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Inclusive resources can contribute to the development of inclusive teaching

practices and equity in education. The study aimed to analyze the perception

of Brazilian and Portuguese teachers who work with students with special

educational needs regarding the inclusive resources available and their inclusive

practices, correlating themwith personal variables (age, gender) and professional

variables (teaching experience, education cycle in which they work, and

participation in Special and Inclusive Education courses). A total of 85 Brazilian

and 94 Portuguese teachers from public basic education schools participated

in the study. The majority were women, with a mean age of 43.6 years among

Brazilian teachers and 54.5 years among Portuguese teachers. For most Brazilian

teachers, teaching experience was under 20 years, whereas for Portuguese

teachers, it was over 20 years. Brazilian teachers predominantly worked in

Early Childhood Education and Elementary School I, while Portuguese teachers

mainly worked in the third cycle of basic education. Regarding training, 70% of

Brazilian teachers and 42% of Portuguese teachers had completed courses in

Special and Inclusive Education or related areas. Data collection employed a

sociodemographic questionnaire and the Resources and Practices for Inclusive

Education instrument, composed of 24 items: nine to assess available resources

and 15 to assess inclusive practices in the classroom. Data were collected online.

Results indicated that 80% of Portuguese teachers and 34% of Brazilian teachers

agreed that resources for inclusion were available. Regarding inclusive practices,

98% of teachers from both countries reported using them in the classroom.

Among Brazilian teachers, those with more students specific needs and those

who had training in inclusive education perceived more available resources

and reported better practices. Brazilian teachers with less experience and those

teaching students with Autism Spectrum Disorder (ASD) and alongside students

with other conditions perceived fewer available inclusive resources. Among

Portuguese teachers, those who perceived more resources available reported

more inclusive practices, and teachers who used additional measures exhibited

higher levels of inclusive practices.
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1 Introduction

Promoting more inclusive and equitable education has become
a central priority for policymakers, researchers, and educational
agents (Alves, 2019; Ainscow, 2020; UNESCO, 2017). Ensure that
educational systems provide all children with the opportunity to
learn together, addressing their needs and overcoming barriers,
including vulnerable and marginalized groups it is part of the
current education guidelines (Santos and Mendes, 2021; UNESCO,
2020).

In some countries inclusive education is still understood as a
proposal intended only for children who need some kind of help to
perform their school activities. However, the concept has expanded
to encompass all students (Abreu andGrande, 2021; Ainscow, 2020;
Alves, 2019; Schwab, 2019; Vrǎşmaş, 2018; Zerbato and Mendes,
2018), o que has led schools around the world to adapt by through
the implementation of support structures and human and material
resources for learning support and school inclusion. The objective
is to enable everyone to acquire knowledge, in consonance with
their culture, which must be considered throughout the entire
teaching and learning process (Ainscow, 2020; Brasil, 2008).

However, the way countries are attempting to implement
inclusion varies widely, as do the challenges each faces, often
differing even within the same country. The decision on whether a
child is entitled to special resources to support inclusive education
may differ among stakeholders. In some countries, this choice is
made primarily by parents, whereas in others, professionals decide
which school is most appropriate (Schwab, 2019).

In Brazil, the basic school education system is organized
into four levels: Early Childhood Education (up to 5 years old);
Elementary School—Early Years (1st to 5th grade); Elementary
School—Later Years (6th to 9th grade); and High School (1st to
3rd year). The responsibility for providing access to education
in public schools in Brazil is shared between the municipal and
state governments (Brasil, 1988). After completing these stages of
education, students can proceed to higher education in state and
federal public schools, as well as private institutions.

At all these levels, according to the National Education
Policy from the Perspective of Inclusive Education (Brasil, 2008),
special and inclusive education permeates them transversally,
from Early Childhood Education to Higher Education, integrating
the pedagogical proposal of regular education. Resolution No.
4, of October 2, 2009, established Operational Guidelines for
Specialized Educational Assistence (SEA) in Basic Education,
as a support service for students with disabilities, global
developmental disorders, and high abilities/giftedness, assisted by
Special Education teachers in Multifunctional Resource Rooms,
to complement and/or supplement their education (Brasil, 2009).
Although a diagnosis is not mandatory to access Specialized
Educational Assistance (Ministério da Educação e Cultura (MEC),
2014), it is required in many schools, the teacher receiving
information about his student’s diagnosis (Silva and Szymanski,
2020). According to the authors, reports from teachers indicate that
they feel safer when they know what condition the child has.

Abbreviations: ASD, autismo spectrum disorder; RPEI, Recursos e Práticas

para a Educação Inclusiva; UDL, universal design for learning.

The education system in Portugal is organized into four
levels: Pre-school (3 to 6 years old); Basic Education, which
comprises three sequential cycles: 1st Cycle: from 1st to 4th
grade; 2nd Cycle: from 5th to 6th grade; 3rd Cycle: from 7th to
9th grade (12 to 15 years old); and Secondary Education (10th
to 12th grade) (Portugal, 1986). After completing these stages
of education, students can proceed to higher education, which
includes universities and polytechnic institutes. In Portugal, Law
no. 116/2019, of September 13, is currently in force. This lawmakes
the first amendment, through parliamentary review, to Decree-Law
no. 54/2018, of July 6, which establishes the legal framework for
inclusive education.

Since then, the Portuguese education system has adopted
a holistic view of education and an integrated, continuous
approach to the school trajectory, enhancing the inclusion of
all students regardless of their personal or social conditions
(Alves, 2019; Portugal, 2018). Support resources are based on
two methodological options: a) the multi-level approach, which
provides an integrated set of learning support measures according
to each student’s needs, and b) the Universal Design for Learning
(UDL), which proposes flexible pedagogical practices to meet
classroom diversity (Pereira et al., 2018).

Consequently, a diagnosis is not required as a mandatory
condition for student intervention (Silveira-Maia, 2024). Learning
supports are organized into three levels: universal, selective, and
additional (Silveira-Maia, 2024; Pereira et al., 2018). Universal
measures are aimed at all students based on UDL, focusing
on pedagogical differentiation. Selective and additional measures
are applied when universal measures are insufficient to ensure
learning and access to the curriculum. Selective measures involve
reinforcement and tutorial support, while additional measures are
more specific, involving curricular adaptations, more structured
teaching resources and methodologies (Silveira-Maia, 2024) with
more frequent and intensive interventions tailored to each student’s
needs and potential, usually over an extended period (Pereira et al.,
2018).

It is noteworthy that despite the increase in the enrollment of
students who need support for learning in mainstream schools in
both countries (Brasil, 2008, 2023; Organização para a Cooperação
e Desenvolvimento Económico (OCDE), 2022; Carvalho et al.,
2019). The literature highlights the complexity and diversity in
implementing inclusive practices as well as the ongoing challenges
mainstream schools face in providing a quality response to diversity
(Azorín and Ainscow, 2020; UNESCO, 2022).

The studies by Capellini (2018) and Carvalho et al. (2019)
highlighted challenges and advances in the implementation of
inclusive education in differents contexts. In Brazil, Saloviita
(2020) identified structural and pedagogical barriers, such
as a lack of planning to meet students’ needs, inadequate
infrastructure, insufficient teacher training, non-inclusive
practices, and low family participation. In Portugal, the teachers
surveyed by Capellini (2018) highlighted as positive points the
appreciation of differences, the support offered to students and
the cooperation between teachers and students, although they
pointed out limitations in resources and difficulties in lesson
planning to meet diversity. Both studies reinforced the need to
improve policies, practices, and resources to consolidate truly
inclusive education.
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Strategies have been tested to promote more inclusive
practices. Among them, in the Brazilian context, are Universal
Design for Learning (UDL) and Differentiated Instruction (Santos
and Mendes, 2021). The Multilevel Approach and Universal
Design for Learning (UDL) are recommended for implementing
inclusive practices in the Portuguese context (Alves et al., 2020;
Portugal, 2018; UNESCO, 2020). Furthermore, specific resources
for individual cases may be necessary to ensure learning and good
academic performance. However, in both countries, this is still
the case lack of clear specification of the indicators of resources
necessary for an educational system to be considered inclusive,
high-quality, and equitable (Goldan and Schwab, 2020; Santos et al.,
2023).

Inclusive educational resources have been widely studied
in many countries, including Brazil and Portugal, noting their
insufficiency is an extremely relevant variable for educational
quality (Ainscow, 2020; Goldan and Schwab, 2020; Alcaraz et al.,
2024; Carvalho et al., 2019; Santos and Capellini, 2021). They can
be categorized as: personal, including teaching and non-teaching
professionals; technological, relating to teaching and learning
materials; and technical, such as spatial resources related to school
accessibility (Carvalho et al., 2019; Schneider et al., 2018). Research
in this area is necessary to better understand how educational
resources can become barriers or facilitators for learning (Kerr and
Ainscow, 2022).

In addition to the availability of inclusive educational resources,
teachers are frequently encouraged to apply new strategies to
overcome barriers and enable the inclusion of all students
in the classroom (Carvalho et al., 2019; Alcaraz et al., 2024;
EuropeanAgency for Special Needs and Inclusive Education, 2018).
Implementing new strategies may be linked to opportunities for
training and the exchange of successful experiences. However, the
lack of continuous teacher training is identified as a challenge for
inclusive classroom practice (Alves et al., 2020; Carvalho et al.,
2019; Alcaraz et al., 2024). Another important factor for the
effective use of resources is training teachers on how to organize
and properly integrate them into teaching–learning processes
(Gallardo et al., 2019).

Recent studies on teacher perceptions indicate that they report
using inclusive teaching practices (Schwab and Alnahdi, 2020;
Schwab et al., 2022). Sharma et al. (2021) also emphasized their
role in the success of inclusive education, though implementation
requires teachers’ openness to change and the development of
pedagogical strategies that respond to all students’ needs (López-
Azuaga and Riveiro, 2018).

Azorín and Ainscow (2020) stressed that, given the complexity
of the processes involved and the challenges to creating more
inclusive contexts, inclusion must be understood in relation to
particular contexts. Some factors related to teachers’ personal
and professional characteristics, as well as contextual factors,
may influence pedagogical practices (Schwab and Alnahdi, 2020).
However, research on factors influencing teachers’ inclusive
practices remains scarce (Sharma et al., 2021).

A starting point can be identifying the strengths andweaknesses
of inclusive education present in each school and across the school
community. The literature suggests using the Themis Inclusion
Tool to monitor school progress (Azorín et al., 2019; Azorín and

Ainscow, 2020). The instrument was translated and adapted into
Portuguese as the Resources and Practices for Inclusive Education

(RPEI) to facilitate school reflection on contexts, resources, and
processes supporting teachers’ work in education and to guide
necessary changes along the path to inclusion (Carvalho et al.,
2022).

Cruz et al. (2023) analyzed the relationship between inclusive
practices of teachers working in public and private schools in
Portugal and personal and professional characteristics, including
gender, education level, years of experience, roles performed
in the school, and perception of inclusive resources. Nine
hundred twenty-four teachers participated, responding to a
sociodemographic questionnaire and the RPEI. Results showed
that inclusive practices were significantly associated with teachers’
perceptions of inclusive resources, education levels, and gender.
Roles and years of teaching experience were not significantly
associated with inclusive practices, likely due to the influence of
prior and intense contact with diversity.

A study on the perceptions of 450 Portuguese teachers
regarding inclusive education challenges identified strengths
as acceptance and respect for differences, provision of
student support, and cooperation between teachers and
students, while limited and insufficient resources related to
inclusion were identified as weaknesses (Carvalho et al., 2019).
Abreu and Grande (2021), investigating the difficulties and
solutions reported by 17 Portuguese educational professionals
regarding inclusive education, identified lack of resources
(e.g., lack of training, lack of time) and adjustment to new
role definitions by the entire educational community as the
main challenges.

In the study by Carvalho et al. (2024), 539 Portuguese teachers
evaluated variables such as self-efficacy, teaching experience with
disabilities, prior training in inclusive education, and knowledge of
laws and educational policies. Results indicated favorable attitudes
toward the inclusion of children with disabilities, with reported
use of inclusive practices above the instrument’s average score.
About 50% had training in inclusive education, but most reported
extensive experience with this population. Other studies have
examined the influence of attitudes and self-efficacy regarding
inclusive education, suggesting a positive association with the
use of inclusive practices (Schwab et al., 2022; Sharma and
Sokal, 2016). These results align with findings by Krischler
et al. (2019) and Schwab and Alnahdi (2020), who identified
years of experience as a predictor of inclusive practices, with
more experienced educators employing more diverse pedagogical
strategies. However, Saloviita (2020) found that teachers with
fewer years of service demonstrated more positive attitudes toward
inclusive education.

An important point is the exchange of experiences between
countries. According to Hernández-Torrano et al. (2022), most
research on inclusive education still comes from a limited number
of countries, such as the United States, the United Kingdom,
Australia, and Canada. The lack of a solid research base in many
countries represents a challenge to advancing the global inclusive
education agenda because “there is no one model of inclusive
education that suits every country’s circumstances” (Mitchell, 2005,
p. 19).
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Countries lacking research can benefit from dialogue among
researchers from different geographical backgrounds to exchange
inclusive education strategies and practices capable of addressing
complexities, social dilemmas, and educational challenges common
across nations (Pather, 2007). In the present study, given the
cultural and linguistic similarities, identifying and comparing
inclusive resources and practices in Portugal and Brazil may
provide valuable insights for promoting inclusive education in
both nations.

Additionally, in both countries, new legislation has defined
the parameters of inclusive education, requiring teachers to
adapt to them in order to guarantee a quality education for all
students. However, considering both strengths and weaknesses,
advantages and disadvantages, the results are inconclusive. There
is more consistency regarding the lack of available inclusive
resources, but there is disagreement regarding the use of inclusive
pedagogical practices. Using an instrument that encompasses
both variables can be useful for evaluating teachers’ perceptions
of them.

The present study aimed to address the following questions,
intending to confirm or refute data from other studies (Capellini
and Zerbato, 2019; Carvalho et al., 2019): How do Brazilian
and Portuguese teachers perceive the available inclusive
resources and their inclusive practices? What are the strengths
and weaknesses regarding available resources and inclusive
practices identified among Brazilian and Portuguese teachers?
Is there a relationship between the perception of available
inclusive resources and inclusive practices with variables
such as gender, length of teaching experience, direct work
with students receiving selective and additional measures,
and training in inclusive education among Brazilian and
Portuguese teachers?

The study intended to: a) analyze the perception of Brazilian
and Portuguese teachers who work with students with special
educational needs regarding available inclusive resources and their
inclusive practices; b) identify strengths and weaknesses in the
perception of available inclusive resources and inclusive practices;
and c) correlate the perception of available inclusive resources and
their inclusive practices with personal and professional variables of
Brazilian and Portuguese teachers.

2 Method

2.1 Ethical procedures

The research was approved by the Ethics Committee
of the São Paulo State University “Júlio de Mesquita Filho”
(UNESP) Faculty of Sciences, under opinion number 6.871.899
(CAAE: 79401624.3.0000.5398) and by the Municipal Education
Departments of the municipalities of São Paulo, Brazil. In
Portugal, the research received favorable approval from
the Ethics Committee of the Faculty of Psychology and
Educational Sciences of the University of Porto with Ref
2025-06-01b. Also, authorization was requested from the
School Grouping Directorate, in accordance with the required
ethical procedures.

2.2 Participants

The convenience sample, consisted of 85 Brazilian teachers and
94 Portuguese teachers from various educational levels in public
Basic Education schools. The Brazilian teachers worked in schools
in municipalities of the State of São Paulo, while the Portuguese
teachers worked in a school grouping in the metropolitan area of
Porto. All Brazilian participants worked with students with Special
Educational Needs. Among the Portuguese teachers, 72.4% worked
directly with students receiving selective measures, and of these,
49.0% worked with students receiving both selective and additional
measures. Table 1 presents the characterization of the teachers
by country.

3 Materials

3.1 Socioprofessional questionnaire

For this study, a questionnaire was developed to collect
participants’ characteristics (gender and age) and professional
experience (years of teaching experience, teaching cycle/grade, and
training in special and inclusive education) to describe the sample.
Additional data on professional characteristics were collected to
address the research questions of the study: direct work with
students receiving learning and inclusion support for Portuguese
teachers, and the diagnoses of students currently under the
responsibility of Brazilian teachers.

3.2 Recursos e Práticas para a Educação
Inclusiva (RPEI)

The Themis Inclusion Tool, developed by Azorín et al.
(2019), was translated and adapted for the Portuguese context by
Carvalho et al. (2022), under the name Recursos e Práticas para

a Educação Inclusiva. For the Brazilian context, some terms were
adapted, evaluated by consensus by the Brazilian and Portuguese
researchers, in order to avoid biases in the understanding of
the statements. The instrument was designed to facilitate school
reflection on the contexts, resources, and processes that support
teachers’ work. It consists of 24 items, with statements rated on
a 5-point Likert-type scale (1 – strongly disagree to 5 – strongly
agree), with higher scores indicating greater inclusion, measuring
two factors: (1) Inclusive Resources – nine items (e.g., human
resources – “the school’s human resources include specialized
professionals and operational assistants to respond to the diversity
of its students”; technical resources – “the school’s equipment
and furniture are adapted to students’ needs”; and technological
resources – “the computer labs are equipped with enough
computers for the number of students”); (2) Inclusive Practices

– 15 items (e.g., beliefs – “diversity enriches the educational
process” and behaviors – “I provide supplementary activities for
students who complete tasks more quickly”). The choice of the
RPEI instrument was based on the fact that it had been adapted and
validated for the Portuguese context and allows for determining,
from the teachers’ perspective, the availability of inclusive resources
and practices. For use in Brazil, the same instrument validated
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TABLE 1 Socioprofessional information of the participants (frequencies).

Variables Categories Brazilians n = 85 Portuguese n = 94

n % n %

Gender Female 79 93.0 78 82.9

Male 6 7.0 15 15.9

Prefer not to answer - - 1 -

Age Up to 40 years 36 42.0 0 -

41 to 50 30 35.0 29 30.8

51 or more 19 22.3 65 69.1

Length of experience Up to 10 years 32 37.0 0 -

11 to 20 33 38.8 13 13.5

21 to 30 15 17.6 42 45.8

31 or more 5 6.0 39 40.6

Teaching cycle by country Early childhood education/preschool 36 42.0 9 9.4

Elementary education 1/1st cycle 30 35.2 16 16.7

Elementary education 2/2nd cycle 16 18.0 20 20.8

3rd cycle (In Portugal) - - 49 51.0

High school/secondary education 3 4.0 - -

Training in inclusive education Yes 49 69.4 40 41.7

No 36 35.2 54 58.3

Population worked with Direct work with students with additional and
selective measures

- - 47 49.0

Direct work with students with selective measures - - 22 23.4

Without students who require other measures - - 25 27.6

Students with ASD 38 44.2 - -

ASD+ Other conditions 33 38.4 - -

Others (HI, PD, ADHD, HA/G) 15 17.4 - -

ASD, autism spectrum disorder; HI, hearing impairment; PD, physical disability; ADHD, attention deficit hyperactivity disorder; HA/G, high abilities and giftedness.

Source: Developed by the authors.

in Portugal was applied without modifications. Both subscales
demonstrated good psychometric properties, with Cronbach’s alpha
values of 0.815 (Inclusive Resources) and 0.902 (Inclusive Practices)
(Carvalho et al., 2022; Cruz et al., 2023). In this study, the overall
instrument showed good internal consistency, with a Cronbach’s
alpha of 0.882, while the Inclusive Resources subscale had a value of
0.813, and the Inclusive Practices subscale demonstrated excellent
internal consistency, with a value of 0.932.

3.2.1 Data collection procedures
After the ethical procedures, authorization was requested

from the authors for the application of the RPEI instrument
(Carvalho et al., 2022), conducted concurrently and independently
in both countries. In the Brazilian municipalities that approved
the research, contact with the schools was made via the schools’
institutional email, providing information about the study, its
objectives, and a Google Forms link for distribution to the
teachers. In Portugal, the study was disseminated to teachers

via institutional email, requesting participation in completing an
online questionnaire on the Qualtrics platform.

Participants in both countries only gained access to the
questionnaires after signing the consent form. This cover
sheet contained the study objectives, ethical procedures, and
informed consent declaration, as well as the email addresses
of the participating researchers for any clarifications. They
were informed that participation was voluntary, with minimal
or no risk, that they could withdraw at any time, and
that the data would remain confidential. Data confidentiality
was ensured, processed in accordance with the General Data
Protection Regulation for research purposes, and not disclosed
individually. Completion of the Socioprofessional Questionnaire
and the self-report RPIE instrument was estimated to take
approximately 15min and was available from October to
November 2024. The data were stored on password-protected
electronic media, with access restricted to the researchers.
Participants were assured of the right to access the study results
upon request.
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TABLE 2 Absolute and relative distribution of teachers from the Brazilian

and Portuguese samples regarding their perception of available inclusive

resources.

Inclusive resources

Categories Brazilian = 85 Portuguese = 94

n % n %

Totally disagree (TD) 1 1.0 0 0.0

Disagree (D) 22 25.5 5 5.3

Neither agree nor
disagree (A/D)

34 39.5 32 34.0

Agree (A) 25 29.0 49 52.1

Totally agree (TA) 4 5.0 8 8.5

Source: Developed by the authors.

3.2.2 Data analysis
For data analysis, the data from each subscale, Inclusive

Resources and Inclusive Practices, were considered separately,
according to the number of items. The Inclusive Resources subscale
comprised nine items, with a minimum score of nine and a
maximum of 45 points. Classifications were established from the
Likert scale items as follows: Totally Disagree (TD) corresponded
to 9 points, Disagree (D) to 10 to 18 points, Disagree/Agree (D/A)
to 19 to 27 points, Agree (A) to 28 to 36 points, and Totally Agree
(TA) to 37 to 45 points. The Inclusive Practices subscale comprised
15 items, with a minimum of 15 and a maximum of 75 points.
Classifications from the Likert scale items were as follows: Totally
Disagree (TD) corresponded to 15 points, Disagree (D) to 16 to 30
points, Disagree/Agree (D/A) to 31 to 45 points, Agree (A) to 46 to
60 points, and Totally Agree (TA) to 61 to 75 points.

Based on these classifications, it was possible to identify
strengths and weaknesses in both the available resources and
inclusive practices. Strengths were identified as the three items with
the highest frequency of “Agree” and “Totally Agree” responses,
whereas weaknesses were identified as the three items with the
lowest frequency of “Agree” and “Totally Agree” responses.

Correlation analyses were performed separately for each group,
considering the perception of available inclusive resources and
inclusive practices as outcome variables, using Spearman’s test.
For Portuguese teachers, the independent variables were gender,
age, length of experience, participation in Special and Inclusive
Education courses, and measures applied with students (direct
work with selective and/or additional measures or no measures
currently needed). For Brazilian teachers, the independent variables
were gender, age, length of experience, participation in Special
and Inclusive Education courses, weekly working hours, and
student diagnoses (Autism SpectrumDisorder [ASD], ASD+ other
conditions, and other).

4 Results

Table 2 presents the data for the two groups of teachers
regarding their overall perception of available resources.
Considering the frequencies for “Agree” and “Totally Agree” as
classifications indicating a favorable position toward the existence

of inclusive resources available to teachers and, consequently,
to students, it can be seen that 34.0% of the Brazilian sample
perceived these resources as available, while in the Portuguese
sample this perception was 60.6%. Among the participants who
were uncertain whether they agreed or disagreed about resource
availability, 39.5 were from the Brazilian sample and 34.0%
from the Portuguese sample. Those who “Disagreed” or “Totally
Disagreed” accounted for 26.5% of the Brazilian participants and
5.3% of the Portuguese teachers.

Next, the resources that teachers perceive as adequate and
those requiring strategies to provide them were identified. It
was decided to highlight the strengths and weaknesses of the
available resources according to the teachers’ perceptions (Table 3).
Among Portuguese teachers, the strengths were associated with
items 2, 6, and 9. These refer to the support received from the
inclusive education support team, the school’s accessibility, and
the availability of resources for acquiring materials for students.
Regarding weaknesses, the items evaluated were 1, 5, and 3,
which relate to human resources perceived as insufficient to meet
student diversity, such as specialized professionals and operational
assistants, as well as scarce alternative or more complex resources
for students who need them.

Among Brazilian teachers, the strengths identified in the
available resources referred to items 6, 7, and 8 (Table 3). These
were the items with the highest frequencies of agreement, although
none reached 50%. Items 6 and 7, with the highest frequencies,
referred to the school’s accessibility conditions, including both the
building and equipment and furniture adapted to meet students’
needs. Item 8 referred to extracurricular activities available to
students, although the frequency of disagreement exceeded that
of agreement. Regarding weaknesses, the items evaluated were 1
and 3, the same as for Portuguese teachers, related to the human
resources available for teachers and students. Item 4 was also
more frequent, indicating disagreement that, among the available
resources, computer labs were sufficient to meet all students’ needs.

Table 4 presents the data regarding how teachers perceived their
own inclusive practices. Among Brazilian and Portuguese teachers,
99% agreed or totally agreed that their practices were inclusive.

The analysis of inclusive practices showed that, among
Portuguese teachers, more than 86% reported using themwith their
students, with 95% agreeing or fully agreeing that they promoted
inclusive values among students, prevented discrimination, shared
materials with colleagues, reviewed lesson plans and adapted them
to students’ needs, and used varied assessment instruments, valuing
student progress. Among Brazilian teachers, 73% or more agreed
or fully agreed that they used inclusive practices. More than 90%
agreed or fully agreed that they provided supplementary activities
for their students, used varied assessment instruments, regularly
reviewed lesson plans and adapted them to students’ needs, and
organized classes according to students’ characteristics. They also
agreed or fully agreed that learning support measures are a shared
responsibility between teachers and the specialized technical team.

Correlation analyses were conducted separately for each group.
For Portuguese teachers, the outcomes considered were the
perception of available resources and inclusive practices, which
were associated with gender, age, teaching experience, participation
in special and inclusive education courses, and direct work with
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TABLE 3 Analysis of strengths and weaknesses related to the perception of available inclusive resources.

Classification/Resources Weak points—items Strong points—items

Portuguese teachers 1 5 3 2 6 9

n (%) n (%) n (%) n (%) n (%) n (%)

Agree/strongly agree 25(26.5) 15(16.0) 24(25.5) 68(72.0) 62(66.0) 47(50.0)

Agree/disagree 11(11.5) 45(48.0) 27(29.0) 14(15.0) 20(21.0) 39(41.5)

Disagree/strongly disagree 58(62.0) 34(36.0) 43(45.5) 12(13.0) 12(13.0) 8(8.5)

Brazilian teachers 1 3 4 6 7 8

n (%) n (%) n (%) n (%) n (%) n (%)

Agree/strongly agree 26(31.0) 20(24.0) 21(25.0) 40(48.0) 32(38.0) 28(33.0)

Agree/disagree 8(11.0) 12(14.0) 14(17.0) 12(14.0) 22(28.0) 11(13.0)

Disagree/strongly disagree 49(58.0) 52(62.0) 49(58.0) 32(38.0) 30(37.0) 45(54.0)

Source: Developed by the authors.

TABLE 4 Absolute and relative distribution of teachers from the Brazilian

and Portuguese samples regarding the practices used.

Classification Inclusive practices

Brazilian n = 85 Portuguese n = 94

n % n %

Totally disagree
(TD)

0 0.0 0 0.0

Disagree (D) 0 0.0 1 1.0

Neither agree nor
disagree (A/D)

1 1.0 0 0.0

Agree (A) 36 42.0 14 14.8

Totally agree (TA) 49 57.0 79 84.0

Source: Developed by the authors.

selective and additional measures. A significant positive association
of moderate magnitude was observed between the perception of
inclusive resources and inclusive practices (r = 0.211, p < 0.05),
suggesting that greater perception of inclusive resources is related
to increased inclusive practices. A significant negative correlation of
moderate magnitude was also identified between inclusive practices
and direct work with students receiving additional measures (r =
−0.206, p< 0.05). This negative correlation, considering the coding
of the variable (1 = yes, 2 = no), suggests that teachers working
directly with students receiving additional measures exhibit higher
levels of inclusive practices.

For Brazilian teachers, the outcomes considered were the
perception of inclusive resources available and inclusive practices,
and the independent variables included gender, age, teaching
experience, number of students with diagnoses, participation in
special and inclusive education courses, weekly hours worked, and
student diagnoses (ASD, ASD + other conditions, and others).
Teaching experience showed a negative moderate correlation
with perceived resources, meaning that the longer the teaching
experience, the worse the perception of available resources. The
number of students with a diagnosis correlated positively with
better perception of available resources and with better practices,
indicating that higher numbers of students correspond to improved

TABLE 5 Correlation analysis between the perception of available

inclusive resources and inclusive practices with the socio-professional

variables of Brazilian teachers.

Independent
variables

Outcome variables

Resources Practices

Length of experience r =−0.243∗∗

p= 0.009

Number of students with a
diagnosis

r = 0.244∗∗

p= 0.008
r = 0.204∗

p= 0.030

Having students with ASD+

other conditions
r =−0.277∗

p= 0.010

Training in inclusive education r = 0.277∗∗

p= 0.001

Source: Developed by the authors.

r, coeficiente de correlação. ∗Statistical significance of p ≤ 0.05. ∗∗Statistical significance of p

≤ 0.001.

perceptions and practices. Having students with ASD and other
conditions correlated negatively with the perception of available
resources, meaning that teachers working with students with
diverse conditions, including ASD, perceive the resources as less
adequate. Training in inclusive education correlated positively with
educational practices, meaning that teachers with specific training
reported using more inclusive practices (Table 5).

5 Discussion

The first objective of the study was to analyze the perception
of Brazilian and Portuguese teachers who work with students
who need some type of specific support, regarding the inclusive
resources available and their inclusive practices. The results
indicated that Portuguese teachers reported a greater perception
of inclusive resources compared to Brazilian teachers. In Brazil,
similar results regarding the lack of material and human resources,
which hinder inclusive education, are also highlighted in the
literature (Campos et al., 2019; Capellini and Zerbato, 2019; Santos
and Capellini, 2021; Sebastian-Heredero and Anache, 2020; Feitosa
and Araújo Filho, 2023). In Portugal, Carvalho et al. (2019) and
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Santos et al. (2014) found that the inclusive resources available are
limited and insufficient.

Although the results found in this study present a more positive
picture of the availability of inclusive resources in Portuguese
schools, these are still, according to the perception of some of the
participating teachers, insufficient to meet the specific needs of
the schools, reiterating the findings of previous studies in Portugal
(Carvalho et al., 2019; Alves et al., 2020; Abreu and Grande, 2021;
Cruz et al., 2023). Ensuring quality inclusive education for all is
supported by various documents that advocate for the availability
of adequate human and material resources as a means to overcome
barriers that prevent access to educational opportunities (Alcaraz
et al., 2024; Gitschthaler et al., 2021; Goldan and Schwab, 2020;
Schneider et al., 2018; Tébar, 2018). Therefore, the school, as an
educational institution, must have sufficient resources adjusted to
the characteristics of each student so that all feel welcomed, safe,
and able to achieve their goals (Goldan et al., 2021; Valenzuela et al.,
2014).

Brazilian and Portuguese teachers agreed or fully agreed that
they promote inclusive values among students and that they use
inclusive practices. However, researchers have highlighted that a
greater variety of available resources is related to the planning and
use of more inclusive practices by teachers (Arnaiz-Sánchez et al.,
2023; Cruz et al., 2023), since adequate and accessible resources
are essential for implementing effective inclusive practices, and
insufficient perception of resources is a barrier to inclusion (Cruz
et al., 2023; Finkelstein et al., 2021).

Apesar das críticas que os professores dos dois países, mais
fortemente os brasileiros, fizeram com relação aos recursos
inclusivos disponíveis, eles percebem suas práticas como inclusivas.
Elas são inclusivas desde a prevenção da discriminação até a
avaliação, o planejamento e a utilização de práticas pedagógicas
diferenciadas e adequadas às necessidades de todos os seus alunos,
aí incluídos aqueles who need differentiated strategies for good
academic performance.

Despite the criticisms from teachers in both countries,
especially Brazilian teachers, regarding the available inclusive
resources, they perceive their own practices as inclusive. These
practices range from preventing discrimination to assessment,
planning, and the implementation of differentiated pedagogical
strategies tailored to the needs of all students, including those who
need differentiated resources. The results of Portuguese teachers
corroborate other recent studies (Cruz et al., 2023; Carvalho et al.,
2024), whose participants had high levels of perception of the
implementation of inclusive practices, especially teachers at the
first level of education. Previous studies, such as Carvalho et al.
(2019), found that teachers reported that implementing inclusive
practices in schools was a major challenge, especially with limited
and insufficient resources. Santos et al. (2014), in a study with
teachers from northern Portugal, identified that around 50% of
them did not feel prepared to meet the needs of their students, even
though they valued collaboration with specialized professionals
for the development of inclusive practices. It is likely that the
experience gained over the past years working with this population
has resulted in the more inclusive practices observed in the
present study.

In Brazil, participants in the study by Coutinho and Tessaro
(2024) reported the importance of adapting content, establishing

routines, and using differentiated pedagogical practices when
working with children with ASD, attributing these practices to the
continuing education they had undertaken. Pinheiro Filho et al.
(2024) highlighted that inclusive pedagogical practices are crucial to
ensure the real inclusion of students who require special strategies
to learn. According to the authors, new educational technologies
are promising for adapting teaching to the needs of their students.
Martins et al. (2025) confirm that the use of adapted resources
and assistive technology has proven effective for student learning.
However, access to this information requires greater investment
in teacher training. Older studies, such as Capellini and Zerbato
(2019), indicated that teaching practices were still minimally
inclusive. The data seem to indicate a substantial improvement
in the use of inclusive practices in both countries, even though
they complain about limited resources. The cited studies are based
on self-report data but appear to indicate a favorable change in
inclusive practices, which was less observed a few years ago. Dias
and Cadime (2018) noted that there are few studies evaluating
teachers’ inclusive practices, especially those of early childhood
education teachers, and that there are few validated instruments for
this purpose.

One of the objectives of the instrument used, the RPEI, is to
enable the identification of aspects requiring greater investment
and planning. In comparing the strengths and weaknesses of
the available inclusive resources among Brazilian and Portuguese
teachers, some similarities and differences were observed, albeit
at different frequencies. Both groups agreed that the schools are
architecturally accessible, perceived by about 50% of Brazilian
teachers and 66% of Portuguese teachers.

Araújo et al. (2023) highlighted that Brazilian laws guaranteeing
school accessibility have evolved; however, not all schools are
adequately prepared to serve children of ramps or specific furniture.
In Brazil, Menino-Mencia et al. (2019) identified that both the
school staff and the students and parents reported the need for
more adequate physical structures in schools, mainly regarding
physical accessibility, to ensure inclusion. In another study, Silva
Filho and Kassar (2019) found that 16 of 17 schools in a
municipality that received adaptations for students with disabilities
still had a set of spaces that did not meet the technical standards,
which, in most cases, completely rendered their use unviable.

On the other hand, Rocha et al. (2018) identified in the
Portuguese context thatmost participants in their study fully agreed
that schools sought tomake their buildings accessible to all students
(79.0%), as well as admit all students from their geographic area
(83.9%). Similar results were also observed by Machado (2024).

Among the resource questions answered by Brazilian teachers,
the most frequently selected were questions 7 and 8, referring to
adapted furniture and extracurricular activities offered to students
with differentiated needs. However, the frequency was low, with
fewer than 38% of teachers agreeing that they were actually present.
Insufficient resources constitute a barrier that could hinder the
promotion, presence, participation, and learning of all students in
the same educational context (Ainscow, 2020).

However, this is not always the case, as some schools, despite
efforts to adapt them for all children, often lack desks suitable for
students with disabilities, or, in some situations, the responsibility
for providing them falls to the students’ parents (Santos, 2019). One
hypothesis for the teachers’ agreement with this statement may be
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related to a lack of knowledge about resources for the inclusion of
students with specific needs.

Regarding the provision of extracurricular activities for student
development, in 16 schools analyzed by Santos and Capellini
(2021), only six offered extracurricular activities in the after-
school period to their students, such as music classes (guitar,
flute), dance classes (capoeira), computer classes, chess, and school
band, corroborating the data found in the present study. Among
Portuguese teachers, for the other two strongest points, more than
70% agreed that they have the support they need from the team of
professionals, and about half agreed that the school has a resource
fund for the acquisition of materials suitable for students’ needs.

In Portugal, Santos et al. (2014) investigated teachers’
perceptions regarding the inclusion of students that require
selective or additional measures in regular schools. The participants
revealed that there were not enough human resources in schools
to create teams capable of responding to the needs of all students
enrolled in regular schools. Despite some increase in the number
of resources offered to students who need one of these measures,
such as specialized teams to support these students in conventional
schools, this number is insufficient compared to the high number of
students included [Alves et al., 2020; Direção Geral das Estatísticas
da Educação e Ciência (DGEEC), 2011, 2018], making it difficult to
provide adequate support for these students.

In Portugal, Santos et al. (2014) investigated teachers’
perceptions regarding the inclusion of students who need selective
or additional measures in regular schools. Regarding weaknesses,
Brazilian and Portuguese teachers scored lowest on two questions
related to the insufficient number of specialized professionals
and appropriate resources for students, which are important
for promoting learning. However, Portuguese teachers recognize
that they can count on these resources. In school environments,
the existence of a collaborative support network can make
classroom teaching less challenging if teachers have the support
of professionals within their institution, such as management,
specialist teachers, other staff, or experiences of co-teaching
(Capellini and Zerbato, 2019; Vilaronga et al., 2016).

The results found corroborate previous studies indicating that
the unavailability of resources is a barrier to meeting the diversity of
students with SEN (Santos et al., 2014; Santos and Capellini, 2021).
Santos and Capellini (2021) concluded that schools face a shortage
of material and adapted resources, particularly in general education
classrooms, to adequately meet the needs of all students.

Brazilian teachers pointed out that computer labs are
insufficient to serve all students. Portuguese teachers also indicated
a lack of specific resources for students to access the curriculum.
These data are consistent with the annual School Census in Brazil.
Data from the latest year show continued difficulties in students’
access to and use of computers and the internet (Brasil, 2025). The
mean availability of desktop computers is 53.5% across Brazilian
regions, while internet availability is 51.8%. In the Southeast region,
where the participating teachers of this study were concentrated,
these figures were above the national average (63.5 and 65.7%,
respectively), though still insufficient.

As Santos et al. (2014) argue, students with specific needs
may require a series of curricular adaptations for which regular
education teachers should be prepared, making the collaboration
of other educational agents, particularly special education teachers,

necessary for the student to access the curriculum. In this sense,
teamwork is highlighted as an alternative to ensure inclusive
practices (Santos et al., 2014; Vilaronga et al., 2016).

Another important analysis was to determine what can
influence the perception of available inclusive resources and
inclusive practices. Among Portuguese teachers, those who work
directly with students under additional measures perceived their
inclusive practices more positively. It was also observed that
teachers who perceived better resources reported better practices,
probably due to requiring more support because of the diversity of
the population under their responsibility. These results corroborate
those found by Dias and Cadime (2018), indicating that the
implementation of inclusive practices is related to the perception
of support and prior use of inclusive practices.

For Brazilian teachers, the perception of available inclusive
resources and inclusive practices was also considered as the
outcome. Among the independent variables analyzed (gender,
age, length of experience, number of students with a diagnosis,
participation in Special and Inclusive Education courses, weekly
hours worked, and students’ diagnoses—ASD, ASD + other
conditions, and others), years of experience correlated negatively
and moderately with available inclusive resources, meaning that
the more experience, the lower the perception of these resources.
These data corroborate the findings of Ferreira (2023), in which
teachers with less experience reported a better perception of
inclusive resources.

The number of students with a diagnosis correlated positively
with better perception of available resources and with better
practices. However, having students with ASD and other conditions
correlated negatively with the perception of available resources,
meaning that teachers working with students with different
conditions, including ASD, perceive resources as poorer. Resource
scarcity can be both human, when teachers need support from
other professionals, such as the Specialized Educational Assistance
service within the school, an assistant teacher, or caregiver, and
material, related to specific learning materials to support and meet
the singularities of students for learning (Camargo et al., 2020).

Thus, the data may indicate that having a student with ASD
makes teachers more aware of the importance of resources that
could aid their practice and facilitate student participation in
the proposed activities. However, Camargo et al. (2020) highlight
that teachers often rely only on materials available in schools,
such as modeling clay, paints, matching games, puzzles, letters
and numbers made out of foam sheets, cut-outs, and other
activities deemed appropriate for working with children with
autism in the classroom, often disregarding activities proposed for
other students.

Training in Inclusive Education correlated positively with
educational practices, corroborating literature data indicating that
teachers with training in special and inclusive education feel
more prepared for their work (Camargo et al., 2020; Favoretto
and Lamônica, 2014). Teachers need to acquire knowledge of
alternative practices to implement them with their students
and share the results with their peers. Continuing education is
important, considering the singularities of students with SEN,
creating favorable conditions for learning and development for
all students (Camargo et al., 2020; Favoretto and Lamônica, 2014;
Nascimento et al., 2017; Schmidt et al., 2016).

Frontiers in Education 09 frontiersin.org



Rodrigues et al. 10.3389/feduc.2025.1707006

6 Final considerations

The present study showed that inclusive education still requires
adjustments regarding the availability of resources and support for
teachers who have students who need them, both in Brazil and
in Portugal, a finding that has been consistently reported in the
literature from both countries. It was observed, however, in the
present study, Portuguese teachers reported greater access to these
resources compared to Brazilian teachers, although teachers in
both groups considered them insufficient to meet their pedagogical
demands and the their students’ needs.

One relevant piece of data obtained relates to teachers’
perception of their own practices. They consider them inclusive,
holding beliefs favorable to the inclusion of all students and
report using inclusive practices. However, these data were obtained
through self-report. Other data collection methods, such as field
observations or focus groups on the topic, could help confirm
these findings.

In addition to the small number of participants, another
limitation of the study was that in both countries, data collection
it occurred in specific regions, in the city of Porto and in the
State of São Paulo, this makes it impossible to generalize the
findings to the entire population of each country. The instrument
used proved to be suitable and, in future analyses, may allow for
greater detail, such as identifying the type of resources needed
or which practices need to be improved require improvement,
contributing to the planning of actions to promote more
inclusive education.

Future research could conduct investigations with larger and
more representative samples of teachers, from different regions of
each country and from varied socioeconomic contexts. Another
suggestion would be the use of mixed methods (quantitative and
qualitative), combining data from questionnaires and observations
in the classroom and in focus groups to validate and enrich the data
obtained through self-reporting.
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