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Double Blind Peer Review ABSTRACT 
 
Institutional pedagogy pays particular attention to the context and its 
role within teaching action. Teaching action cannot be limited to 
disciplinary content alone, but must include the influence of the 
family, the peer group and the child's representational world. This 
action-research demonstrates the effectiveness of a training proposal 
based on the combination of training and pedagogical supervision, on 
the basis of Educational Neuroscience. The positive outcome of the 
data analysis confirms the initial hypothesis, highlighting how the 
synergy between training and supervision improves the flexibility of 
thinking and benefits the entry into play of the personal component 
 
La pedagogia istituzionale pone particolare attenzione al contesto e 
al suo ruolo all’interno dell’azione didattica. L’agire didattico non 
può circoscriversi solo ai contenuti disciplinari, ma deve 
contemplare l’influenza della famiglia, del gruppo dei pari e del 
mondo rappresentazionale del bambino. Questo lavoro di ricerca-
azione dimostra l’efficacia di una proposta formativa basata sul 
connubio tra formazione e supervisione pedagogica, sulla base delle 
Neuroscienze Educative. L’esito positivo dell’analisi dei dati 
conferma l’ipotesi iniziale, evidenziando come la sinergia tra 
formazione e supervisione migliori la flessibilità del pensiero e giovi 
all’entrata in gioco della componente personale. 
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Introduction1 

In the last decade, pedagogy has been undergoing significant reflection on the 

context and the role of the context within which educational and didactic actions 

take place. The term "context" here refers not only to what surrounds the individual 

but also to the organizational-institutional, socio-relational, and communicative 

components. The central element, therefore, becomes the relationships that come 

into play because it is these relationships that give meaning to individual elements, 

individuals, and actions. 

Therefore, in order to fully understand, design, and consciously manage 

educational and didactic actions, it is essential to see them as deeply integrated 

with the surrounding environment, contextualizing them in a backdrop filled with 

meanings, which provides us with a representation of sense, composed of gestures, 

words, and facts. From this perspective, the context consists of the sum of 

relationships, actions, and norms that guide its functioning, providing expression 

and understanding of the actions and communicative actions that take place within 

it.  

It has been two decades since Carugati's reflection in 2001, in which he emphasized 

that "teachers and students do not produce simple behaviors of mutual reaction, 

nor simple material activities, but develop behaviors that take on meaning for those 

who produce them and for those to whom they are directed; the relationships 

between them and their respective meanings materialize in places and times 

characterized in terms of the cultural system of the school institution." 

Dewey (1948) had already demonstrated how learning takes place where there is 

an essential connection between school and the social context because learning 

necessarily takes place within a group, a relational context, and a school system 

that is called upon not only to transmit disciplinary content but also to convey the 

values of the society from which it receives its educational mandate. 

Lewin (1951) then highlighted, with his field theory, that it is possible to implement 

the results of the educational process by acting on the context in which the 

individual is inserted, thus creating structures and elements that are consistent 

with teaching and learning interventions. This process is influenced by the 

experiential world, the subject's previous learning, as well as the ways in which the 
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subject integrates new stimuli from the elaborated and internalized world. 

Goffman (1974) continued by emphasizing how the organization of institutional 

systems defines the roles, actions, and relationships of the individuals involved, 

providing a metacommunicative meaning to gestures, words, actions, and 

ultimately behaviors. In this perspective, every individual within a system is both an 

actor and an observer because, on the one hand, they capture information from 

the external world and, based on this information, generate their own 

interpretation and representation. On the other hand, they "perform" their roles 

and act according to the norms and rules of the observed system. 

From this viewpoint, Bronfenbrenner (1994) identifies the ecology of development, 

stating that the development of the individual is not only a purely biological and 

innate process, nor is it solely the deterministic outcome of specific educational 

interventions. Instead, this development will be determined by the relationship 

with the cultural, relational, institutional, and symbolic reference system. 

Specifically, a child's development is linked to the continuous connection between 

the different systems within which they are placed: the microsystem (family, 

school, peers, and all the elements the individual comes into direct contact with), 

the exosystem (contexts involving parents, such as work), the macrosystem (culture 

and its cultural interpretation), and the mesosystem (relationships between 

subsystems, such as the relationship between family and school). 

Based on this ecological and highly contextual approach, didactic action cannot be 

limited solely to disciplinary content. For balanced development, it is essential for 

the teacher/educator to consider the influence of the family, peer group, and the 

"representational and symbolic world through which the child filters and interprets 

the knowledge offered, negotiating educational strategies with the family" (Nigris, 

2015). 

Clearly, these systemic connections do not manifest solely as defined, linear, and 

causal processes; they also involve a random component, unexpected events, those 

"anticipated surprises" (Perticari, 1996) that become the foundation of educational 

and didactic actions, as they are intrinsic to every human act. 

This ongoing mediation between the teacher's predictions and theoretical settings 

on one hand, and the random events in the classroom on the other hand, becomes 

the characteristic weave of every didactic and educational action. In light of this, 

teachers are called upon to set up articulated, varied, and flexible organizational, 

social, and spatiotemporal contexts that can enhance the resources of individuals 

as well as groups and thus cope with any obstacles and unexpected situations. 



 

 
 

 

With this perspective, we enter the field of institutional pedagogy, which "aims to 

replace the permanent action and direct intervention of the teacher with a system 

of diverse activities, mediations, and institutions that ensure the continuous 

obligation of reciprocity and exchanges within and outside the group" (Santarelli, 

2020). Thus, from this standpoint, the ultimate goal of didactic action and 

educational action is for every individual to become the protagonist of their own 

educational process; therefore, having a full awareness of the context and the role 

of the context ensures the respect for individual uniqueness. 

Emanuela Cocever (1993) encourages us to engage in significant reflection, starting 

from three fundamental questions: 

- What function does the group serve within educational action? 

- What factors, both individual and collective, internal and external, determine the 

functioning of educational action? 

- What are the strategies and methods that promote the adaptation of didactic 

action to established and shared purposes? 

Starting from these points, it becomes clear that within educational and didactic 

action, we must take into account and consciously manipulate spaces, times, the 

role of actors, the role of relationships, the role of the group, as well as the selection 

and sharing of norms. 

In this perspective, the focus on the context, typical of institutional pedagogy, 

completely transforms the logic of transmissive didactics, which is centered on the 

teacher and on factual content, as well as the naive activism, which is centered on 

the student, action, and spontaneity. This leads us to the "problematic and critical" 

didactics proposed by Frabboni (1999), which is centered on the complex network 

of connections and relationships that are inherent to a specific school context. 

In light of this, the goal has been to enhance an indispensable tool for building 

educational professionalism, an integral part of the lifelong learning process of 

professional educators, namely pedagogical supervision, as an empowerment 

approach for the professionalism of teachers. In this research-action work, the 

effectiveness of a training proposal that combines training and pedagogical 

supervision is demonstrated. The research plan involves a fusion of training and 

supervision sessions. The project objectives have been structured at different 

levels: the first level involved implementing a specific training program structured 

in five monthly sessions of three hours each, mainly based on educational 



 

 
 

 

neuroscience (as extensively discussed in the first part of this work). The second 

level involved the pedagogical supervision process, which started with the role of 

the Professional Educator and being primarily a "person" (Morsanuto & Cardinali, 

2020). The sessions were held from January 2022 to July 2022 on a monthly basis 

for two hours each. 

1. The Importance of the Educator's Identity 

Mounier defines a person as the "total volume of a human being in which there is 

a constant tension between Vocation, Incarnation, and Communion." His extensive 

and intricate thought indicates how a person is embodied in a body immersed in a 

specific history, thus emphasizing their social nature. The person is, in fact, an 

"inside" that requires an "outside" because it depends on environmental 

recognition (Mounier, 1955). It is precisely in social exchange that individuals claim 

recognition for themselves as the original holders of the gratification processes that 

take place in social relationships and define values. Therefore, the context plays a 

fundamental role in the recognition of each person: every individual exists because 

there is a totality that includes them. Similarly, the totality is the result of the 

plurality of individuals. In the social context, it is acknowledged that change is a 

must (no longer just an option), and this implies the constant presence of situations 

that shape personal identity. As a result, everyone must possess:  

- Individuality concerning what and who surrounds them. 

- Indivisibility within themselves, as they are complete in various dimensions. 

- Culture that determines them. 

- Desire-transcendence that makes them a "person." 

Despite being composed of all these elements, a person is simultaneously a unique 

and complex reality. Their integrity doesn't come from the simple sum of different 

dimensions but rather from their composite coexistence (Friso & Ciani, 2020). 

In light of these considerations, there are several questions underlying this work: 

1. How much does the personality of the Professional Educator, their culture, and 

their ideas influence the educational intervention? How negatively can the need to 

fulfill a role affect their relationship with the users? 

2. Does the Professional Educator take into account the possibility that users with 

disabilities can self-determine? Or do they tend to offer ready and immediate 

responses that do not open up to an educational development aimed at the 



 

 
 

 

autonomy of the individual and improving their quality of life, keeping them in an 

eternal present? 

3. In day centers that accommodate disabled adults, is real work done on projects? 

Is the educator in a position to plan and develop personalized paths? Planning 

opens up to the future, nurtures aspirations for gradual self-improvement, and 

expectations of a goal to achieve, motivating individual existence (Pavone, 2014).  

In this regard, there are multiple areas of intervention, not only in working with 

individuals with disabilities but also in dealing with all the professional resources 

involved. For effective educational action, the complementarity and 

interchangeability of the roles of educators, their reciprocal function, and the 

complementarity and integration of tasks and interventions should also be 

considered, taking into account the bio-psychosocial aspect of the educator 

(Morsanuto & Mariani, 2021). 

Very few studies analyze the teaching styles of educators. A study by Miragoli & 

Caravita (2007) correlates teaching style with sensitivity. In fact, teachers with a 

flexible teaching style tend to be more empathetic and sensitive, while 

demographic variables are not correlated. This result aligns well with the concept 

of vicariance by Alain Berthoz (2013), which suggests the substitution of one mental 

and pragmatic process (thought and action) with another that can lead to the same 

result. Applied to the educational context, the idea of vicariance raises interesting 

reflections on teachers' adaptation methods, defining the teaching experience as a 

"space of interindividual action in which intra-individual variables intertwine" 

(Sibilio, 2016). Therefore, teachers not only need to investigate their students' 

learning styles but also gain mastery over their own cognitive systems and 

predispositions to act (Aiello et al., 2016). To realize the idea of truly inclusive 

education, it is necessary to delve into the topic of individual differences among 

teachers, with particular attention to cognitive strategies (Di Gennaro et al., 2018). 

2. The Importance of Pedagogic Supervision 

In the various educational services involved in this study, it has emerged that 

collaboration is necessary in the phases of organization, planning, implementation, 

evaluation, and documentation of interventions aimed at achieving personalized 

objectives. An interesting point is the decalogue of the Montobbio and Navone 

alliance (2003) as a tool for reflection on the importance of renewing commitment 

daily through a constructive dynamic: (1) The alliance is not invented but built day 

by day; (2) The alliance is born and develops in a non-evaluative climate of 

recognition of merits; (3) The alliance is the result of good relationships; (4) The 



 

 
 

 

alliance is a pact based on sharing and sometimes complicity; (5) The alliance is 

cultivated; (6) The alliance can never be taken for granted; (7) The alliance must be 

renewed; (8) The alliance is rooted not only in intelligence and motivations but 

above all in the emotional component of the relationship; (9) The alliance must be 

verified through constant feedback; (10) The alliance is based on trust. It is clear 

that by alliance, it is not only meant the relationship between educational/school 

services and users but also within the same working groups. 

In light of this, the role of Pedagogical Supervision should emerge as a tool to 

maintain a strong alliance within the educational team, as well as a periodic and 

privileged space for discussion. Pedagogical Supervision is a form of support for 

educators by pedagogues who recognize the connections between organizational 

cultures, educational cultures, and personal aspects, and seek to promote teams in 

the context of research and learning about educational practices and pedagogical 

knowledge. Supervision encourages narrative strategies and practices to support 

reflective and re-elaborative processes and promotes the use of tools capable of 

enhancing pedagogical work (Morsanuto, Cardinali, 2020). 

The theme of sexuality, touched on marginally in this reflection, has been 

experienced in most educational contexts as a problematic issue not only for the 

situation itself but also for the personal experiences of the educator who is called 

upon to find effective solutions. Colaianni (Colaianni, 2015) describes it as the 

competence to act in problematic situations: "the competence to act in difficult 

situations, more than the art of applying one's knowledge here and now, or 

repeating choices that have been successful so far, is the ability, in the face of 

unexpected challenges, to use subjective resources and the possibilities offered by 

the environment through a kind of "invention" in which elements already present 

on the scene come together in a new way but organized according to logics that are 

now powerless in facing problems." The author highlights how the intervention of 

welfare operators should be "generative of action, positively affecting people's 

competence to act, maintaining openness to the indeterminacy of the case, rather 

than risking, through a clinical or expert definition, solutions that are as useless as 

they are often authoritarian" (Colaianni, 2015). 

Therefore, the educator, when designing the intervention for the user, must take 

into account their history and value it. As analyzed in the first part of this work, it is 

essential to examine the situation starting from the individual themselves, without 

focusing solely on solving the problem. Educator and user, teacher and learner are 

part of a common construction of meaning through action. In a relationship-based 



 

 
 

 

work, such as that of an educator, the focus must be on the "well-being" of the 

individual, i.e., the individual's capacity to live up to their potential. 

3. The Importance of Educational Action 

"In the conception of the educator, not only as a professional figure but as an 

individual who enters, with their entirety, into the educational context, it becomes 

necessary to rethink the educational action carried out by the educator in the 

educational context. Educational action is understood as an intentional 

intervention aimed at promoting the holistic, integral development of the learner. 

Therefore, educational action arises from personal inner experiences, which enter 

into a relationship with others, groups, and the community (Ferrante, 2016). 

On deeper analysis, educational action becomes an intersection of actions, 

understood in two senses: in a broader sense, as activities in general, and in a more 

specific sense, as conscious and free acts. This intersection of actions involves the 

participation of both the actions of educators (such as parents, teachers, leaders, 

and the educating team) and those of the learners (i.e., children, students, group 

members), and finally, those of all those who, in various capacities, both directly 

and indirectly, are involved or intervene in the educational action. In this 

perspective, each of these individuals intervenes with their individuality, intentions, 

listening modes, bringing their experiences and culture (Anello, 2020) into the 

process. It becomes evident that these essential elements must be taken into 

account when considering educational action, especially when thinking about 

educational action in teaching (Nosari, 2020). 

The purpose of educational action is the formation of individuals, understood not 

as means, but rather as ends. Moreover, educational action aims to make the 

learner aware of who they are at that moment, who they have been, and who they 

could and should become. Therefore, it materializes as a means to foster the 

growth of the learner in their authenticity (Mancini, 2022). 

In this perspective, conceiving educational action as the result of interaction and 

work between educator and learner, it assumes a structure no longer binary 

(centered around the figure of educator-learner) but ternary. In fact, in this new 

conception, a third element is introduced, namely the educational method, which 

is closely linked to the object of educational work, which in turn is closely related 

to the individual (Perla, Riva, 2016). 

 



 

 
 

 

Therefore, the educator and the student are two entities that interact actively and 

constantly, leading to a continuous exchange, continuous learning, and thus 

continuous mutual change. This outlines a highly dynamic framework centered on 

the co-evolution of the elements involved, leading to constant redefinition and 

interconnection between identity and freedom (Perla, Riva, 2016). 

Clearly, these singularities meet, generating the educational relationship, in 

multiple places, not only as external contexts but also as internal dimensions, 

specific to each element of the relationship, understood as spaces that each creates 

within themselves to connect with the other. Since this element is central in the 

educational relationship and educational action, it is essential for the educator to 

take care of their inner dimension while considering it. The educator carries out 

their educational action by establishing, maintaining, and taking extreme care of 

the educational relationship. The educational relationship must necessarily be 

flexible, as it contributes to the development of educational projects capable of 

capturing changes, learning, and evolutions, as well as phases of stagnation, to 

which one is exposed daily (Mancini, 2022). In light of this perspective, the 

educational process is "engaged in the achievement of an identity to be defined; it 

is a process to be initiated and in transformation" (Perla, Riva, 2016). 

When the educator carries out their educational action, it operates in a specific 

context, more or less structured, characterized by specific objectives and purposes. 

This action materializes in a welfare system, bound by specific purposes, priorities, 

and logics, influenced by socioeconomic conditions and cultural elements specific 

to the historical period in which education is taking place. "It's as if educational 

action is expressed within nested boxes that mutually influence each other" (Perla, 

Riva, 2016). 

In addition, the way humans act is profoundly influenced by everything they have 

learned and experienced previously. When a professional acts, they do so based on 

their own background, family education, and the sociocultural context in which 

they are situated. In this way, each educator constructs their worldview, their self-

image, and finally their view of others, in the sense that reality is not something 

univocally determined but is always the product of the relationship between who 

we are and the external world. In light of this clarification, educational action is not 

realized as a private act, detached from everything outside the educational context 

but becomes a social, personal, and cultural act. 

Based on the nature of educational contexts, the educational processes carried out 

in schools should necessarily include both training in factual knowledge and 



 

 
 

 

broader personal training, focusing on the development of one's identity, sense of 

self, ethics, morals, socialization, the acquisition of civilization and culture, as well 

as the value and dignity of every human being. 

Tendency is to differentiate didactic action from educational action, understanding 

the former as an action focused only on school contexts and contents, and the latter 

as related to a broader sphere of personal development, where growth goes 

beyond mere factual information, promoting deep and complex personal 

maturation (Cerri, 2007). 

On deeper analysis, didactic action is primarily an educational and cultural process 

(Gola, 2010), in which action is the fundamental element of didactics (Zuccoli, 

2016). In this perspective, didactic action is a specific approach, both conceptually 

and practically, whose primary object may seem to be only knowledge. But since 

didactics is an action, being based on action, it cannot do without conveying 

information that goes beyond factual training. This action becomes the place where 

the trajectories of teaching and learning intersect, come into contact, and together 

produce change. This action, therefore, involves the strong engagement of the 

educator and the learner, who together, actively and collectively, mature and 

change. What emerges from this is highly dependent on the individual elements 

involved, as well as their interaction and action. It is clear that this action, this 

complex action, involves the actors in their entirety, mind, and body, and is 

nourished by their motivations, emotions, and intentions (Rivoltella, Rossi, 2012). 

It becomes clear how the actors of didactic action enter with their singularity but 

also with their totality into teaching, and therefore it is impossible not to speak of 

educational action in teaching. The training that teachers provide in schools 

necessarily includes personal training, indicating that these two elements are highly 

inseparable. When a teacher faces a lesson, they instruct the student on certain 

topics but simultaneously provide transversal training to the student on other, 

diverse topics. Factual knowledge and personal development must be continuously 

stimulated by the teacher/educator, as they progress hand in hand and together 

contribute to the development of a complete and aware adult. Therefore, the task 

of the teacher/educator becomes that of being aware of the educational action that 

occurs in the educational context, becoming not only a conveyor of concepts but 

also a conveyor of life. 

In light of the above evidence, it is clear that it is no longer feasible to differentiate 

educational action from didactic action, as the teacher/educator, within the realm 

of didactics, is necessarily required to carry out educational action as well, as it 



 

 
 

 

becomes the only way to provide comprehensive, 360-degree education to the 

student in the school context." 

 

4. Research Project and sample 

The current research project, 'Sexuality in Disability,' has been partially funded 

through a territorial grant promoted by the Metropolitan City of Milan. The 

Disability Zonal Unit aims to facilitate the structuring and development of the 

territorial network of services for people with disabilities. In the face of an already 

well-articulated overall service offering, the Zonal Unit acts as a facilitator of 

relationships among the various stakeholders in the territory (families, schools, 

social cooperatives, etc.). The 'THIRD TIME' grant was created to support inclusive 

and generative projects in the Milan area and is part of an active training and 

research program on the 'Third Time - People Who Generate Social Value' territory. 

Specifically, the grant called for an educational intervention related to the topic of 

sexuality in cognitive disability, assisting educators in designing effective 

educational interventions. The proposal was developed into five training sessions, 

each lasting three hours, based on educational neuroscience, with the aim of 

understanding and interpreting behaviors exhibited in conditions of neurodiversity. 

These training sessions were alternated with five pedagogical supervision 

meetings, each lasting two hours, in which support was provided for reflection and 

evaluation of professional actions in relation to the cases and professional activities 

carried out by the operators of educational interventions. Reflection in pedagogical 

supervision and the evaluation of the project structure were carried out through 

the administration of questionnaires (pre and post-intervention). 

The activity took place from October 2021 to July 2022. The group of educators 

consisted of 74 statistical units and 10 educational teams. The total group was 

divided into a control group of 20 statistical units, which did not receive the 

training, and a sample of 54 statistical units. 

4.1 Research hypotheses 

The research hypothesis aims to investigate the relationships that arise between 

the (cultural) identity of an educator and their educational actions, as well as 

between a proposal for professional and personal empowerment and the 

participants' abilities to adapt and cultivate flexible thinking. 

4.2 Instruments 



 

 
 

 

Sexuality is an integral part of adult life. However, until recently, it has been 

relatively inaccessible for adults with intellectual disabilities (ID) due to barriers 

such as a lack of privacy in institutional living situations or because they have been 

kept in the dark (Servais, 2006). The attitudes of parents and caregivers are clearly 

fundamental to the quantity and type of information made available to people with 

ID, and these attitudes, in turn, will be influenced by the community's general 

attitudes towards these issues. An important indicator of a community's inclusivity 

is, therefore, its attitude towards the sexual rights of adults with ID. 

Cuskelly and Bryde (2004) developed a questionnaire to measure attitudes towards 

the sexual expression of people with ID, called the Attitudes to Sexuality 

Questionnaire (ASQ). This questionnaire contains items that reflect eight themes 

related to sexual expression: sexual feelings, sex education, masturbation, personal 

relationships, sexual relationships, sterilization, marriage, and parenthood. 

The authors suggested an examination of the factorial structure of their scale to 

determine whether attitudes towards the sexual expression of adults with ID were 

unidimensional or whether a more complex structure was evident. They also 

suggested that attitudes towards the sexual expression of men and women with ID 

should be examined separately. This latter suggestion is important because 

attitudes towards the sexual expression of men and women traditionally differ. 

The scale consists of 28 items to which a truthfulness score is assigned on a 6-point 

Likert scale, with higher scores indicating more positive or accepting attitudes. The 

questionnaire's demographic section has been expanded, and items have been 

included to determine the cultural background of the educator. This tool is based 

on assessment proposals for further research and clinical work provided by the 

APA. These tools are designed for administration during the initial interview and for 

monitoring treatment progress. They can also be used in research, and the DSM-5 

provides additional information that clarifies the context. 

The updated version of the Cultural Formulation Interview involves the systematic 

evaluation of the following categories: (1) Individual cultural identity (racial, ethnic, 

or cultural reference groups; language skills, preferences, and habits; religious 

affiliation; socioeconomic background; personal and family places of birth and 

upbringing; sexual orientation). (2) Cultural conceptualization of distress (cultural 

constructs that influence how the individual experiences, understands, and 

communicates with others; assessment of coping). (3) Psychosocial stressors and 

cultural features of vulnerability and resilience (not only identifying potential 

stressors but also the supports present within the individual's social environment: 



 

 
 

 

the role of religion, family, and other social networks, such as friends, neighbors, 

colleagues, in providing emotional, instrumental, and informational support). 

This study was designed to: 

• Examine attitudes towards sexuality separately for men and women with ID. 

• Provide educators with a tool for reflecting on their attitudes towards sexuality in 

the context of disability, as well as in relation to gender. 

• Co-construct individualized plans with educational teams. 

• Analyze educators' reflections in Pedagogical Supervision. 

4.3 Data Analysis 

The group of educators consists of 72 statistical units (Table 1). 

 

Table 1 Educators 

The total group was divided into a control group of 20 statistical units, which was 
not given training, and a sample of 54 statistical units, which instead took part in a 
training of 5 meetings lasting 2 hours each, and a supervision of 5 meetings for each 
of the 10 teams of 2 hours each (tot. 100 hours) on aspects related to educational 
neuroscience. 

 

Table 2 Sample and Control Group 

The Sample and the control group are homogeneously distributed among the 
various types of educational service in which it is exercised. 



 

 
 

 

 

Graph. 1 Educational Service for Sample and Control Group 

The sample and the control group are homogeneous with regard to the gender of 
the educator. The female gender is represented by about 75% in both groups, while 
the remaining 25% is represented by the male gender. 



 

 
 

 

 

Graph. 2 Gender of the educator 

The age distribution of the educator relative to the sample and the control group 
shows that the largest number of statistical units is under the age of 55, although 
in the sample the number of statistical units decreases with increasing age, while 
in the control group we have a reverse behavior.  



 

 
 

 

Graph. 3 Educator age distribution by group 

Analyzing how the marital status is distributed between the control group and the 
sample, it is noted that even in this case the data are quite homogeneous. For both 
groups, the age group between 40 and 49 years is the most represented, followed 
by the group between 30 and 39 years. Instead, the extreme bands are reversed. 
The control group is in third place for the 20-29 age group (15%), while the over 50 
age group (10%) is in last place. For the sample, on the other hand, the two bands 
have inverted percentages (9.3% and 18.5% respectively). 

Sexual orientation is also fairly evenly distributed between sample and control 
group. About 85-89% of operators are heterosexual. The remaining 15-11% is 
distributed among the different orientations. Note that the bisexual category is not 
present in the control group.  

 



 

 
 

 

 

Graph. 4 Sexual orientation of the educator 

In the distribution relative to the origin of educators, there is the prevalence of the 
Lombardy region (66%-control group and 55%-sample), followed by Lazio (30% and 
28% respectively). The sample then has a 9% presence from the Sardinia region, 
while this region is not represented in the control group. There are lower 
percentages for Campania and Sicily for both groups. 

 

 

 

 

 

 

 

 

Graph. 5 - Graph control group. 6 Sample 



 

 
 

 

The graph of marital status shows some divergences between Sample and Control 
Group. In particular, the most representative status for the Control Group is the 
Conjugated (45%), while for the Sample the Cohabitant (38.9%). In second place is 
the category Celibate/Nubile for the Control Group (30%), while the Married 
category for the Sample (31.5%). In third place the category Cohabitant for the 
Control Group (25%) and Celibate / Single for the Sample (27.8%). Overall, however, 
the three categories are fairly evenly distributed in the two groups. The Control 
lacks the category Separated / Divorced, which is instead present in the Sample 
(1.9%). 

 

Graph. 7 Civil status of the educator 

The analysis of the number of children shows that the Control Group and the 
sample are practically mirrored, with the categories No children and 2 children in 
first and second place. The range is from 0 to 4 children for both groups. 



 

 
 

 

 

Table 3 Number of children of the educator 

From the graph of the level of education we see a mirror situation between control 
group and sample even if with different percentages. The predominant category is 
Master's degree/PhD (85% for the Control Group and 60% for the Sample). This is 
followed by the Bachelor's Degree (10% and 30% respectively) and the High School 
Diploma (5% and 11% respectively).  

 

Graph. 8 Level of education of the educator 



 

 
 

 

The occupational categories, on the other hand, are slightly different between the 
two groups. In the Control Group the Social-Health Operator prevails, while in the 
Sample the Professional Educator. In any case, these two categories represent 70% 
and 62% respectively for the two groups. 

 

 

Graph. 9 Professional categories of the educator 

The analysis of the educator's beliefs shows that for both control groups the 
Catholic category is the one with the highest percentage (about 60%). Indicatively, 
the two groups are however homogeneously divided. 

 



 

 
 

 

 

Graph. 10 Educator's beliefs 

The families of educators, on the other hand, show a predominance of the Catholic 
religion (about 90%) and a lower variety of religions embraced, indicating that with 
the generational change the type of bond and religious/spiritual tradition has also 
changed. The two groups show homogeneity of values.  



 

 
 

 

 

Graph. 11 Beliefs of the educator's family 

Equally distributed within the groups, and also at the percentage level, is the 
influence of the educator's religious/spiritual beliefs on his daily life. 50% say they 
are affected. 

Graph. 62 Influence of beliefs on the daily life of the educator 



 

 
 

 

 

The influence on the life of the educator of family beliefs is once again distributed 
equally among groups and at the level of percentage, although in this case with a 
slight predominance of the value relative to non-influence. 

 

Graph. 13 Influence of family beliefs on the daily life of the educator 

The subjects were then given two tests, to frame two aspects of the educator, 
related to religious / spiritual influence and social problems. 

For each statement the educator had to associate an answer, identified in the 
Likert scale with 5 levels of score: 

strongly agree   5 
all right    4 
Neither agreement nor disagreement 3 
Disagree   2 
strongly disagree  1 
 

The statements for the two tests are given below: 

Religious/spiritual influence 

1. I belong to some congregation or community. 



 

 
 

 

2. My family members belong to some congregation or community. 
3. I practice activities related to spiritual, religious or moral traditions (prayers, 

meditation, dietary rules, etc.). 
4. I follow them periodically. 
5. Such activities are important and useful in my life. 
6. My spiritual, moral or religious belief has helped me in the approach related 

to the sexuality of the disabled user. 
7. I confront members of my spiritual, moral or religious community about my 

perception of sexuality in disability. 
8. I talk to a contact person, a teacher or work colleagues about my perception 

of sexuality in disabled users. 
9. It has helped me to read or study books of my spiritual, moral or religious 

belief (e.g., Bible, Qur'an). 
10. It has helped me to follow programs related to my spiritual moral or religious 

belief on the radio, on TV, on the internet or using other media. 
11. I have never had personal doubts about my spiritual moral or religious 

identity or its practices. 
12. I have experienced discrimination or conflicts related to my spiritual, moral 

or religious belief, or its practices. 
 

Social issues 

1. My perception of sexuality with respect to disability influences my ability to 
work. 

2. My perception of sexuality in disabled users influences my ability to take part 
in social and community activities. 

3. My gender influences my perception of sexuality with respect to disability. 
4. My sexual orientation influences my perception of sexuality with respect to 

disability. 
5. In my country of origin I have had important problems with society in relation 

to my way of being. 
6. Persons suffer or have suffered discrimination, adversity, persecution or even 

violence before leaving their country of origin.  
7. There are important personal ties in my country of origin. 
8. My migratory experience or my current condition in this country has changed 

my perception of sexuality with respect to disability. 
9. Because of my personal experiences I have been subject to discrimination, 

stereotypes or misunderstandings. 
10. My personal experiences and my experience have influenced, in general, the 

perception of sexuality with respect to disability. 
 



 

 
 

 

With a box plot graph, we tried to summarize the results of the two tests, 
dividing them by Sample and Control Group and Gender of the educator. It stands 
out that for both genders and for both groups the median always falls below the 
average value of the Likert scale. Analyzing in particular the sample, with regard to 
the test of religious / spiritual influence, it can be noted that for the male gender 
the IQR, which contains 50% of cases around the median, is much more extensive, 
than for the female gender, but while the male gender does not have a higher 
extreme that does not reach the score of 3.5, the female gender exceeds the value 
4 (therefore with a greater dispersion of scores between the min and the first 
quartile and over third quartile). The box plots related to Social issues are very 
similar, although in this case, the "mustache" of the female gender graph is more 
elongated, denoting even greater dispersion of scores. 

  

 

Graph. 14 Religious/spiritual influence and social issues 

1.Summary of statistical test results on Attitudes towards sexuality (individuals 

with intellectual disabilities) for Educators' data 

6.1 independent-samples t-test  

Verification of the first three hypotheses that refer to the choice of study design: 

•[I-ST 1] Presence of a dependent variable that is measured continuously. Always 

verified for our data. 



 

 
 

 

•[I-ST 2] Presence of an independent variable composed of two categories and 

independent groups. Always verified for our data. 

•[I-ST 3] Independence from observations. Each statistical unit represents a 

different person. The condition applies to our data. 

For the assumption that refers to how the data fit the model relating to the 

homogeneity of variances [I-ST 6], please refer to the execution of the test, 

verifying the result of the Levine test. 

       6.2 Paired-samples t-test  

Verification of the first two hypotheses that refer to the choice of study design: 

•[P-ST 1] Presence of a dependent variable that is measured continuously. Always 

verified for our data. 

•[P-ST 2] Presence of an independent variable that consists of two related 

categories, groups or matched pairs. Always verified for our data. 

       6.3 One-way anova 

Verification of the first three hypotheses that refer to the choice of the study 

project: 

•[O-WA 1] Presence of a dependent variable that is measured continuously. 

Always verified for our data. 

•[O-WA 2] Presence of an independent variable composed of two or more 

independent and categorical groups. 

•[O-WA 3] Independence from observations. Each statistical unit represents a 

different person. The condition applies to our data. 

For the assumption that refers to how the data fit the model relating to the 

homogeneity of variances [O-WA 6], refer to the execution of the test, verifying 

the result of the Levine test. 

       6.4 Pearson's product-moment correlation 

Verification of the first two hypotheses that refer to the choice of study design: 

•[PC 1] the two variables should be measured on a continuous scale. Always 

verified for our data. 



 

 
 

 

•[PC 2] your two continuous variables should be coupled. Always verified for our 

data. 

 

Table 4 Summary of results and data analysis 

 

Table 5 Summary of data analysis results 

5 Discussion  

Synthesizing the results of the test Attitudes towards sexuality (individuals with 
intellectual disabilities), we can conclude that the differences between the 
averages can therefore be considered statistically significant with an improvement 
in results at time T1, ie after training and supervision intervention. For the female 
gender of individuals, the size of the effect can be considered small (0,2). For the 



 

 
 

 

male gender of individuals, however, the areas Parenting and Non-reproductive 
sexual behaviors show a small size of the effect, even if all values are above 0.2, 
while the areas Rights to sexuality and Self-control show a size of the average effect. 
The training and supervision intervention allowed an improvement in the Attitudes 
towards sexuality test (individuals with intellectual disabilities). Let's now go into 
the details of the individual categories. At time T0, there is a difference in the mean 
between the male and female gender of the educator in the area of male self-
control. In particular, the area in question has a statistically significant higher 
average value for the male gender (-0.47). The effect can be considered large (0,8). 
At time T1, there is a difference in the mean between the male and female gender 
of the educator in the area of male self-control. In particular, the area in question 
has a statistically significant higher average value for the male gender (-0.54). The 
effect can be considered large (0.82). Between the T0 period and the T1 period for 
the gender of educators the medians moved approximately 0.5 points upwards, to 
a qualitative analysis. Always qualitatively speaking, at the time T0, regardless of 
age groups, Parenting and Self-control obtained low score values, between 1 and 
3. Rights to sexuality obtained intermediate values (around 4), while non-
reproductive sexual behaviors of high values (between 5 and 6). At time T1 the 
graphic figures are repeated, with a slight increase in scores compared to time T0. 
At time T0, for the area Rights to sexuality (F) the difference between the averages 
is statistically significant (+0.25 in favor of the homosexual category), while at time 
T1 there are no statistically significant differences for the different sexual 
orientations. The training and supervision allowed not only to increase the values 
of the tests, but also to make heterosexuals recover the gap they had towards 
homosexuals in the area of Sexuality Rights (F). At time T0 for the Parenting area 
(M) there are statistically significant differences between Lombardy and Campania 
(-0.93) and Lazio and Campania (-0.85). At time T1 for the Self-control area (F) there 
are statistically significant differences between Lombardy and Sardinia (-0.41). In 
addition, the regions with statistically significant average differences for the 
Parenting area (F) are Lombardy and Lazio (-0.49) and Lombardy and Sardinia (-
0.56). At time T0 there are no statistically significant differences for the Number of 
children, but at time T1, in the area Rights to sexuality (F) we have a statistically 
significant difference in the averages between those who do not have children and 
those who have only 1 (+0.49) and between those who have 1 and those who have 
2 (-0.67).  

At time T0, the correlation matrix between the different areas of analysis shows 
that there is a positive correlation between the areas, in most cases this correlation 
is strongly positive. Only Parenting (M) has no correlation with the Self-Control 
areas (M and F). At time T1, the correlation matrix between the different areas of 
analysis shows that the many correlations have weakened or disappeared in the 
transition from T0 to T1. At time T0, Religious/Spiritual influence is strongly 



 

 
 

 

negatively correlated with attitudes toward sexuality (individuals with Intellectual 
Disabilities F and M). This correlation is maintained even at time T1. Pedagogical 
supervision should be an indispensable space in educational practice as well as a 
privileged place to take care of the "intellectual tools necessary for daily work". It 
is an irreplaceable work of comparison, production of meaning, reading and 
resignification of educational work. Group dynamics are elaborated and 
pedagogical choices are monitored. It is also a form of prevention and support with 
respect to the possible tensions of the group. Roussillion et al. (2016) dealt 
specifically with the dynamics of services responsible for the care and education of 
individuals. At the base of his thought he places the inevitability that every process 
of symbolization of lived experience leaves a remnant, a non-symbolized residue, 
which in itself asks to enter into dialectic with personal and everyday reality. When 
taking into consideration the professional action of a group entity, it is necessary to 
identify and describe the different phenomena that manifest themselves in 
everyday life, allowing educators involved in the service to process them. The 
educational supervision of the team favors the emergence of the tensions of the 
group, which otherwise are not considered and elaborated. Denying change and 
the need to relate to it is a defensive tendency proper to every human being and 
can be unconsciously placed at the basis of the social contract of an organization. 
The care of the team falls positively on the work with the users as if it were an 
enlargement of the pedagogical field. 

Conclusions  

In the light of the results obtained, the proposed work has stimulated 
pedagogical reflection with respect to the action, the attitude of the operators in 
the educational relationship and their "social mandate". Supervision has been able 
to produce and consolidate pedagogical knowledge, stimulating educational 
reflection, observation and action, facilitating reflective processes that produce 
personal and professional changes. Therefore, the present work has enhanced 
pedagogical supervision as a meta-reflective tool, through which the professional 
educator has been able to analyze educational practices from the point of view of 
intentionality and planning. The in-depth cognitive analysis of the educators, in fact, 
has made it possible to reflect on the variables that guide educational action.  

In fact, the SP has presided over a space for reflection not only on the personal 
aspect of the educator, but also on professionalism, allowing an ongoing evaluation 
of the work, and activating a learning process from the experience for the educator. 
Moreover, through this space for discussion on singularity and professional action, 
the transmission of a professional culture aimed at strengthening the skills of the 
individual and the group has materialized. So, in this case, the supervisor becomes 
the expert in reflective processes and as such should promote a higher order 



 

 
 

 

reflection and training in the teacher, leading him to wonder if he is actually 
working in a proactive mode. 

In this perspective of reflection, an element that the supervisor and the teacher 
must contemplate is the entry into play of their totality in didactic and educational 
action. Therefore, the formation that teachers put in place at school necessarily 
also includes personal formation, leading them to be not only formators of 
concepts, but also formators of life. The teacher / educator, within the teaching, is 
necessarily called to implement also and above all an educational action, since this 
becomes the only way to provide a complete training, at 360 degrees, to the 
student, in the school context. 

Therefore, from this perspective, the ultimate goal of didactic and educational 
action is that each individual becomes the protagonist of his own formation 
process; Therefore, if the teacher/educator is fully aware of his individuality, of the 
individuality of the student, of the context and of the network of relationships that 
live there, he guarantees respect for the singularity of each element. In fact, 
learning necessarily takes place within a group, a relational context and a school 
system, and the latter, also understood in the figure of the teacher / educator, is 
called not only to transmit disciplinary content, but also to convey values of the 
society from which it receives the educational mandate. 

This highlights the need to acquire this practice as a structural element of 
educational work, granting it a permanent space that, beyond contingency and 
emergency, contributes to strengthening a culture of pedagogical supervision. It 
will thus be possible to consolidate the professional identity and, at the same time, 
responsibly support the reflective and procedural project underlying the 
educational and didactic interventions, assuming it in all its complexity. 
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