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1 Introduction and background

Addressing the themes of inclusion today leads us to explore a widely discussed subject in recent
years, both internationally and within scientific and political spheres. Reflections on this topic are
crucial, yet they can be ambiguous if isolated from theoretical and contextual frameworks, which
are fundamental for defining it (Bocci, 2018; Liasidou, 2012). In light of the above, it is essential to
outline the dimensions of inclusive education assumed in this work, examining its cultural,
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practical, and values-driven aspects. We refer to a systemic-transformative perspective that sees
inclusion as an ongoing journey towards creating a new democratic culture that fully embraces
differences and promotes the empowerment of all individuals. Thus, Inclusion becomes a dynamic
process built and participated in by all educational community members (Ainscow et al., 2006;
Booth et al., 2003; D’Alessio et al., 2015).

To lead to genuine progress in terms of empowerment, development, and democratic
coexistence, the inclusive processes must be guided by a project that integrates theory and
practice, embracing an approach based on dialectical interaction, which aims to promote
continuous change and evolution. That means adopting the complexity paradigm to interpret
reality to ensure access to quality education for all on one side to foster a sense of belonging and
promote active participation within the community on the flip one (Bocci, 2021; Chiappetta et al.,
2013; Florian & Beaton, 2018). Moving away from an integrative vision seeking to assimilate
individuals into predefined models is necessary to achieve this goal. Instead, inclusive education
requires a proactive and conscious approach that focuses on overcoming barriers to learning and
identifying strategies to ensure that no one is excluded or disadvantaged (Cologon, 2019; Florian,
2019; Gonzalez-Gil et al., 2013).

From this viewpoint, schools play a fundamental role in fostering individual and collective
fulfillment, outlining a model of high-quality education that seeks to transcend the dichotomy
between “normality” and “specialty” (Dovigo, 2019). This transformation entails a shift from an
education based on homogenization and standardization towards an approach that celebrates and
values the richness of individual differences. In this new paradigm, schools become places where
every student is supported in their learning journey. At the heart of this transformation lies the
close connection among the key actors in the school, their diversities, and the surrounding
context. This context should act as a catalyst to ensure that each individual can fully develop and
contribute to the community's well-being through the participatory exercise of freedom (Cottini,
2017; Pedone, 2019).

1.1 The inclusive professionalism of teachers

An educational approach embracing the paradigm of inclusion unfolds along two interconnected
action lines: from one angle, it aims to ensure the quality of teaching-learning processes to enable
all students to reach their full potential; from the other, there is a constant commitment against
any form of discrimination to remove barriers to learning and promote an inclusive and
democratic culture (UNESCO, 2016). These reflections underscore the crucial importance of
teachers in enhancing the quality of education and educators from an inclusive perspective (Aiello
et al., 2016; Nigris et al., 2020). What emerges for teachers is a professionalism that goes beyond
the acquisition of cultural, didactic, relational, and organizational skills; rather, it represents a
habitus, a stable yet dynamic posture guiding their practices (Magnolia, 2011). It is an ongoing
professionalism that evolves through experience and the ability to learn from it: a praxis capable
of integrating theory and practice, which configures teaching as a process of continuous action
research (Baldacci et al., 2020; Buysse, 2011; Portelance et al., 2014; Vanhulle et al., 2015). In this
sense, the teacher's professionalism is characterized by its fluidity (Salvadori, 2019) and
continuous interaction with diversity, generating a constant process of self-assessment aimed at
regulating their actions (Falcinelli, 2010), which, precisely due to its characteristics, translates into
the transformation of contexts accessible to all, where each individual is valued and actively
involved with a view of active participation.
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The challenge of inclusion is not merely technical, but it is based on the sharing of a set of values
that involve mental aspects, relationships, perspectives, skills, and beliefs. An inclusion-oriented
teacher training requires an open approach that involves them as a learning community (Wenger,
2010), guiding learning processes towards the development of effective and innovative practices
to translate the guarantee of access to education into experiences of both individual and social
well-being (Pedone & Moscato, 2023). This requires a profound reflection on the foundations of
teacher education for and in inclusion to promote an inclusive culture and inclusive practices
within the educational environment, allowing them to respond to the real needs of their context
(Biesta, 2015, 2017; Domenici & Biasi, 2019; Dyson, 2010; McGarr & McCormack, 2016; Pedone,
2021).

It is evident how theories of agency play a crucial role in inclusive processes, and consequently,
teacher agency represents a fundamental element in teachers' professional development (Florian
& Linklater, 2010). From an ecological frame of action, the concept of teacher agency highlights
two interconnected elements: on the one hand, the professional agency of the teacher
encompasses their ability to act intentionally and constructively, directing their professional
development while also contributing to the growth of their colleagues (Calvert, 2016); on the other,
the literature emphasizes that the ability of teachers to act should be understood not only as a sum
of individual inclinations, but rather as the complex result of the relationship established between
personal characteristics, knowledge, skills, experiences, and values, in connection with external
factors such as local policies or the structural conditions of the school (Sibilo & Aiello, 2018). These
considerations lead to a reflection on a new approach to in-service training, which responds to the
real needs of the context and allows teachers to build creative and participatory solutions to daily
challenges (Pastori, 2017).

1.2 The universal design for learning

Against this background, it becomes evident how teachers, serving as vectors of emancipatory
processes, play a pivotal role, just as it is equally indisputable that a quality school should prioritize
the diverse needs of all students. Aligned with current regulations, such as Italian Legislative
Decree 66/2017, and recommendations from the European Agency for Special Needs and
Inclusive Education in 2014 and the European Union in 2018, schools are called to foster inclusive
educational environments that uphold principles of equal opportunities and active participation
for all students, redefining themselves with a universal approach on two interconnected fronts:
methodological and didactic approaches that embrace student diversity, and the promotion of
values such as equality, equity, respect for differences, and a sense of belonging (Booth & Ainscow,
2011). In essence, inclusive education can draw on an evidence-based body of research supporting
the effectiveness of appropriate methodologies and their implementation (Hattie, 2012; Mitchell,
2011). However, it also requires a profound understanding of oneself, others, and the dynamics at
play from all the protagonists involved in educational processes.

In this regard, the Universal Design for Learning (UDL) emerges as a valuable pedagogical and
methodological approach to guide operational decisions within the framework of educational
intentionality based on a specific set of values (Murawski & Scott, 2019). The scientific literature
underscores the UDL’s qualities concerning the breadth and depth of interventions promoted
through an ecosystemic implementation to make learning sustainable, inclusive, and
transformative for all (Traversetti et al., 2022). The UDL serves as a translational framework for
the design of flexible objectives, methods, materials, and assessments that can be personalized
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and adaptable to each student's needs, allowing them to choose what to learn, why to learn it, and
how to share what they have learned (Mayer et al., 2014) thanks to the support of an operational
model articulated in principles, guidelines, and checkpoints (CAST, 2018). It was developed in the
‘90s to overcome curricula focused on the "average student," which leads to exclusion as they fail
to grasp the range of variability of abilities, motivations, and characteristics of the students who
live in school daily (Sgambelluri, 2020).

The principles of UDL stem from research in various fields, including education, developmental
psychology, and cognitive neuroscience, which have highlighted brain diversity and variability in
learning processes as factors influencing each facet of the educational process. In particular, the
UDL guidelines are articulated starting from the discovery of three neural networks in the human
brain (corresponding to the prerequisites for learning identified by Vygotsky in 1962): the
recognition networks, located in the posterior area of the cerebral cortex, related to how students
perceive and interpret information in the environment and transform it into usable knowledge (the
what of learning); the strategic networks, located in the frontal area of the cerebral cortex, related
to how students plan, organize, and undertake targeted actions in the environment (the how of
learning); the affective networks, located in the median area of the central nervous system, related
to how students monitor the internal and external environment to establish priorities, motivate
themselves, and engage in learning (the why of learning). This model aims to foster engagement,
interest, and motivation in multiple ways: representation, using various means to represent content
to ensure equitable access to information and facilitate initiative and competence; action and
expression, offering a variety of alternatives for action and expression of one's learning, fostering
strategic thinking and goal orientation; engagement, promoting interest and motivation towards
school and growth mindset (Novak, 2016). The ultimate goal of UDL is to develop expert learners
capable of transforming new information into meaningful and useful knowledge, strategic and
goal-oriented, determined, motivated, able to endure effort, and regulate emotional responses.
Competent, reflective, self-regulated students who are capable of autonomous decision-making.

It is clear how the model can support an educational approach focused on the conscious
development of learner agency in students, where they are active protagonists of the entire
learning process by being involved in choices regarding what to learn, why to learn it, and how to
share what they have learned (Guerra, 2018; Manyukhina & Wyse, 2019; Mercer & Howe, 2012;
Wenmoth, 2014). Studies carried out in this area (Aquario et al., 2017; Capp, 2017; Katz & Sokal,
2016; Roberts et al., 2011; Savia, 2016) have indicated that implementing UDL enhances
accessibility, participation, progress, skill development, and overall performance for all individuals
(Dell'Anna, 2021). Because UDL is built upon ethical principles of fairness, accessibility, and
involvement, it enjoys widespread international recognition, with its principles seamlessly
integrated into the broader framework of inclusion, which emphasizes equal access to education
and societal participation for everyone. Therefore, it involves recognizing differences across a
spectrum of systematic variability and embracing the diversity of human beings not as a challenge
but as a constructive force in group learning. Thus, the focus of the educational system should be
on the student, eliminating any labels that hinder, discourage, or impede the inclusive process
(UNESCO, 2020).

2 Method

In light of the above, a Teacher Professional Development Research (TPDR) was launched in the
2022/2023 school year involving, alongside the authors, 21 lower secondary school teachers
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together with the head teacher of an Italian educational institute. The TPDR has been considered
an appropriate method as it is a self-analysis-based framework that primarily considers each
participant's training and relational needs, able to support classroom work by collecting a corpus
of shareable educational practices. It represents an innovative approach to research in schools
and with teachers, aimed at promoting and guiding teaching professionalism while maintaining a
strong focus on the uniqueness of contexts and the social identity of educational processes (Lave
& Wenger, 1991).

The model, developed by CRESPI? researchers, is conceived as cross-cutting to the various and
more specific methodological research approaches chosen by the researcher; even if localized, it
ensures methodological rigor in the investigation, contributing to scientific literature and guiding
the emancipatory process of changing educational and teaching practices. Therefore, it takes on
a specific characterization of participatory research, attributable to the grafting between critical
action research, socio-constructivist research, and reflexivity-centered research. Research and
training synergistically intertwine from this angle, creating a context where teachers,
administrators, and researchers actively collaborate to explore, understand, and improve
educational dynamics (Asquini, 2018).

Through TPDR, the research community builds significant knowledge, negotiated by participants
based on the needs and stimuli offered by the context from which it originates and articulated
through a phenomenological study of practice. The professional researcher plays the role of trainer
and facilitator: as an expert in method and education (but not in the educational practice), the
“critical friend” (Losito & Pozzo, 1997) ensures the investigation process, promoting reflective
processes and democratic negotiation, aiming to produce knowledge which is generalizable and
communicable to the scientific community. Teacher-researchers participate in the development
of the methodological process, design, apply, and analyze educational practices in their context
to generate new knowledge (Nigris et al., 2020). The framework of TPDR is characterized by five
key principles that outline its approach: i. clear research goals; ii. collaboration between
researchers and teachers; iii. focus on operational contexts; iiii. continuous and systematic
methodology aims not only to generate knowledge but also to translate it into innovative
pedagogical practices, contributing significantly to the professional development of teachers
based on self-assessment of the professional progress made, a crucial element for the continuous
improvement of educational processes (Agrusti & Dodman, 2021).

2.1 Design

By the chosen methodological model, the pathway is structured in five steps: i. group formation
(aimed at negotiating the research mandate, detecting representations, expectations, acted
practices, and group needs, identifying objectives, choosing methodologies, defining roles, and
collaboration methods); ii. training and co-design (dedicated to the theoretical-methodological
deepening of UDL, co-designing didactic actions, and co-constructing observation and data
collection tools); iii. classroom implementation (focused on the use in the professional practice of
the principles, guidelines, methodologies, and strategies deepened in the previous phases and

2 The Interuniversity Centre for Educational Research on Teacher Professionalism (Centro Interuniversitario di Ricerca Educativa sulla
Professionalita dell'Insegnante) is an Italian research center in the field of education that aims to connect and promote multiple lines of
research on teachers' professionalism, from early childhood education to secondary education. For more information,

https://site.unibo.it/crespi/it
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aimed at data collection through the use of previously co-constructed tools); iiii. assessment, self-
evaluation, and feedback (dedicated to the evaluation, both individual and group, of the pathway,
research ex-post impact on participants and context). The research is implemented by a mixed
methods approach with the collection and analysis of both quantitative and qualitative data to
investigate different aspects of the phenomena, enriching the study with elements of interpretation
and reflection (Creswell, 2015; Domenici et al., 2017; Trinchero & Robasto, 2019). The overall goal
is to support the professional development of participating teachers and promote transformative
learning with lasting impacts in the educational context. The intent is to verify whether teacher
training on the UDL approach, conducted through a TPDR intervention, acts as a catalyst for
inclusive processes in the classroom, leading to a significant improvement in the agentic skills of
both teachers and students.

2.2 The exploratory investigation

The paper aims to show some of the results obtained from the exploratory investigation conducted
during the launch phase of the TPDR through the administration of a qualitative-quantitative tool?
with a dual purpose: On the one hand, the intention was to assess whether and to what extent the
principles and guidelines underlying the UDL framework were already implicitly present in the
daily teaching practices of the participating teachers before the start of the training, to orient better
and contextualize the design of the training intervention; on the other hand, following an ex-post
administration of the instrument at the end of the process, a comparison between the data
obtained aims to detect any variations in terms of practices and declared beliefs. More specifically,
as outlined in Table 1, the tool consists of 4 sections to gather information related to different
aspects of interest: i. Personal information and knowledge of UDL (8 multiple-choice items); ii. Current
application of UDL principles (27 items on a 5-point Likert scale, from 1=Never to 5=Always); iii.
Potential barriers to UDL Implementation (10 items on a 5-point Likert scale, from 1=Strongly
disagree to agree 5=Strongly); iv. Good practices from a UDL perspective (31 open-ended questions).
The choice to include a section with open-ended questions was driven by the need to capture,
albeit within the constraints of a self-reporting tool, various nuances in teachers' perceptions
regarding their educational practices, framing them within the UDL framework. Therefore, the
qualitative questionnaire was designed based on the updated guidelines provided by CAST*
transforming each checkpoint into an open-ended question. Administration took place in person
during the first group meeting, using pen and paper.

Table 1 Tool design

Questionnaire Sections N. Items Questionnaire answer
Personal information and knowledge of UDL 8 Multiple choice
Current application of UDL principles 27 5-point Likert scale

(1=Never — 5=Always)

Potential barriers to UDL Implementation 10 5-point Likert scale
(1=Strongly disagree — 5=Strongly agree)

Good practices from a UDL perspective 31 Open-ended

® The tool was purposely designed starting from the translation and adaptation to the Italian context of existing tools (Alsalem, 2015; CAST,
2018).
“https://udlguidelines.cast.org/
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2.3 Participants

A questionnaire section collected demographic data to frame the 21 participants' ages,
backgrounds, roles, and years of experience. As illustrated in the accompanying graphs, the lower
age threshold among participants falls within the 31-40 bracket, while the uppermost age group
surpasses 60 years. Specifically, one respondent reports an age range between 31 and 40 (5%); 10
teachers fall within the 41-50 age bracket (48%); 9 teachers declare an age range between 51 and
60 (43%); finally, a solitary respondent indicates an age exceeding 60 years (5%) (Figure 1).
Turning to the secondary focal area, namely the subject domain, 6 teachers belong to the literary-
historical-geographical disciplinary realm (29%); 5 teachers pertain to foreign language disciplines
(24%d); 5 respondents teach subjects falling under STEM categories (24%); 3 teachers specialize in
Physical Education (14%); conversely, 2 respondents specialize in art education (10%) (Figure 2).
Concerning their instructional roles, among the total cohort of 21 participants, 5 assert themselves
as teaching assistants (24%), whereas the remaining 16 affirm their roles as classroom educators
(76%) (Figure 3). Finally, participants were queried about their tenure in the teaching profession.
Eight respondents report teaching experience ranging from 21 to 30 years (38%); 7 teachers
disclose a tenure range spanning from 11 to 20 years (33%); 2 teachers have less than 5 years of
experience (10%); another 2 respondents boast over 30 years of teaching experience (10%); finally,
2 teachers indicate a tenure range of 6 to 10 years (10%) (Figure 4).

Age Subject area

31-40 Literary-historical-geographical | | E NENEEEEENN
41-50
srev
51-60 seors [
e ars [
012345678 9101112131415161718192021
Figure 1 Participants’ ranges of age Figure 2 Participants’ subject areas
Role Years of service

Class teacher

>
oRNWANON®O

15

6-10 11-20 21-30 >31
Figure 3 Participants’ roles Figure 4 Participants’ years of experience ranges

It is interesting to note that only 1 teacher reported being aware of the existence of the UDL
approach before the training. This result is consistent with what emerged from the Italian
literature, which reveals a limited familiarity with the UDL approach (Ghedin & Mazzocut, 2017;
Savia, 2018). Therefore, within the framework of the present TPDR, the finding suggests that
adopting the UDL approach could represent an innovation in the practices and cultures of the
school involved in the research, encouraging the entire working group to continue on the path
taken.
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2.4 Data analysis

The initial quantitative data was analyzed using SPSS software. For this purpose, we present the
means and standard deviations obtained from the analysis, divided into three sections: Personal
information and knowledge of UD, Current application of UDL principles, and Potential barriers to
UDL implementation. Qualitative research is closely linked to the paradigms of complexity,
contextuality, and processuality, presenting itself as a situated activity connected to a series of
interpretive practices aimed at making the world visible and transforming it during the process
(Miles et al., 2020). Therefore, we aimed to examine whether and how the practices adopted by
the involved teachers responded, even implicitly, to the principles that constitute the UDL
guidelines. The raw data was analyzed employing researcher triangulation to overcome individual
bias and ensure the reliability and validity of the results (Trinchero, 2015). The analysis focused
on coding responses by identifying keywords or definitions representing typical modalities of
answers. The organized data underwent a clustering operation to group homogeneous elements.
They highlighted the main emerging themes by creating a binary matrix set (Table 2) to assign the
identified response modality to each participant. This allowed us to calculate frequencies and
identify the most commonly adopted strategies.

Table 2 Structure of the binary matrix of analysis of the collected data

Item 1 Item 2
Mod. 1 Mod. 2 Mod. 3 Mod. 1 Mod. 2 Med. 3 Mod. 4
T1 0 0 1 1 0 0 1
T2 1 0 1 1 ] 0 0
T3 1 1 0 0 0 1 1

3 Findings

The section on the Current Application of UDL Principles consists of 27 items related to teaching
actions based on UDL principles. Teachers were asked to indicate how often they use these
strategies in their teaching practice, assigning a score from 1 (never) to 5 (always) to each.
Analyses of the data collected regarding the current adoption of UDL principles show average
scores ranging from 3 to 4 (Figure 5), indicating a good implicit theoretical adherence of teachers
to the underlying principles despite not having explicit knowledge of the model. These results
suggest that teachers are open to embracing UDL principles and guidelines. In the section on
Potential barriers to UDL implementation, teachers were asked to express their agreement or
disagreement with 10 propositions using a scale from 1 (strongly disagree) to 5 (strongly agree).
The average scores obtained, summarised in Figure 6, indicate that teachers do not identify
significant barriers in their work context to the implementation of UDL principles and guidelines.
Current application of UDL principles Potential barriers to UDL implementation

4,5
4

N 35
Representation —
3

Engagement

25

Action & Espression R
15
0 05 1 15 2 25 3 35 4 45 5
1
Action & Espression Repr i 05
mAVE 3,89 3,84 3,55 '0

uSD. 0,774 0,86 0,742 Avg .

Figure 5 Means and standard deviations of the 3 Figure 6 Mean and standard deviation of the
areas related to the Current Application of UDL section Potential barriers to UDL implementation
Principles section
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The previous results are confirmed by the answers provided by teachers when they were asked
to describe the strategies used in their teaching practice with reference to the UDL checkpoints.
For each item, they were called to reflect on whether they use the proposed actions or strategies
in their daily teaching activities, describing the methods if they answered affirmatively. A summary
of what the docents declared about each UDL principle will be presented below.

Table 3 Most frequent answers concerning the first UDL principle: Provide multiple means of representation

Guideline Checkpoint Main answers Occ.
ICT and Multimedia Educational Mediators 15
Offer ways of customizing
the display of information Iconic Mediators 9
No 1
1. Provide options for Off It f R Iconic Mediators 10
perception er  anernanves °" "ICT and Multimedia Educational Mediators 9
auditory information No 1
. . ICT and Multimedia Educational Mediators 9
Offer alternatives for visual -
. . Description and Read Aloud 7
information
No 1
Explanations and practical examples 6
Clarify vocabulary and Research & Insights 4
symbols ICT and Multimedia Educational Mediators 4
No 4
Explanations and practical examples 12
. Anticipation of the topic, objectives, and
S milestones at the beginning of the lesson 3
No 4
2. Provide options for . Help and support, including through
language and symbols Support Qecodmg _Of LE, templates, summaries, and simplifications 12
mathematical notation, - :
Iconic Mediators 7
and symbols
No 3
. Reading, clarifications, and translations 5
Promote  understanding - - :
Variety of language during the explanation 4
across languages
No 9
. ICT and Multimedia Educational Mediators 14
[lustrate through multiple - :
. Iconic Mediators 11
media
No 9
Summaries, reviews, links, and summaries
. during the explanation 11
Activate or supply ; ; -
Teaching methods based on an interactive
background knowledge .
dialogue 5
No 2
o . Simplifications and guides to support
Highlight .pa.tterns, critical comprehension 7
3. Provid ions f features, big ideas, Iconic Mediators i)
- rroviae optlgns or and relationships
comprehension No 3
Guide information Examples & Guided Activities 8
processing and ICT and Multimedia Educational Mediators 4
visualization No 1
Links between theoretical concepts and their 10
Maximize transfer and applicability in everyday life
generalization Interdisciplinary teaching approach

No

1

Regarding the first area, teachers answered 12 questions about the respective checkpoints. The
results highlight a general tendency of teachers to adopt a teaching style aimed at providing
flexible content that does not rely on a single sense, to communicate through multiple languages
to promote shared understanding and to build meaning and generate new knowledge (Table 3).
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In particular, the most adopted strategies involve the use of iconic, multimedia, and technological
mediators to develop topics and share content, such as padiets, power points, or through special

programs in which to insert links, images, and sounds (T4).

Table 4 Most frequent answers concerning the second UDL principle: Provide multiple means of action and

expression
Guideline Checkpoint Main answers Occ.
Use of classrooms and spaces offered by 10
Vary the methods for _the school
4. Provide options for response and navigation Teaching methods that involve group work 8
physical action No 6
Optimize access to tools and  Digital Board and ICT during the lesson 18
assistive technologies Use of the multimedia classroom 3
. . ICT and Multimedia Educational Mediators 15
Use multiple media for - :
communication Iconic Mediators 12
No 1
Use multiple tools for _ICT and Multimedia Educational Mediators 10
construction and Iconic Mediators 4
5. Provide options for composition No 6
expression and Laboratory activities, group activities,
communication ) } ] reality tasks 5
Lzl fluencies with Step-by-step presentation of content and
graduated levels of support guidance for the activity B
i . Iconic Mediators 5
practice and performance —
Customisation of tests 4
No 2
Choice by the teacher of objectives
achievable by the students (also by level
bands) starting from the observation and
Guide appropriate goal- _diagnosis of the starting levels 9
setting Offering guidance and control tools 2
Inputs that can motivate you to study 2
No 2
Support for the acquisition of an
G Ereil e for Support  planning  and _autonomous s.tudy.method : : 6
T T e strategy development ICT and Multimedia Educational Mediators 5
No 2
N . Maps, outlines, and guides 8
.Fac111tat<.e Managng =11 and Multimedia Educational Mediators 7
information and resources
No 1
Recovery, consolidation, and verification 8
Enhance capacity for _activities
Self-assessment activities (personal/peers) 6

monitoring progress

No

The second set of 9 questions, in line with the second UDL principle, aimed to investigate whether
and how teachers provide their students with opportunities for movement, communication, and
executive function development. The responses highlight a certain reluctance of teachers to
relinquish portions of "teaching power" (Fiorin, 2017) and to promote the use of multiple tools to
articulate their learning (Table 4). Teachers seem to prefer personally selecting the goals
achievable by students based on careful observation and accurate diagnosis of their starting levels

(T12).
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Table 5 Most frequent answers concerning the third UDL principle: Provide multiple means of engagement

Guideline Checkpoint Main answers Occ.
Positive reinforcement 7
Optimize individual choice Margin of choice for the pupil in carrying 5
and autonomy out an activity
No 1
Links between the content presented,
7. Provide options for . experiences, prior knowledge, and reality 12
. Optimize relevance, value, and - - ;
recruiting interest .. ICT and Multimedia  Educational
authenticity .
Mediators 6
No 2
s i f settings, timing, 1
Minimize threats and Stratgglc use of settings, timing, and toq S 8
di . Provision of a serene and collaborative
istractions
atmosphere b
Lesson contextualised to reality, also with
Heighten salience of goals and _concrete examples 7
objectives Clear and precise explanation of the
teacher
Adaptation of activities to pupils' abilities 11
Vary demands and resources Flexibility of the teacher to appreciate the
to optimize the challenge commitment of each student
8. Provide options for No 1
sustaining effort and Use of teaching methods that involve
persistence . group work 14
Foster  collaboration and -
. Promotion of values such as empathy,
community - .
solidarity, collaboration
No
Frequent, punctual, and specific feedback
Increase mastery-oriented Feedback on results about the objectives,
feedback highlighting strengths and weaknesses b
No 6

Lesson contextualized to the reality and
interests of the students, also with concrete
examples 8
Use of positive reinforcement

Promote expectations and
beliefs that
optimize motivation

Support, tools, or simulations to help

q q overcome challenges 10
9. Provide options for self- . ) -
regulation Facilitate personal coping Integration of group, laboratory, and
skills and strategies individual activities 3
Adapt teaching starting from the critical
issues that have emerged 3
Targeted activities (written reflections, 8
Develop self-assessment and - . . .
. questionnaires, stimulus questions)
reflection -
When analyzing the results 5

The third UDL principle focuses on affective networks as a crucial element for learning. The 10
open-ended proposed questions focused on strategies to arouse interest, maintain engagement,
and develop self-regulation. The responses confirm the teacher's central role in managing the
teaching-learning relationship, with a tendency towards frontal teaching and using positive
reinforcement to optimize student motivation and autonomy. However, there seems to be little
space for promoting individual student choice; instead, it is the teacher who provides extrinsic
motivation and, if necessary, customizes an individual learning path (T3) based on what the teacher
has assessed regarding the needs and potential of the student in question (Table 5).

Overall, the data highlight that some of the guiding principles of the UDL framework find
application in the teaching practices of the involved teachers, albeit unintentionally. This crucial
aspect has been emphasized by the framework's creators themselves, who anticipated that
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teachers might already be familiar with the principles and strategies they developed even before
their intentional implementation (Catalfamo, 2016; Mayer et al., 2014).

Formally, teaching strategies are distinguished on three levels: organizational, evaluative, and
instructional. Organizational strategies pertain to the planning and setup of the learning
environment; evaluative strategies involve the selection of assessment criteria to monitor
educational processes and their outcomes; instructional strategies relate to the organization and
operational conduct of teaching interventions. It is upon these elements that teaching strategies
acquire features of recognisability, transferability/adaptability, practical utility, and proven
effectiveness (Bonaiuti, 2014). To date, all studies utilizing the results of UDL methodology
application have proven to be extremely positive, also shedding light on the challenges associated
with large-scale implementation and changes in educational systems. Research related to UDL
has shown, in particular, increases in student engagement, learning outcomes, critical thinking,
reading comprehension, positive behavior, self-concept, inclusivity, autonomy, and a good
balance in terms of the risk/safety variable (Katz, 2012; Katz et al., 2019).

Although the UDL framework has proven effective in designing tools and lessons, its
implementation in designing entire learning environments presents some limitations in research.
In this regard, it is important to note that the majority of studies conducted on the subject have
been limited to a few countries, with students sharing similar cultural and socioeconomic
backgrounds: primarily the USA, Canada, and New Zealand (Al-Azawei et. al, 2016; Creig et al.,
2018; Mangiatordi & Serenelli, 2013). Consistent with the aforementioned results, MacArthur and
Rutherford (2016) highlight a trend among New Zealand teachers to use a wide variety of teaching
and learning theories as a means to engage all students, stimulating teachers to explore different
ways of presenting information. Furthermore, a study conducted by Melhem & Al-Rashid (2023)
to evaluate teachers' implementation of the principles of Universal Design for Learning found that
the most central principle of UDL was the representation domain, ranking first, while the action,
expression, and engagement domains ranked second and third, respectively. In the Italian context,
the results outlined above are consistent with the survey conducted by Ghedin and Mazzocut
(2017). In particular, the relevant aspects for the involved teachers concern the implementation of
differentiated and multidimensional teaching practices about teaching that implicitly pursue the
principles of Universal Design for Learning (UDL) applied to various components such as activity
design, content preparation, various means through which to convey content or allow students to
manipulate it, and evaluation. In the aforementioned survey, the highest level of agreement
recorded in the results pertains to the idea that the class is composed of a wide variety of needs,
preferences, and abilities of students and that a single teaching solution cannot be functional for
everyone. This concept reflects the fundamental principle of the UDL model, as it is based on the
idea of a universal design that can meet the needs of every individual.

4 Conclusion

The paper has examined the results of an exploratory investigation, which is an integral part of
the start-up phase of a TPDR dedicated to the professional development of teachers through the
implementation of the UDL framework and the promotion of transformative learning with
significant implications in the school context. The main objective of this investigation was to assess
whether and to what extent the principles and guidelines of UDL were already implicitly present
in the daily teaching practice of teachers before the start of the training. Both quantitative and
qualitative data, collected through a customized tool e during the first meeting of the working
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group, were analyzed and compared to identify the implicit predisposition of the context for the
adoption of the approach as well as common response modalities and declared educational and
didactic strategies that reflected the UDL principles. Overall, the analysis of the results indicates
a good theoretical adherence of teachers to the principles of UDL despite not explicitly knowing
the model. However, they highlight the need for targeted training on strategies and methods for
inclusive practice that offer equal learning opportunities to all students. This includes the creation
of flexible educational objectives, methods, materials, and assessments that can be customized
and adapted by students themselves based on their needs.

The collected data will be further analyzed using the Constant Comparative Analysis and Cluster
Analysis (CIA), known as K-means, to fully understand the impacts and variations stimulated by
the intervention. This work is part of a broader scientific reflection emphasizing the importance of
teacher training to create inclusive environments that embrace and value student diversity.
Furthermore, it is important to carefully evaluate the impact of the research in terms of educational
solutions and process dynamics and the evaluation's ability to collect meaningful indicators. The
presence of a comprehensive evaluation plan across multiple levels will allow for assessing the
outcomes and long-term impact of the project on the community of practice, teachers, and the
learning environment, thus contributing to transformative change in educational contexts.

5 Statement of researchers
5.1 Researchers contribution rate statement

This work is the result of the combined contributions of the authors, each of whom is credited in
detail for their respective parts: Maria Moscato paragraphs 1.2, 2, 2.1, 3, 3.1, 3.2, 3.3; Francesca
Pedone paragraphs 1, 1.1, 4.

5.2 Conflict statement

The authors declare no potential conflicts of interest.

References

Agrusti, G., & Dodman, M. (2021). Evaluating the impact of “Ricerca-Formazione” on teachers’ professional
development.  Methodological issues and operational models. RicercAzione, 13(2), 75-84.
https://doi.org/10.32076/RA13202

Aiello, P, Sharma, U., & Sibilio M. (2016). La centralita delle percezioni del docente nell’agire didattico inclusivo. Perché
una formazione docente in chiave semplessa?. [The centrality of the teacher's perceptions in inclusive didactic
action. Why a teacher training in a semplex key?] Italian Journal of Educational Research, 9(16), 11- 21.

Ainscow, M., Booth, T., Dyson, A., Farrell, P., Frankham, J., Gallannaugh, F., Howes, A., & Smith, R. (2006). Improving
Schools, Developing Inclusion. Routledge.

Al-Azawei, A., Serenelli, F., & Lundqvist, K. (2016). Universal Design for Learning (UDL): A Content Analysis of Peer-
Reviewed Journal Papers from 2012 to 2015. Journal of the Scholarship of Teaching and Learning, 16(3), 39-56.
http://doi.org/10.14434/josotl.v16i3.19295

Alsalem M. (2015). Considering and supporting the implementation of universal design for learning among teachers of students
who are deaf and hard of hearing in Saudi Arabia. Unpublished doctoral dissertation, University of Kansas.
https://core.ac.uk/download/pdf/213413592.pdf

Aquario, D., Pais, [., & Ghedin, E. (2017). Accessibilita alla conoscenza e Universal Design. Uno studio esplorativo con
docenti e studenti universitari. [Knowledge accessibility and Universal Design. An exploratory study with
university teachers and students]. /talian Journal of Special Education for Inclusion, 5(2), 93-105.

Asquini, G. (Ed.) (2018). La Ricerca-Formazione. Temi, esperienze, prospettive. [The Teacher Professional Development
Research. Themes, experiences, perspectives]. Franco Angeli.

Baldacci, M., Nigris, E., & Riva, M.G. (Eds.). (2020). Idee per la formazione degli insegnanti. [ Teacher Training Ideas]. Franco
Angeli.

122



Pedagogical Perspective, 2024, TSTT 2023 Special Issue, 110-125

Biesta, G. (2015). How does a competent teacher become a good teacher? On judgement, wisdom and virtuosity in
teaching and teacher education. In R. Heilbronn & L. Foreman-Peck (Eds), Philosophical perspectives on the future
of teacher education (pp. 3-22). Wiley Blackwell.

Biesta, G. (2017). The Future of Teacher Education: Evidence, Competence or Wisdom? In M, A. Peters, B. Cowie & I.
Menter (Eds.), A Companion to Research in Teacher Education (pp. 435-453). Springer.

Bocci, F. (2018). L’insegnante inclusivo e la sua formazione: una questione aperta nell’ottica dei Disability Studies. [The
inclusive teacher and their training: an open question from the perspective of Disability Studies]. In R. Medeghini,
E. Valtellina, B. A. Ferri, F. Monceri, D. Goodley, T. Titchkosky, G. Vadala, V. Migliarini, S. D'Alessio, F. Bocci,
& A. Marra, Disability Studies e inclusione. Per una lettura critica delle politiche e pratiche educative. [ Disability Studies
and inclusion. For a Critical Reading of Educational Policies and Practices]. (pp. 141-172). Erickson.

Bocci, F. (2021). Pedagogia speciale come pedagogia inclusiva. Itinerari istituenti di un modo di essere della scienza
dell’educazione. [Special pedagogy as inclusive pedagogy. Itineraries establishing a way of being of the science of
education]. Guerini Scientifica.

Bonaiuti, G. (2014). Le strategie didattiche. [ Teaching strategies]. Carocci.

Booth, T., Nes, K., & Stregmstad, M. (2003). Developing inclusive teacher education? In T. Booth, K. Nes & M. Strgmstad
(Eds.), Developing inclusive teacher education (pp. 9-22). Routledge.

Booth, T., & Ainscow, M. (2011). Index for Inclusion: Developing Learning and Participation in Schools (3" ed.). Centre for
Studies on Inclusive Education.

Buysse, A. (2011). Une modélisation de la régulation et des mediations dans la construction des savoirs professionnels
des enseignants. [A model of regulation and mediation in the construction of teachers' professional knowledge].
In P. Maubant, S. Martineau (Eds.), Fondements des pratiques professionnelles des enseignants. [Foundations of
Teachers' Professional Practices], (pp. 267-308). Presses de 'Université du Québec.

Calvert, L. (2016). Moving from compliance to agency: What teachers need to make professional learning work. OH, Learning
Forward & NCTAF. https://learningforward.org/wp-content/uploads/2017/08/moving-from-compliance-to-

agency.pdf
Capp, M.J. (2017). The effectiveness of universal design for learning: A meta analysis of literature between 2013 and
2016. International Journal of Inclusive Education, 21(8), 791-807.

https://doi.org/10.1080/13603116.2017.1325074

CAST (2018). UDL Guidelines version 2.2. https:/ /udlguidelines.cast.org/

Catalfamo, A. (2016). Applicabilita dello Universal Design for Learning in ambito italiano. Riflessioni a margine.
[Applicability of Universal Design for Learning in the Italian context. Reflections on the sidelines]. In G. Savia
(Ed.), Universal Design for Learning. Progettazione universale per I'apprendimento e didattica inclusiva. [Universal
Design for Learning and inclusive teaching]. (pp. 97-108). Erickson.

Chiappetta Cajola, L., Ciraci, A. (Eds.). (2013). Didattica inclusiva. Quali competenze per l'insegnante?. [Inclusive teaching.
What competencies for the teacher?). Armando.

Cologon, K. (2019). Towards Inclusive Education: A Necessary Process of Transformation. Macquarie University for Children
and Young People with Disability Australia.

Cottini, L. (2017). Didattica speciale e inclusione scolastica. [Special education and school inclusion]. Carocci.

Creig, S.L., Smith, S.J., & Frey, B.B. (2019). Professional development with universal design for learning. Supporting
teachers as learners to increase implementation of UDL. Professional Development in Education, 48(1), 22-37.
https://doi.org/10.1080/19415257.2019.1685563

Creswell, JW. (2015). Revisiting mixed methods and advancing scientific practices. In S. Hisser- Biber & R. Burke
Johnson (Eds.), The Oxford Handbook of Multimethod and Mixed Methods Research Inquiry (pp. 57-71). Oxford
University Press.

D’Alessio, S., Medeghini, R., Vadala, G., & Bocci. F. (2015). L’approccio dei Disability Studies per lo sviluppo delle
pratiche scolastiche inclusive in Italia. [The Disability Studies approach for the development of inclusive school
practices in Italy]. In R. Vianello & S. Di Nuovo (Eds.). Quale scuola inclusiva in Italia. Oltre le posizioni ideologiche:
risultati della ricerca. [Which inclusive school in Italy. Beyond Ideological Positions: Research Findings). (pp. 151-179).
Erickson.

Dell’Anna, S. (2021). Prefazione all’edizione italiana. [Preface to the Italian edition]. In W.W. Murawski & K.L. Scott
(Eds.). Universal design for learning in pratica. Strategie efficaci per l'apprendimento inclusivo [ What really works with
Universal Design for Learning] (pp. 11-26). Erickson.

Domenici, G, & Biasi, V. (Eds.). (2019). Atteggiamento scientifico e formazione dei docenti. [Scientific Attitude and Teacher
Training). Franco Angeli.

Domenici, G., Lucisano, P., & Biasi, V. (2017). La ricerca empirica in educazione. [ Empirical research in education]. Armando.

123



Maria Moscato & Francesca Pedone

Dovigo, F. (2019). I bisogni educativi speciali: Un percorso verso l'inclusione?. [Special Educational Needs: A Path to
Inclusion?]. In F. Dovigo & F. Pedone (Eds.), I bisogni educativi speciali. Una guida critica per insegnanti [ Special
Educational Needs. A Critical Guide for Teachers] (pp. 15-38). Carocci.

Dyson, M. (2010). What Might a Person-centred Model of Teacher Education Look Like in the 21st Century? The
Transformism Model of Teacher Education. Journal of Transformative Education, 8(1), 3-21.
https://doi.org/10.1177/1541344611406949

Falcinelli, F. (2010). La formazione dei docenti per la scuola di qualita. [Teacher training for quality schools]. In P.
Crispiani (Ed.), /I Management nella scuola di qualita. [Management in Quality Schools]. (pp. 229-250). Armando.

Fiorin, 1. (2017). La sfida dell’insegnamento. Fondamenti di Didattica Generale. [ The challenge of teaching. Fundamentals of
General Didactics]. Mondadori.

Florian L. (2019). On the Necessary Co-Existence of Special and Inclusive Education. International Journal of Inclusive
Education, 23(7-8), 691-704.

Florian, L., & Linklater, H. (2010). Preparing teachers for inclusive edu- cation: using inclusive pedagogy to enhance
teaching and learning for all. Cambridge Journal of Education, 40(4), 369-386.

Florian, L., & Beaton, M. (2018). Inclusive pedagogy in action. Getting it right for every child. International Journal of
Inclusive Education, 22(8), 870-884. https://doi.org/10.1080/13603116.2017.1412513

Ghedin, E., & Mazzocut, S. (2017). Universal Design for Learning per una valorizzazione delle differenze. Un’indagine
esplorativa sulle percezioni degli insegnanti. [Universal Design for Learning for an Enhancement of Differences.
An Exploratory Survey of Teachers' Perceptions]. Italian Journal of Educational Research, 18, 145-162.

Gonzélez-Gil, F., Martin-Pastor, E., Flores, N., Jenaro, C., Poy, R., & Gomez-vela, M. (2013). Teaching, Learning and
inclusive education. The challenge of teachers’ training for inclusion. Social and Behavioral Sciences, 93, 783-788.

Guerra, G. (2018). Per un approccio problematico al tema dell’agency nello sviluppo professionale dei docenti. [For a
problematic approach to the issue of agency in the professional development of teachers]. In M. Sibilio & P.
Aiello (Eds.), Lo sviluppo Professionale dei docenti. Ragionare di agentivita per una scuola inclusiva. [Professional
development of teachers. Reasoning about agency for an inclusive school]. (pp. 159-166). Edises.

Hattie, J. (2012). Visible learning for teachers: Maximizing impact on learning. Routledge.

Katz, J. (2012). Teaching to Diversity: The Three-Block Model of Universal Design for Learning. Portage & Main Press.

Katz, J., & Sokal, L. (2016). Universal Design for Learning as a Bridge to Inclusion. A Qualitative Report of Student
Voices. International Journal of Whole Schooling, 12(2), 36-63.

Katz, J., Sokal, L., & Wu, A. (2019). Academic achievement of diverse K-12 learners in Three-Block Model Classrooms.
International Journal of Inclusive Education, 19(1), 1-20.

Lave, J., & Wenger, E. (1991). Situated Learning: Legitimate Peripheral Participation. Cambridge University Press.

Liasidou, A. (2012). Inclusive Education, Politics and Policymaking. Contemporary Issues in Education Studies. Continuum
International Publishing Group.

Losito, B., & Pozzo, G. (1997). The Double Track. The Dicotomy of Roles in Action research. In S. Hollingsworth (Ed.),
International Action Research. A casebook for Educational Reform (pp. 288-299). Falmer Press.

MacArthur, S., & Rutherford, G. (2016). Success for all? Re-envisioning New Zealand school and classrooms as place
where “Rights” replace “Special”. New Zealand Association for Research in Education, 51, 157-174.

Magnoler, P. (2011). Tracce di habitus?. [Traces of habitus?]. Education Sciences & Society, 2(1), 67-82.

Mangiatordi, A., & Serenelli, F. (2013). Universal design for learning: A meta-analytic review of 80 abstracts from peer
reviewed journals. Research on Education and Media, 5(1), 109-118.

Manyukhina, Y., & Wyse, D. (2019). Learner agency and the curriculum: a critical realist perspective. The Curriculum
Journal, 30(3), 223-243. https://doi.org/10.1080/09585176.2019.1599973

Mayer, A., Rose, D.H., & Gordon, D. (2014). Universal Design for Learning: Theory and Practice. CAST Professional.

McGarr, O., & McCormack, O. (2016) Counterfactual mutation of critical classroom incidents: implications for reflective
practice in initial teacher education, European Journal of Teacher Education, 39(1), 36-52.
https://doi.org/10.1080/02619768.2015.1066329

Melhem, T., & Al-Rashid, W. (2023). Teachers’ perception towards implementation of principles of Universal Design for
Learning (UDL) in teaching students with learning difficulties. Educational Administration: Theory and Practice,
29(4), 20-34. 10.52152/kuey.v29i4.772

Mercer, N., & Howe, C. (2012). Explaining the Dialogic Process of Teaching and Learning. The Value and Potential of
Sociocultural Theory. Learning, Culture and Social Interaction, 1, 12-21.
https://doi.org/10.1016/j.1csi.2012.03.001

Miles, M.B., Huberman, A.M., & Jaldana J. (2020). Qualitative data analysis. A methods sourcebook. Sage.

Mitchell, D. (2011). What really works in special and inclusive education. Using evidence-based teaching strategies. Routledge.

Murawski, W.W., & Scott, K.L. (Eds.). (2019). What really works with Universal Design for Learning. Erickson.

124



Pedagogical Perspective, 2024, TSTT 2023 Special Issue, 110-125

Nigris E., Cardarello R., Losito B., & Vannini I. (2020). Ricerca-Formazione e miglioramento della scuola. Il punto di
vista del CRESPI. [Teacher Professional Development Research and school improvement. CREPI's point of
view]. RicercAzione, 12(2), 225-237. https://dx.doi.org/10.32076/RA12210

Novak, K. (2016). UDL now! A teacher’s guide to applying Universal Design for Learning in today’s classrooms. CAST
Professional.

Pastori, G. (2017). In ricerca. Prospettive e strumenti di ricerca per educatori e insegnanti. [ Searching. Perspectives and Research
Tools for Educators and Teachers). Spaggiari-Junior.

Pedone, F. (2019). La formazione degli insegnanti in prospettiva inclusiva. Tra sfide ed opportunita. [Teacher training
in an inclusive perspective. Between challenges and opportunities]. In F. Dovigo & F. Pedone (Eds.),  bisogni
educativi speciali. Una guida critica per insegnanti. [ Special Educational Needs. A Critical Guide for Teachers]. (pp. 39-
66). Carocci.

Pedone, F. (2021). Includere per apprendere, apprendere per includere. Formazione e sviluppo professionale inclusivo degli
insegnanti. [Include to learn, learn to include. Inclusive teacher training and professional development]. Pensa
Multimedia.

Pedone, F., & Moscato, M. (2023). Verso una didattica dell'inclusione e per l'inclusione. [Towards a didactics of inclusion
and for inclusion]. In G. Lavanco & F. Pedone (Eds.) Oltre le colonne di Eracle. Orientamenti interdisciplinari per
l'inclusione. [Beyond the Pillars of Heracles. Interdisciplinary Guidelines for Inclusion]. (pp. 119-140). Palermo:
Palermo University Press.

Portelance, L., Martineau, S. & Mukamurera, J. (2014). Développement et persévérance professionnels dans ['enseignement.
[Professional development and perseverance in teaching). Presses de I'Université du Québec.

Roberts, K.D., Park, H.J., Brown, S., & Cook, B. (2011). Universal Design for Instruction in Postsecondary Education. A
Systematic Review of Empirically Based Articles. Journal of Postsecondary Education and Disability, 24(1), 5-15.

Salvadori, I. (2019). Verso il profilo professionale dell'insegnante “esperto”. Modelli teorici e proposte metodologiche
per un’epistemologia della professionalitd docente nel contesto scolastico italiano. [Towards the professional
profile of the "expert" teacher. Theoretical models and methodological proposals for an epistemology of teaching
professionalism in the Italian school context]. FORMAZIONE & INSEGNAMENTO. 17(1), 177-186.

Savia, G. (Ed.). (2016). Universal Design for Learning. Progettazione universale per I'apprendimento e didattica inclusiva.
[Universal design for learning and inclusive teaching]. Erickson.

Savia, G. (2018). Universal Design for Learning nel contesto italiano. Esiti di una ricerca sul territorio. [Universal Design
for Learning in the Italian context. Results of a research on the territory]. Italian Journal of Special Education for
Inclusion, 6(1), 101-118.

Sgambelluri, R. (2020). Universal Design for Learning for a tailored didactics of the student. Education Sciences & Society,
11(1), 241-254.

Sibilio, M., & Aiello, P. (Eds.) 2018. Lo sviluppo Professionale dei docenti. Ragionare di agentivita per una scuola inclusiva.
[Professional development of teachers. Reasoning about agency for an inclusive school]. Edises.

Traversetti, M., Rizzo, A., & Pellegrini, M. (2022). Designing an accessible and sustainable classroom curriculum for
reading-comprehension between school and university. A research project. Italian Journal of Special Education
for Inclusion, 10(2),91-101. https://doi.org/10.7346/sipes-02-2022-08

Trinchero, R. (2015). Manuale di ricerca educativa. [Handbook of educational Research). FrancoAngeli.

Trinchero, R., & Robasto, D. (2019). I mixed methods nella ricerca educativa. [Mixed methods in educational research].
Mondadori.

Unesco. (2016). Training tools for curriculum development: reaching out to all learners: a resource pack for supporting inclusive
education. https://unesdoc.unesco.org/ark:/48223/pf0000243279

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

Vanhulle, S., Dobrowolska, D., & Mosquera Roa, R. S. (2015). Mettre en texte une problématique professionnelle: de
I'exercice du «genre réflexif» a I'appropriation des savoirs et du soi professionnels. [Putting a professional
problem into text: from the exercise of "reflective gender" to the appropriation of professional knowledge and
self]. Formation et pratiques d’enseignement en questions, 19, 115-126.

Wenger, E. (2011). Communities of Practice. A brief introduction, STEP Leadership  Workshop.
https://scholarsbank.uoregon.edu/xmlui/bitstream/handle/1794/11736/A%20brief%20introduction%20to%
20CoP.pdf?sequence=1&isAllowed=y

Wenmoth, D. (2014). Learner agency. https://core-ed.org/en_NZ/free-resources/ten-trends/2014-ten-trends/learner-
agency/

125


https://unesdoc.unesco.org/ark:/48223/pf0000243279
https://unesdoc.unesco.org/ark:/48223/pf0000373718
https://scholarsbank.uoregon.edu/xmlui/bitstream/handle/1794/11736/A%20brief%20introduction%20to%20CoP.pdf?sequence=1&isAllowed=y
https://scholarsbank.uoregon.edu/xmlui/bitstream/handle/1794/11736/A%20brief%20introduction%20to%20CoP.pdf?sequence=1&isAllowed=y
https://core-ed.org/en_NZ/free-resources/ten-trends/2014-ten-trends/learner-agency/
https://core-ed.org/en_NZ/free-resources/ten-trends/2014-ten-trends/learner-agency/

	1 Introduction and background
	2 Method
	3 Findings
	4 Conclusion
	5 Statement of researchers
	References

