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Abstract                                                                     

Background/purpose. This study examines the perceptions of 
teachers, educational assistants, and local administration 
representatives regarding the supports provided to students with 
intellectual disabilities in public schools in Puerto Montt, Chile. 

Materials/methods. A qualitative multiple-case study design was 
employed, selecting three institutions with the highest concentration 
of students with intellectual disabilities. Semi-structured interviews 
and focus groups were conducted with 31 participants, and data were 
analyzed using deductive coding. 

Results. Results reveal a gap between inclusive policies and their 
practical implementation, characterized by insufficient teacher 
training, limited collaborative work, and an individualistic professional 
culture. Supports primarily target socioemotional outcomes, 
neglecting key dimensions of quality of life, such as self-determination 
and social inclusion. 

Conclusion. The findings underscore that achieving effective inclusive 
education requires not only robust policies but also cultural 
transformation within schools and the active involvement of students 
in shaping supports. Key recommendations include strengthening 
teacher training, developing indicators to monitor social outcomes, 
and promoting shared responsibility among schools, families, and 
communities. By providing new empirical evidence from Latin 
America, this research broadens the international debate on the 
implementation of rights-based inclusive education frameworks in 
socioeconomically vulnerable contexts. 
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1. Introduction 

The United Nations (UN) Convention on the Rights of Persons with Disabilities (United Nations 
[UN], 2006) establishes the principle of equality before the law and obliges States Parties to 
guarantee full access to health, education, employment, and civic participation for persons with 
disabilities. Within this framework, the social model of disability emphasizes that barriers arise not 
from the impairment itself but from the interaction between individuals and their environments. This 
perspective underscores the need for systemic transformations that move away from segregated 
services toward individualized and inclusive outcomes (Verdugo et al., 2021). 

Implementing such a perspective requires a comprehensive understanding of disability as a 
dynamic and context-dependent phenomenon. According to the World Health Organization's 
International Classification of Functioning, Disability and Health (WHO, 2001), disability results from 
the interaction among personal factors, health conditions, and environmental factors that can 
facilitate or hinder participation. This view aligns with the rights-based framework, which holds 
governments responsible for ensuring non-discrimination, equal opportunities, accessibility, and 
participation. This shift moves inclusive education from a programmatic aspiration to a rights-driven 
mandate (Rodino, 2015; Lawson & Beckett, 2020; Luckasson et al., 2023). Integrating these 
perspectives highlights that inclusive education requires coordinated efforts involving policies, 
institutional practices, and pedagogical adjustments. 

Despite progress in policy, there is strong evidence of a gap between policy and practice in many 
countries. Research shows that, although inclusive education policies exist, insufficient teacher 
preparation, limited collaboration, and structural inequities often hinder effective implementation. 
Studies comparing countries suggest that levels of teacher cooperation vary, with some countries 
showing greater collaboration and others adopting more individualistic approaches (McKenzie & 
Dalton, 2017; Singal et al., 2018). 

At the international level, there is a notable gap in the literature on how the biopsychosocial and 
rights-based frameworks are operationalized in middle-income countries, particularly in urban Latin 
American contexts. Most empirical studies on inclusive education remain concentrated in high-
income countries, resulting in limited knowledge about how support systems for students with 
intellectual disabilities are developed in regions with different structural, cultural, and policy 
conditions (Artiles, 2015; Moriña, 2020; Watkins et al., 2022). Additionally, few studies integrate the 
perspectives of multiple school-level stakeholders, e.g., teachers, educational assistants, and local 
administrators, even though these groups play a central role in providing support. This gap limits our 
understanding of how international policies are put into practice in diverse settings. 

Although Chile has enacted policies to promote inclusive education, evidence indicates that 
implementation has been uneven, and structural inequities persist. These findings suggest that the 
challenges observed in Chile reflect broader global patterns. 

Within this context, there is a clear research gap: little is known about how different educational 
actors in Chile, such as teachers, educational assistants, and representatives of local administrations, 
perceive the supports provided to students with intellectual disabilities in urban mainstream schools. 
This gap is significant because support provision is a core component of the biopsychosocial and 
rights-based perspectives, yet its concrete implementation remains insufficiently documented 
internationally in comparable urban contexts. 

Building on the previous context, this study examines the perceptions of teachers, educational 
assistants, and local administration representatives regarding the supports provided to students with 
intellectual disabilities in mainstream schools in Puerto Montt, Chile. In addition, the study 
incorporates specific objectives to identify tensions between regulatory requirements and their 
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practical implementation in schools, and to analyze discrepancies between the supports mandated 
by legal frameworks and those actually delivered in everyday classroom practice. By situating these 
findings within an international and cultural framework, the research contributes to understanding 
how rights-based policies can be translated into inclusive practices and how systemic, cultural, and 
pedagogical barriers continue to shape students with intellectual disabilities' educational 
experiences. 

2. Literature Review

In Chile, several key laws and decrees have been passed over the past two decades to promote 
inclusion. These include the General Education Law (Law 20.370, 2009), Decree 170 (2009) regulating 
school integration programs, the Equal Opportunities and Social Inclusion of Persons with Disabilities 
Law (Law 20.422, 2010), the School Inclusion Law (Law 20.845, 2015), and Decree 83 (2015) 
mandating curriculum diversification. While these policies demonstrate a strong commitment to 
international standards, their implementation has been uneven, particularly in socioeconomically 
disadvantaged areas (MINEDUC, 2013; UNICEF, 2021). 

Intellectual disability is defined as significant limitations in both intellectual functioning and 
adaptive behavior, which manifest in conceptual, social, and practical skills. These limitations arise 
during the developmental period (i.e., before age 22). The American Association on Intellectual and 
Developmental Disabilities (AAIDD, 2021) emphasizes that assessing intellectual disability requires 
consideration of the individual's typical community environment, cultural and linguistic diversity, and 
differences in communication, sensory, motor, and behavioral functioning. 

Inclusive supports within schools are understood as strategies, resources, or interventions that 
enhance student participation and learning (Arnaiz, 2019). Frameworks such as the Quality of Life 
model identify essential domains—including self-determination, interpersonal relationships, social 
inclusion, personal development, and rights—which must be addressed to achieve genuine inclusion 
(Schalock, Luckasson, & Tassé, 2021). However, evidence indicates that in Chile, supports often focus 
narrowly on socioemotional development while neglecting self-determination and community 
participation (Ducarre, 2023). 

In the Chilean context, several empirical studies emphasize that cultural and territorial diversity 
significantly shape how inclusive education is interpreted and implemented. For example, research 
in schools serving Indigenous Mapuche communities shows that inclusion practices are often 
intertwined with local cultural expectations and community participation, highlighting tensions 
between standardized national policies and culturally grounded pedagogies (Quilaqueo, Quintriqueo, 
Torres & Muñoz, 2014). Similarly, studies of migrant students in urban public schools reveal that 
teachers frequently struggle to integrate linguistic diversity and intercultural dialogue into everyday 
classroom practices, directly affecting the provision of inclusive supports (Valdés et al., 2024). 

Local research also shows persistent inequities between schools in high- and low-income 
communities. For instance, López et al. (2018) documented that inclusive policies are interpreted 
differently depending on school leadership cultures and available resources, while Florian (2013) 
found that Special Education Needs Programs (PIE) often reproduce segregating dynamics by 
concentrating support on administrative compliance rather than collaborative pedagogical practices.  

From a theoretical perspective, the Chilean literature reflects ongoing debates between different 
models of disability and inclusion. Scholars have highlighted tensions between medical–psychometric 
approaches embedded in diagnostic regulations, like those found in Decree 170, and broader social 
or rights-based frameworks that call for systemic transformation (Soto, 2024). These debates mirror 
international discussions about whether inclusion can be achieved through individualized support 
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alone or requires structural changes in curriculum, assessment, and school culture (Slee, 2019; 
Ainscow, 2020). 

These Chilean and international studies highlight that inclusion is not only a technical or 
programmatic process but a cultural, ethical, and political one, shaped by contextual power relations, 
professional cultures, and community expectations. Their findings provide a broader framework for 
understanding how school-level actors interpret and enact inclusive supports for students with 
intellectual disabilities within complex sociocultural contexts. 

3. Methodology 

3.1. Research Design

This study employed a qualitative multiple-case study design, which enables in-depth exploration 
of complex educational phenomena within real-life contexts (Stake, 2005). The approach is 
particularly suitable for investigating diverse stakeholders' perceptions, as it integrates multiple 
perspectives and facilitates an ecological understanding of inclusive education practices (Yin, 2018). 
By adopting an interpretive paradigm, the study sought to capture the meanings that teachers, 
educational assistants, and administrators attribute to inclusive policies and practices in schools with 
high socioeconomic vulnerability. 

This design aligns clearly with the study’s research questions, which seek to understand how 
educational actors interpret and implement supports for students with intellectual disabilities, 
making an interpretive, multi-case approach appropriate for capturing variations across school 
contexts. 

3.2. Participants

The study was conducted in municipal primary schools in Puerto Montt, Chile—a city 
characterized by high levels of socioeconomic inequality, cultural diversity, and variability in access 
to specialized support services. Three schools were purposively selected based on the following 
criteria: 

1. High Vulnerability Index (Índice de Vulnerabilidad Escolar, IVE) above 90%, indicating systemic 
risk factors associated with dropout and educational exclusion. 

2. At least 20% of students enrolled in the School Integration Program (PIE), ensuring the 
presence of students with intellectual disabilities and other support needs. 

3. A long-standing implementation of PIE since the enactment of Decree 170 (2009), enabling 
participants to reflect on practices that have been sustained and institutionalized over time. 

The study involved 29 education professionals, including 26 women and three men. The sample 
included general classroom teachers, special education teachers, and educational assistants with a 
minimum of one year of experience in PIE. In the Chilean context, this category encompasses 
multidisciplinary support professionals, such as psychologists, speech and language therapists, and 
occupational therapists, who play a central role in addressing students' multidimensional support 
needs. Their participation in the focus groups enabled the study to capture diverse perspectives on 
pedagogical, socio-emotional, and therapeutic support. 

Additionally, two local administrators from the Ministry of Education were included to provide 
insights into regional policy implementation. This combination of school-based practitioners and 
policy actors was considered adequate to ensure data richness and depth, in line with the principles 
of purposive sampling in qualitative research (Palinkas et al., 2015). 

Although a multidisciplinary group of educational assistants participated, some professional roles 
were missing, particularly social workers, who were not part of the selected schools. Additionally, 
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students and families were excluded because the study focused on how school staff interpret 
inclusive policies. While this approach supports the study's analytical focus, it does limit the range of 
perspectives. These sample limitations are acknowledged and discussed in the methodological 
limitations section. 

3.3. Procedure

Data were collected between March and June 2023 using two complementary techniques: 

Semi-structured interviews with local administration representatives (n = 2), exploring 
perceptions of inclusive policies and systemic challenges. 

Focus groups with teachers and educational assistants (n = 29) were structured around a 
validated guide addressing inclusive cultures, practices, and supports. 

Interviews lasted 45 to 60 minutes, while focus groups lasted 60 to 90 minutes. All sessions were 
conducted in person at the participating schools, following a standardized protocol to ensure 
procedural consistency across cases. 

The interview and focus group protocols were validated through expert judgment (Blessing & 
Chakrabarti, 2009). A panel of three university researchers with expertise in inclusive education 
evaluated each item for relevance, clarity, and coherence on a 4-point Likert scale. Items scoring 
below three were revised or eliminated, ensuring the reliability and validity of the instruments. 

3.4. Data Production and Analysis

The analytic framework aligned directly with the research questions, enabling the coding 
structure to capture how participants described supports, barriers, and policy–practice tensions. This 
ensured methodological coherence between the study's aims and its analytic procedures. 

All interviews and focus groups were audio-recorded, transcribed verbatim, and analyzed using 
NVivo 14 software. A deductive coding process was applied, guided by the study’s theoretical 
framework. Example codes included: “Policies” to capture references to legislation and institutional 
regulations; “School Cultures” to reflect the shared values and practices within the schools; “Teaching 
Practices” to document instructional and support strategies; and “Inclusive Supports” to identify 
resources and interventions that facilitate student participation. Additional subcodes emerged 
inductively, reflecting context-specific nuances of inclusive education in urban Chilean schools. Codes 
were iteratively compared across data sources to ensure consistency and triangulation (Miles, 
Huberman, & Saldaña, 2019). 

Theoretical saturation was deemed reached when no new codes or categories emerged from 
the data, strengthening the comprehensiveness of the analysis (Fusch & Ness, 2015). 

3.5. Ethical Considerations

The study was conducted in compliance with ethical research standards. Authorization was 
obtained from municipal authorities and school principals, and all participants provided informed 
consent. Confidentiality and anonymity were ensured throughout the process. Ethical approval was 
granted by the University of Granada Ethics Committee (No. 3634/CEIH/2023). 

3.6. Methodological Limitations

The study is limited by its focus on professional perspectives, which may reflect institutional 
views rather than students’ lived experiences. Moreover, the sample comprised only three schools 
in a single Chilean city, limiting the generalizability of the findings. However, the purposive sampling 
of schools with high vulnerability and significant PIE enrollment ensured maximum relevance and 
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transferability to contexts where the challenges of inclusive education are most pronounced (Lincoln 
& Guba, 1985). 

Future studies should incorporate students' and families' voices through participatory methods 
and expand to diverse geographic and cultural contexts to enhance external validity. 

These limitations imply that the findings primarily reflect institutional perspectives rather than 
students' and families' lived experiences. As a result, the interpretations presented in this study 
should be understood as partial and situated within professional discourses, which may not fully 
capture the complexity of support provision in everyday school life. 

4. Results 

4.1. Policies, Cultures, and Inclusive Practices

Classroom teachers, educational assistants, and local administration representatives consistently 
reported significant limitations in current support structures for students with intellectual disabilities. 
They highlighted that while educational policies are robust on paper, their implementation is 
hindered by substantial gaps, including insufficient professional training, excessive bureaucracy, and 
noncompliance with regulations, including the time allocated for collaborative work. 

A local administration representative stated: “The population that the PIE program serves today 
is not the same as in 2011… their needs are different, and the structural design is now insufficient.” 
This testimony illustrates a mismatch between current regulations and students' actual needs. A 
special education teacher added, “A new decree comes out, and we are the last to receive training.” 
This lack of timely professional development strains school staff's capacities and highlights the gap 
between policy and practice. 

Classroom teachers also emphasized structural and training limitations: “We face barriers in 
schools; it is not that inclusive education regulations are missing, but there is a lack of preparation to 
work with the diversity of students arriving.” They further noted the scarcity of ongoing professional 
development: “Besides the bureaucratic model, our professional training is very limited to address 
the diversity of students.” Special education teachers indicated that non-compliance with established 
norms directly affects service quality, such as the mandated hours per student: “Colleagues here 
suffer the most… the three hours per student with a permanent diagnosis are not respected.” 

Regarding school culture, participants agreed that all efforts should focus on ensuring that 
students, with or without disabilities, can learn in inclusive settings. They emphasized that inclusion 
is not optional but a right, requiring high-quality education that acknowledges individual 
characteristics. However, testimonies also revealed barriers to collaborative work, including mistrust 
and a professional culture of individualism: “In some schools, people are very guarded; they do not 
share information or strategies; they keep to themselves.” A special education teacher stressed the 
importance of prioritizing students' common good: "The student's well-being comes first… with this 
principle, you can provide everything necessary." 

Two main strategies were identified in practice: pedagogical advising and collaborative work. 
Pedagogical advising, led by the special education teacher, creates a hierarchical relationship in which 
the specialist guides classroom teachers: “Our approaches include pedagogical advising, which is the 
most common, or co-teaching and collaborative work, which is ideal.” Collaborative work aims to 
develop professional communities where pedagogical decisions are designed, implemented, and 
evaluated jointly: “Teachers consult me, I consult them, they receive suggestions… we have 
coordinated work,” and “Since the year before last, we have incorporated classroom team meetings 
for all teachers of a grade, along with professionals.” These strategies aim to reduce hierarchical 
dependency and encourage shared responsibility, though their implementation remains inconsistent. 
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4.2. Inclusive Supports

Participants described supports focused on personalized education, the use of pictograms, and 
curricular adaptations, particularly in assessment. These adaptations address individual needs 
without modifying general curriculum objectives and facilitate learning within the classroom: 
“Students need more personalized attention… they may learn through images or pictograms… these 
adaptations help them acquire what they need,” explained a special education teacher. 

Teachers described using a variety of resources to engage and motivate learning: “Various 
resources, PowerPoint, videos, songs, guides, colors… more concrete work in mathematics using 
multi-base cubes… we start from zero and advance with students who are falling behind,” said a 
special education teacher. Peer collaboration is also promoted through group organization, in which 
designated leaders support their classmates' learning: "We work in groups of five students… the 
leader is empowered to collaborate with peers… it works quite well," a classroom teacher reported. 

However, participants emphasized the need to increase both the number and diversity of 
support professionals, as current limitations result primarily in socioemotional gains, with delays in 
cognitive, curricular, and life skills development: “I think the program would improve if support 
professionals such as occupational therapists were mandatory… they make a difference,” stated an 
educational assistant, while a special education teacher added: “Students show progress and more 
confidence, but academically they are still behind; more professionals are needed to provide 
support.” 

Overall, while current supports contribute to certain individual and socioemotional advances, 
the limited availability of resources and professional collaboration limit their overall effectiveness, 
impeding alignment between academic objectives and broader quality-of-life goals for students with 
intellectual disabilities. 

5. Discussion 

5.1. Inclusive Policies, Cultures, and Practices

Chile has ratified key international frameworks such as the UN Convention on the Rights of 
Persons with Disabilities (UN, 2006) and enacted national regulations, including Decree 170 (2009), 
the School Inclusion Law (20.845, 2015), and Decree 83 (2015), all of which formally commit the 
country to an inclusive education system. These policies are recognized by teachers, teaching 
assistants, and ministry representatives, who value initiatives such as the School Integration 
Programs. Yet, the data reveal that implementation remains constrained by structural barriers that 
hinder sustainability. 

Initial and ongoing teacher education are insufficient to equip professionals with the skills 
needed to address diversity meaningfully (Florian, 2015). This is compounded by limited time and 
resources for professional collaboration, reinforcing the gap between policy and practice (Verdugo 
et al., 2021).  

Comparative research has documented similar gaps between policy and practice, in which 
legislative advances outpace the development of professional skills and the resources needed for 
implementation (Hincapié et al., 2018; Singal et al., 2018). These studies provide a useful comparison, 
suggesting that the structural and training shortfalls reported by participants reflect broader systemic 
patterns in middle-income contexts rather than isolated local anomalies. 

In contexts of high socioeconomic vulnerability, these gaps perpetuate a deficit-oriented 
approach, placing responsibility primarily on support teachers rather than fostering shared 
pedagogical responsibility (Bouck & Park, 2016). 
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As a result, students with intellectual disabilities remain largely invisible in practice. While policy 
has promoted access and retention, tensions persist in achieving genuine inclusion, understood as 
full participation and recognition of students’ voices in educational processes (Schalock & Verdugo, 
2007). Although the School Inclusion Law was a milestone in guaranteeing equity, it has not been 
accompanied by a systemic transformation in teacher preparation or sustained professional 
development policies capable of enabling inclusive practices at scale. 

This tension is echoed in international critiques warning that access-focused reforms may 
produce “policy saturation” without deep pedagogical transformation, increasing student presence 
while failing to secure meaningful participation (Slee, 2019; Ainscow, 2020). Framing our findings 
within these critiques helps explain why formal inclusion does not automatically translate into 
participatory school cultures. 

At the cultural level, the findings highlight persistent individualism among teachers, reflected in 
a reluctance to share strategies and collaborate. This dynamic reinforces hierarchical practices in 
which the special education teacher assumes a central advisory role rather than fostering horizontal 
and shared pedagogical responsibility. Consequently, an assistentialist model persists, limiting 
schools’ ability to develop collaborative professional communities that embody inclusive values 
(Booth & Ainscow, 2016). 

5.2. Inclusive Supports

Teachers and teaching assistants place significant emphasis on curricular adaptations to support 
access, such as simplified assessments, pictograms, and diversified materials, in response to students 
with intellectual disabilities' immediate needs. These practices, which align in part with Chilean 
Decree 83 (2015), aim to ensure classroom accessibility and have shown positive effects on student 
motivation and socioemotional development. However, the emphasis of these strategies reflects a 
reductionist view of support, confined to pedagogical instrumental measures while neglecting other 
fundamental dimensions of learning and inclusion. 

International research highlights that inclusive supports must be seen as a multidimensional 
framework that goes beyond the provision of materials or methodological adjustments. The Quality 
of Life model proposed by Schalock and Verdugo (2007), along with frameworks from the UN (2006) 
and the OECD (2021), emphasizes that supports should not only secure curricular access but also 
address self-determination, interpersonal relationships, community participation, and preparation 
for adult life. In this regard, the findings reveal a critical tension: while professionals report progress 
in socioemotional development, there is a persistent gap in cognitive achievements and preparation 
for independent living (Heras et al., 2020). 

Longitudinal and outcome-focused studies indicate that, without integrated supports spanning 
school, family, and community, improvements in socioemotional domains do not reliably predict 
improved adult outcomes (e.g., employment, independent living). This evidence underscores the 
importance of linking classroom interventions to broader transition and community supports 
(Shogren et al., 2019; Clegg et al., 2018) 

Another key issue is the limited availability of multidisciplinary teams. Although special education 
teachers are recognized as central figures in providing supports, participants repeatedly noted the 
absence of occupational therapists, speech-language specialists, psychologists, and other 
professionals essential to a holistic response. This gap narrows the scope of interventions and 
reinforces the perception that progress is concentrated primarily in emotional well-being rather than 
functional learning or life skills development.  

Evidence from Chile and other middle-income countries shows that shortages of 
multidisciplinary staff, such as occupational therapists, speech-language therapists, and 
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psychologists, are systemic rather than specific to individual schools. Reports from UNICEF (2021) 
highlight persistent regional inequities in access to specialized professionals, while McKenzie and 
Dalton (2017) demonstrate that limited staffing capacity constrains the implementation of 
comprehensive support systems aligned with quality-of-life and inclusive education frameworks. This 
suggests that the staffing constraints reported by participants reflect structural resourcing problems 
rather than isolated management choices. 

Recent research (Shogren et al., 2019; Luckasson et al., 2023) warns that the lack of 
interdisciplinary teams not only reduces educational opportunities but also perpetuates inequalities 
during the transition to adulthood. 

Finally, the findings underscore the limited involvement of families and communities in inclusive 
supports. While collaborative work among teachers is valued, supports remain largely confined to 
the classroom, with no clear strategies to strengthen shared responsibility between schools and the 
broader social environment. This stands in contrast to UNESCO (2020) recommendations, which 
stress the importance of inter-institutional and community partnerships to ensure inclusive and 
sustainable pathways. 

In summary, the category of inclusive supports illustrates partial progress but also exposes 
structural and cultural limitations that prevent the full realization of a rights-based approach. 
Overcoming these tensions requires a paradigm shift: moving from predominantly pedagogical and 
curricular supports toward a holistic approach that integrates academic, social, and life domains, 
while systematically involving families, communities, and multidisciplinary teams. 

6. Conclusion 

The findings of this study show that while Chile has made significant progress in adopting a rights-
based legislative framework and implementing inclusion programs, critical tensions persist between 
policy, culture, and practice. The gap between normative expectations and schools' actual capacities 
shows that the education system continues to reproduce practices that, while adaptive, remain 
largely assistive and limited in scope. 

At the policy level, the absence of robust initial and continuing teacher education, together with 
insufficient human resources and protected time for collaboration, undermines the implementation 
of legislation. At the cultural level, entrenched teacher individualism hinders the consolidation of 
inclusive professional communities, reinforcing the disconnection between rights discourse and daily 
practice. At the practical level, supports are primarily focused on immediate curricular adaptations, 
while essential dimensions of the Quality of Life model—such as self-determination, social inclusion, 
and preparation for adulthood—remain underdeveloped. 

These tensions reveal that, while the system is formally inclusive, it does not yet guarantee 
educational trajectories consistent with a rights-based approach. The critical conclusion is that the 
inclusion of students with intellectual disabilities remains in a transitional stage: visible normative 
and socioemotional progress has been achieved, but deep structural and cultural changes are still 
required to ensure meaningful learning and dignified life projects. 

The main limitation of this study is the absence of students' voices, which limits the analysis to a 
partial rights-based perspective. Future research should integrate accessible methodologies that 
allow students with intellectual disabilities to share their experiences and actively participate in the 
research process. This approach would not only enhance the validity of findings but also align with 
the principle of self-determination that underpins inclusive education. 
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7. Suggestion 

To strengthen support for people with intellectual disabilities, the following measures are 
proposed: 

a) Embed rights-based approaches and the Quality of Life framework into initial and continuing 
teacher education, using pedagogical strategies that prepare teachers for diversity. This could be 
operationalized through national teacher education standards set by the Chilean Ministry of 
Education (MINEDUC) and implemented by universities and the CPEIP, with mandatory modules on 
inclusive pedagogy and Universal Design for Learning. 

b) Establish monitoring indicators that assess not only academic outcomes but also social, 
emotional, and community participation results. Agencies such as the Agencia de la Calidad de la 
Educación could integrate multidimensional indicators aligned with quality-of-life domains, 
complemented by school-level monitoring tools co-developed with local education authorities. 

c) Guarantee the active participation of students with intellectual disabilities in defining their 
supports through adapted methodologies. Schools could adopt structured decision-making tools 
(e.g., visual choice boards, person-centered planning instruments) and allocate time within PIE teams 
for individualized planning sessions. 

d) Ensure the presence of stable multidisciplinary teams in schools, expanding support beyond 
the role of the special education teacher. This may involve increasing funding through the School 
Integration Program (PIE) and incentivizing municipalities to hire occupational therapists, 
psychologists, and speech and language therapists on full-time contracts. 

e) Strengthen school–family–community partnerships so that inclusion transcends the classroom 
and contributes to building autonomous life trajectories. Municipalities and local intersectoral 
networks (health centers, social services, disability offices) should coordinate community-based 
programs and transition-to-adulthood pathways, supported by publicly funded initiatives. 

Although the proposed recommendations are relevant and feasible, several obstacles may 
constrain their effective implementation. Many schools operate under restricted budgets and 
unstable funding streams, limiting their ability to hire multidisciplinary teams and sustain professional 
learning communities. In addition, institutional fragmentation across education, health, and social 
services often creates coordination gaps that delay timely support and reduce the effectiveness of 
rights-based interventions. Cultural resistance to change within school communities, combined with 
limited time for collaborative planning, may further hinder the adoption of participatory practices 
aligned with the Quality of Life framework. Addressing these challenges requires not only technical 
guidance but also sustained political commitment, long-term financing, and governance structures 
capable of ensuring coherent intersectoral action. 
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