling, 11(1), 54—67. http://www.wholeschooling.
net/Journal_of Whole_Schooling/IJWSIndex.html

Huber, H. B., & Carter, E. W. (2019). Fostering peer relationships and shared learning for students
with autism spectrum disorders. In R. Jordan, J. M. Roberts, & K. Hume (Eds.), Handbook of
autism and education (pp. 265-275). SAGE.

Huguet, T. (2006). Aprender juntos en el aula. Una propuesta inclusiva. Grad.

Huguet, T. (2011). El asesoramiento a la introduccion de procesos de docencia compartida. In
E. Martin & J. Onrubia (Coords.) Orientacion educativa. Procesos de innovacion y mejora de
la ensefianza (pp. 143-165). Grad.

Jardi, A., Gil-Fraca, S., Fucho, M., & Burillo, M. (2019). La importancia del rol del personal
no docent de suport per a un sistema educatiu inclusiu. AAF Ambits de Psicopedagogia i
Orientacid, 51, 103—112. https://doi.org/10.32093/ambits.vi51.1424

LOMLOE. Ley Organica 3/2020, de 29 de diciembre, por la que se modifica la Ley Orgédnica
2/2006, de 3 de mayo, de Educacion. BOE nim. 340, de 30 de diciembre de 2020. https://www.
boe.es/diario_boe/txt.php?id=BOE-A-2020-17264

Mahoney, M. W. (2019). Peer-mediated instruction and activity schedules: Tools for providing
academic support for students with ASD. Teaching Exceptional Children, 51, 350-360. https://
doi.org/10.1177/0040059919835816

Moliner, O., & Doménech, A. (2020). La construccion de un modelo participativo de acompana-
miento a centros educativos para movilizar el conocimiento sobre la educacién inclusiva. In
O. Moliner (Ed.), Acompaiiar la inclusion escolar (pp. 19-32). Dykinson, S. L.

Peirats, J., & Lopez, M. (2014). Los grupos interactivos como estrategia didéctica en la atencién
a la diversidad. ENSAYOS. Revista de la Facultad de Educacion de Albacete, 28, 197-211.
https://doi.org/10.18239/ensayos.v28i0.386

Porter, G. L. (2020). Prélogo. In O. Moliner (Ed.), Acompaiiar la inclusion escolar (pp. 13-15).
Dykinson, S. L.


http://cddown-inico.usal.es/autor.aspx?id=Echeita Sarrionandia, Gerardo
http://cddown-inico.usal.es/autor.aspx?id=Echeita Sarrionandia, Gerardo
https://doi.org/10.11144/Javeriana.upsy15-2.teic
http://www.rinace.net/rlei/numeros/vol7-num2/art1.html
http://www.rinace.net/rlei/numeros/vol7-num2/art1.html
http://www.redalyc.org/pdf/274/27419147006.pdf
http://www.redalyc.org/pdf/274/27419147006.pdf
http://reined.webs.uvigo.es/index.php/reined/issue/view/25
http://reined.webs.uvigo.es/index.php/reined/issue/view/25
https://doi.org/10.1177/0741932509355951
http://www.wholeschooling.net/Journal_of_Whole_Schooling/IJWSIndex.html
http://www.wholeschooling.net/Journal_of_Whole_Schooling/IJWSIndex.html
https://doi.org/10.32093/ambits.vi51.1424
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2020-17264
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2020-17264
https://doi.org/10.1177/0040059919835816
https://doi.org/10.1177/0040059919835816
https://doi.org/10.18239/ensayos.v28i0.386

78 D. Forteza-Forteza et al.

Porter, G. L., & Towell, D. (Eds.). (2020). The journey to inclusive schooling. Inclusive Education
Canada. https://bit.ly/2Y WUumk

Rappoport, S., & Echeita, G. (2018). El docente, los profesionales de apoyo y las practicas de
enseflanza: aspectos clave en la configuracién de aulas inclusivas. Perspectiva Educacional,
57(3), 3-27. https://doi.org/10.4151/07189729-vol.57-iss.3-art. 740

Rappoport, S., Sandoval, M., Simén, C., & Echeita, G. (2019). Understanding inclusion support
systems: Three inspiring experiences. Cultura y Educacion, 31(1), 120-151. https://doi.org/1
0.1080/11356405.2019.1565250

Rose, R. (2020). The use of teacher assistants and education support personnel in inclusive educa-
tion. UNESCO. (Backgroundpaperfor Global Education Monitoring Report). https://unesdoc.
unesco.org/ark:/48223/pf0000373692

Sabando, D., Granés, N., Goretti Blanch, M., & Puigdellivol, I. (2017). El apoyo educativo en comu-
nidades de aprendizaje. ;Cémo, cuando y donde? Aula de Innovacion Educativa, 258, 44—49.
https://www.grao.com/es/producto/el-apoyo-educativo-en-comunidades-de-aprendizaje

Sales, A., & Moliner, O. (2020). La escuela incluida en el territorio. Octaedro.

Sanchez-Goémez, V., & Lépez, M. (2020). Comprendiendo el Diseflo Universal desde el Paradigma
de Apoyos: DUA como un Sistema de Apoyos para el Aprendizaje. Revista Latinoamericana
de Educacion Inclusiva, 14(1), 143—160. https://doi.org/10.4067/S0718-73782020000100143

Sandoval Mena, M., Simé6n Rueda, C., & Echeita Sarrionandia, G. (2019a). Educacion inclusiva y
atencion a la diversidad desde la orientacion educativa. Sintesis.

Sandoval Mena, M., Marquez Vazquez, C., Simén Rueda, C., & Echeita, G. (2019b). El desem-
pefio profesional del profesorado de apoyo y sus aportaciones al desarrollo de una educacién
inclusiva. Publicaciones, 49(3), 251-266. https://doi.org/10.30827/publicaciones.v49i2.
v49i3.11412

Sapon-Shevin, M. (2013). La inclusion real: Una perspectiva de justicia social. Revista de
Investigacion en Educacion, 11(3), 71-85. http://reined.webs.uvigo.es/index.php/reined/
issue/view/15

Sarid, M., Meltzer, Y., & Raveh, M. (2020). Academic achievements of college graduates with
learning disabilities vis-a-vis admission criteria and academic support. Journal Learning
Disabilities, 53(1), 60-74. https://doi.org/10.1177/0022219419884064

Schalock, R. L., Borthwick-Dufty, S. A., Bradley, V. J., Buntinx, W. H. E., Coulter, D. L., Craig,
E.M,, ... Yeager, M. H. (2010). Intellectual disability. In Definition, classification, and systems
of supports. Association on Intellectual and Developmental Disabilities.

Sharma, U., & Salend, S. (2016). Teaching assistants in inclusive classrooms: A systematic analy-
sis of the international research. Australian Journal of Teacher Education, 41(8), 118-134.
https://doi.org/10.14221/ajte.2016v41n8.7

Simén, C., Giné, C., & Echeita, G. (2016). Escuela, Familia y Comunidad: Construyendo Alianzas
para Promover la Inclusién. Revista Latinoamericana de Educacion Inclusiva, 10(1), 25-42.
http://www.rinace.net/rlei/numeros/vol 10-num1/art1.html

Slee, R. (2012). La escuela extraordinaria. Exclusion, escolarizacion y educacion inclu-
siva. Morata.

Soldevila Pérez, J., Naranjo Llanos, M., & Muntaner Guasp, J. J. (2017). Inclusive prac-
tices: The role of the support teacher. Aula Abierta, 46(2), 49-56. https://doi.org/10.17811/
rifie.46.2.2017.49-55

Spratt, J., & Florian, L. (2013). Aplicar los principios de la pedagogia inclusiva en la formacién
inicial del profesorado: de una asignatura en la Universidad a la accién en el aula. Revista de
Investigacion en Educacion, 11(3), 133—140. https://reined.webs.uvigo.es/index.php/reined/
article/view/291/340

Takala, M., Pirttimaa, R., & Torménen, M. (2009). Inclusive special education: The role of special
education teachers in Finland. British Journal of Special Education, 36(3), 162—173. https://
doi.org/10.1111/§.1467-8578.2009.00432.x

Thomas G., Walker D., & Webb J. (1998). The making of the Inclusive School. Routledge.


https://bit.ly/2YWUumk
https://doi.org/10.4151/07189729-vol.57-iss.3-art.740
https://doi.org/10.1080/11356405.2019.1565250
https://doi.org/10.1080/11356405.2019.1565250
https://unesdoc.unesco.org/ark:/48223/pf0000373692
https://unesdoc.unesco.org/ark:/48223/pf0000373692
https://www.grao.com/es/producto/el-apoyo-educativo-en-comunidades-de-aprendizaje
https://doi.org/10.4067/S0718-73782020000100143
https://doi.org/10.30827/publicaciones.v49i2.v49i3.11412
https://doi.org/10.30827/publicaciones.v49i2.v49i3.11412
http://reined.webs.uvigo.es/index.php/reined/issue/view/15
http://reined.webs.uvigo.es/index.php/reined/issue/view/15
https://doi.org/10.1177/0022219419884064
https://doi.org/10.14221/ajte.2016v41n8.7
http://www.rinace.net/rlei/numeros/vol10-num1/art1.html
https://doi.org/10.17811/rifie.46.2.2017.49-55
https://doi.org/10.17811/rifie.46.2.2017.49-55
https://reined.webs.uvigo.es/index.php/reined/article/view/291/340
https://reined.webs.uvigo.es/index.php/reined/article/view/291/340
https://doi.org/10.1111/j.1467-8578.2009.00432.x
https://doi.org/10.1111/j.1467-8578.2009.00432.x

5 Support in the Inclusive Classroom 79

Topping, K., Duran, D., & Van Keer, H. (2015). Using peer tutoring to improve Reading skills.
Routledge.

Turnbull, A. P, Turnbull, H. R., Erwin, E., & Soodak, L. (2006). Families, professionals, and
exceptionality. Positive outcomes though partnership and trust. Pearson.

UN. (2006). Convention on the rights of persons with disabilities and optional protocol. UN. https://
www.un.org/disabilities/documents/convention/convoptprot-e.pdf

UNESCO. (2005). Guidelines for inclusion: Ensuring access to education for all. UNESCO. http://
www.ibe.unesco.org/sites/default/files/Guidelines_for_Inclusion_UNESCO_2006.pdf

UNESCO. (2020). Global education monitoring report, 2020: Inclusion and education: All means
all. UNESCO. https://unesdoc.unesco.org/ark:/48223/pf0000373718

Wehmeyer, M. (2009). Autodeterminacién y la Tercera Generacién de précticas de inclusion.
Revista de Educacion, 359, 45-67. https://sede.educacion.gob.es/publiventa/descarga.
action?f_codigo_agc=19955

Zagona, A. L., Lansey, K. R., Kurth, J. A., & Kuhlemeier, A. (2021). Fostering participation
during literacy instruction in inclusive classrooms for students with complex support needs:
Educators’ strategies and perspectives. The Journal of Special Education, 53(1), 34—44. https://
doi.org/10.1177/0022466920936671

Zapata, S. (2020). Percepciones de la tutoria de compafieros en una Universidad en Chile. Magis.
Revista Internacional de Investigacion en Educacion, 12(25), 21-38. https://doi.org/10.11144/
Javeriana.m12-25.pptu


https://www.un.org/disabilities/documents/convention/convoptprot-e.pdf
https://www.un.org/disabilities/documents/convention/convoptprot-e.pdf
http://www.ibe.unesco.org/sites/default/files/Guidelines_for_Inclusion_UNESCO_2006.pdf
http://www.ibe.unesco.org/sites/default/files/Guidelines_for_Inclusion_UNESCO_2006.pdf
https://unesdoc.unesco.org/ark:/48223/pf0000373718
https://sede.educacion.gob.es/publiventa/descarga.action?f_codigo_agc=19955
https://sede.educacion.gob.es/publiventa/descarga.action?f_codigo_agc=19955
https://doi.org/10.1177/0022466920936671
https://doi.org/10.1177/0022466920936671
https://doi.org/10.11144/Javeriana.m12-25.pptu
https://doi.org/10.11144/Javeriana.m12-25.pptu

	Chapter 5: Support in the Inclusive Classroom
	Introduction
	The International Perspective
	The Theoretical Perspective
	Contributions to Inclusive Support in Classrooms
	Universal Design for Learning
	Teaching Support: Shared or Co-teaching
	Peer Support
	Family Support
	Community Support

	Conclusions, Challenges and Proposals
	References




