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2. Wider policy framework supporting teacher education

It can be said that from the early 90’s, the reform of the educational system carried out in Spain within the framework of the Organic Law on Organisation of the Educational System (LOGSE – October 1990) to the current Organic Law of Education (LOE – May 2006), is in the process of moving towards a more inclusive system, though for more than twenty years ‘attention to diversity’ has been the term in use. 

Since that time, ‘inclusion’ has been a key principle within the Spanish educational structures at different levels, recognising the need to fit provisions to a wide range of needs and pupils/students’ abilities, motivation, mother tongue, place of birth, etc. 

In order to achieve that goal, firstly the choice was made to develop a flexible curriculum at different stages by involving different stakeholders in that task.

In Spain, there is a division of power between central government and regional governments (Autonomous Communities). In order to ensure equality of opportunities and pupils/students’ mobility across the country (there are some Spanish Autonomous Communities with a different official language besides Spanish) each Autonomous Community is responsible for setting about 50% of the curriculum content. It was also established that schools themselves, in the framework of their pedagogical autonomy, could develop and adapt the core curriculum. Such school education projects must take into consideration the characteristics of the social and cultural environment of the school, its own context, history, educational ideology and their students’ needs, including ways of meeting student diversity. The School Education project must set out the guidelines for the next stage to be developed by teachers, the Curricular Projects. Finally, individual teachers must plan the Teaching/Didactic Programme. Teachers are obliged by law to address his/her pupils/students’ needs by individually adapting the syllabus and curriculum.

Bearing this in mind, it is a system that promotes educational practices for a wide number of pupils/students with diverse needs, in the spirit of what might be called inclusive education. Obviously, the measures of adaptation, adjustment and differentiation of the curriculum have been accompanied by other organisational measures, support and assessment to enhance more inclusive educational responses.

The organisational and legal approaches below have been accompanied by ‘school integration’ active policies focused on vulnerable collectives, including two large groups of pupils/students. The first of them is considered to have special educational needs (SEN), usually linked to learning difficulties, disabilities or developmental disorders. The second one is related to those pupils and their families with a non-EU immigrant background, who in the past ten years have undergone a steady increase, reaching 10% of the school-age population. The policy measures have also been particularly sensitive to the educational needs of talented pupils/students as well as to those in socially disadvantaged backgrounds, especially to the Roma people, the largest ethnic minority in our country.

The Spanish educational system with regard to students with SEN supports a structure that the Agency has named in some of its studies – multi-track, in the sense that these pupils/students can be enrolled:

· In mainstream schools with almost full integration into all school activities and following the school core curriculum;
· In ‘specific classrooms’ (with different names) for pupils in need of ongoing educational support in some periods of their timetable combined with mainstream classes;
· In special schools for special needs education in both public schools and publicly funded private schools.
One particular ‘outstanding issue’ still to be overcome in Spain in order to have inclusive education policies, as in other countries, relates to the urgent need not to simplify this principle into a policy and practice for certain groups of pupils ‘labelled’ with special needs or different from their classmates. This is occurring at the same time as concern for the high level of school failure and drop-outs in compulsory education (between 25 and 30%).

When talking about inclusion, many teachers at all educational levels quite often just think about certain ‘special pupils and measures’, whereas attention to diversity should be an ordinary general activity. Though many other teachers know that to address, integrate or include pupils/students with SEN or those who are more vulnerable, should be met with the same quality of education as for all students. We think that it is not therefore a widely shared idea, as stated in the proposal of UNESCO (2008), that inclusive education is felt as ‘an ongoing process aimed at offering quality education for all while respecting diversity and the different needs and abilities, characteristics and learning expectations of the students and communities, eliminating all forms of discrimination.’
It still remains an educative approach based on the belief that the most suitable way to improve the education of all is through separate responsibilities: mainstream teachers would be in charge of ‘normal’ pupils and special teachers of those with a variety of special needs.
Funding structures adopted to ensure the necessary additional resources have been successful in many senses but they have also reinforced the perspective above. It could be said that for many teachers some individual pupils with SEN could be schooled in mainstream schools with special teachers’ support and as long as those special needs could be ‘coped with’. These intentions are possible due to an open and flexible schooling policy permitting a wide range of interpretations and possibilities of enrolment. 

From our point of view, many trainers of future compulsory education teachers share that approach, which, in part, could explain why some experts have noticed some deadlock with regard to the development of inclusive education policy in Spain. 

The plans still in force at the majority of Spanish universities for teacher education programmes for preschool and primary education teachers were approved in the early 90’s, at the beginning of the education reform in Spain and when, in Europe, the framework for SEN was the well known ‘Warnock Report’ from the UK. 

These teachers’ training was also organised by specialisations: one speciality for ‘tutors’ in primary and preschool education, one for ‘specialist’ teachers of music, foreign languages, PE and one for those in charge of pupils with SEN. The name for the last of these shows the kind of expertise required; ‘Pedagogical Therapy Teachers’.
The education programme for those teachers, so called ‘tutors’, who within the framework of an inclusive approach were supposed to be able to identify, know and understand the educational needs of pupils with SEN, comprised just 9 credits (90 hours) within a 240- credit curriculum (2400 hours). This means less than 5% of initial training. The subject was called ‘Special Education Psycho-pedagogical Bases’ and the compulsory benchmarks set by the Ministry of Education for the whole of the Spanish universities that run this degree were as follows: 

· Learning difficulties and special educational needs. Developmental disorders and their impact on pupils’ learning. Education of pupils with sensory, physical and mental deficits. Educative integration of students with difficulties. 

As said before, the special teachers were trained together with them. They would be support teachers at mainstream schools or tutors in segregated schools. Several experts agree that this separateness during the initial training has slightly contributed to the development of mainstream teachers’ skills in inclusive practices and, on the contrary, has contributed in keeping the traditional approaches when addressing diversity. 

Initial training for preschool and primary teachers was poor concerning inclusive practices, but it is not an over exaggeration to say that the initial training for secondary teachers was unsuitable and lacking regarding to their training in didactics and psycho-pedagogical knowledge. Until the current academic year, the initial training programme for lower and upper secondary education, and vocational education was called Educational Update Course. It was based on a previous degree plus a short course on teacher training which lacks value and professional appreciation. This is one of the key factors for the high amount of dropouts at schools. 
Due to this, initial teacher training is suffering a deep change in its approach, moving towards the acquisition of skills oriented to more inclusive practices, which will be a big challenge. Teacher trainers of preschool and primary teachers are not always ‘aware’ of the value of an inclusive approach, since for many years it has been seen as a complementary or minor issue. The training of secondary school teachers is still far from actual pedagogical approaches, overshadowed and belittled by a theoretical-content based curriculum. Concerning this matter, the Ministry of Education has planned a new training course – a Master’s Degree of 60 ECTS – that should provide value and appropriateness by meeting the very different teaching challenges involved in the educational stages. One of these is to plan, develop and monitor relevant and accessible teaching and learning processes – or – which is the same – inclusive teaching and learning processes.
Undoubtedly initial teacher training should be strongly oriented toward skills that support inclusive educational practices, since the current ‘Organic Law of Education (LOE) 2006’ establishes inclusion, equity and non-discrimination as some of the educational basic key principles in the following text: 

CHAPTER I. PRINCIPLES AND AIMS OF EDUCATION

ARTICLE 1. PRINCIPLES.

The Spanish education system, set up in accordance with the values of the Constitution and based on the respect for the rights and liberties recognised therein, is inspired by the following principles:

a) Quality education for all students, regardless of their condition and circumstances.

b) Equity that guarantees equal opportunities, educational inclusion and non-discrimination and that acts as a compensating factor for the personal cultural, economic and social inequalities, with special emphasis on those derived from disabilities.

c) The transmission and application of values that favour personal liberty, responsibility, democratic citizenship, solidarity, tolerance, equality, respect and justice and that also help to overcome any type of discrimination.

It is logical to hope that the introduction of general and specific competences related to inclusion into different educational levels of the teacher education curricula have a positive impact on the best preparation of all teachers. These features are bound to make more time for education and for the submission of plans to be seriously monitored within the framework of accreditation, maintenance and improvement of the teaching quality processes that new qualifications are required to develop.

As has been said before, it is in this field where great expectations should be placed. Within the process of accreditation and assessment of curricula just beginning to develop in Spain, it is hoped that precisely defined competences in relation to the processes of inclusion and respect for diversity will be taken into account and assessed as they deserve. This must be done to improve initial teacher education, otherwise it will be at risk of falling too far from the ambitious aims which should serve to ensure quality education for all students, without exception or discrimination.

With regard to this, it is important that the university authorities and the Ministry of Education itself promotes and supports, with resources and specific plans, the development of initiatives and experiences that move in that direction and provide the necessary expertise for such a complex process of change in initial teacher training in Spain.

3. Initial Teacher Education

a. Entry to teacher education

The procedures for initial teacher education enrolment have been changing essentially in relation to what is stated in Eurydice’s Spanish report, in terms of teacher training for secondary education teachers (secondary school and vocational training). 

Hereafter, all post-primary teachers (secondary school and vocational training) will be required to have a Master’s Degree in Secondary and Bachillerato Education and to attend the assessment that regulates the entrance to the public education system or to private schools for teachers. (Order ECI/3858/2007, of 27th December (BOE of 29th December 2007), establishing the requirements to verify official university degrees enabling practise as a Teacher of Lower and Upper Secondary Education, Vocational Education and Language Teaching.)
Therefore, nowadays, at the beginning of a long process to improve a teacher’s training in different aspects of their upcoming professional life, one of them will be better competences and skills on meeting diversity. 

Regarding the access to preschool and primary teachers’ education, an historical change has occurred. These studies were a three year course (Diplomatura), instead of a five-year degree (Licenciatura), as for instance, Psychology, Philosophy or Law, but in the near future, within the harmonising of the European Higher Education Framework, Teacher Education will also be a degree. In the Spanish context, it has been agreed that the degrees will be four-year degrees (240 ECTS) representing an important increase in initial training time compared to the previous ‘diplomaturas’ This should provide a basis for promoting better qualified teachers in developing more inclusive educational practices.
b. Models of initial teacher education

The authors of this report believe that the ways of teaching with the greatest impact on future teachers’ training with regards to the improvement of their inclusive education are those in which university teachers take their lessons within the same principles and implement methodologies for inclusion. The following ones can be highlighted: 
· Clearly show acceptance and respect for differences among their students as an enriching factor of their teaching.
· They are well aware of each student’s starting point, assessing what they know about the topics that they will be working with before providing new learning experiences or addressing the appropriate contents. 

· Encourage an active and participative learning experience, which takes into account the diversity of skills, ways of learning and motivation of the students. 

· Promote the possibility of diversifying teaching contents, empowering students to choose, and use different ways of expressing the learning achieved. 

· Diversify the methods of assessment, gathering different evidence on student’s progress and performance. 

· Practice the collaborative and co-operative work among students, while making explicit the accountability of individual students for their own progress. 

· Use of (ITC) information technology and communication to facilitate access and participation of students.
· Explicitly enable values and ethics related to the right of all to a quality education.
· Support at all times and with different procedures, critical reflection on beliefs and attitudes towards diversity and how to address it in inclusive settings.
It is obviously impossible to be aware of all teaching practices developed in more than 40 universities with initial teacher education. The opinion of the authors of this report is that collaborative practices between university teachers and experts on specific issues related to inclusive education are scarce in initial teacher education, but this may be unfair as positive experiences in this regard undoubtedly exist.
c. The initial teacher education curriculum

There are no significant changes concerning what has been said in the Eurydice report regarding this topic. Within the European Higher Education Framework and in line with the Bologna process, teaching is considered a professional performance that should be stated at national level (as with doctors and architects). For that reason, the Ministry of Education has established the national ‘Basic Guidelines’ to be followed by all universities planning teacher training curricula, for both preschool/primary and secondary teachers.

These guidelines establish key competences as a goal for these studies and the main topics and contents to be taught, the allocation of ECTS for each one and the outline indicators for specific skills to be achieved at the end of the teaching process. 

Universities should develop these topics in different subjects (courses) following their own criteria and properly allocating the ECTS credits among those subjects. As universities are autonomous and independent they are able to set out specialised syllabi within the framework of the elective subjects established by the basic guidelines. Concerning preschool and primary education they can comprise about 30 to 45 ECTS.

It is difficult to highlight the contents that may impact on teacher training for inclusion, because, as mentioned before, new degrees have begun this course year (09/10) so many universities are still developing the previous degrees for teachers. However in view of the experience needed in order to write this report, from research via internet resources from some major Spanish universities that are currently implementing the new degrees, it is possible to outline the following:

· Knowledge of diverse educational needs of pupils with different types of disabilities (sensory, motor, intellectual, etc.) or developmental disorders or other difficulties (Hyperactive and Attention Deficit Disorders);
· Knowledge of learning difficulties in varying degrees and severity, usually linked to basic skills such as reading and writing, or calculation;
· Knowledge linked to the history and changes in education in relation to policies on attention to diversity. Mainly in the knowledge of the history and evolution of special needs education and integration of pupils with SEN;
· Materials with relevant contents with regard to the study and understanding of the rights of pupils at risk of exclusion or dropping out. These materials are sometimes related to ‘education for citizenship’ or ‘intercultural education’.
We found few explicit references to the term ‘inclusion’ or ‘inclusive education’ when reviewing the subjects related to the most relevant skills for inclusion. In some of these subjects they seem to be linked to the ‘evolution of special needs education and school integration of pupils with SEN’ which again suggests that it is foreseeable that this reference is connected to a ‘restrictive’ view of the processes of inclusive education.

In any case, the trend for these subjects seems to be an ad hoc part of the basic training (6 to 12 ECTS) in a 240 ECTS-degree, which foresees, again, very limited training in the development of the associated complex skills on inclusive processes. Some universities have provided the implementation of some optional specialised training plans with between 30 and 45 ECTS, some of them close to education for inclusion. For instance the Autonomous University of Madrid has planned a 45 ECTS training course entitled ‘Support for the process of inclusive education’.

In any case it is possible and would be desirable if together with specific subjects for the study of some key elements on inclusive education, the development of skills for more inclusive educational practices could be a cross-curricular approach in initial teacher training. This would mean that, at the same time, inclusion would guide the students’ reflections upon didactics subjects (curriculum development, school management, assessment systems, etc.) as well as on psycho-pedagogical ones (behaviour development, individual differences, collaboration with families and social environment, etc.). This approach needs a strong team-working culture among the higher education teachers which, in the view of the authors of this report, is clearly lacking in most of the universities, of course with a few important exceptions. Teamwork and educational teams sharing criteria is also fundamental for inclusive education at a higher education level.

d. Attitudes and values in initial teacher education

Prior to the development of the new curricula in line with the European Common Higher Education Area, the National Agency for Quality Assessment and Accreditation (ANECA, 2005) noticeably supported the development of ‘white papers’ relating to the different degrees which would guide the Ministry in its proposals and also subsequently qualification makers at each university. From the point of view of a significant group of experts and professors consulted for this purpose (180 lecturers from 18 universities) it was clear that in the documents which referred to future degrees on teacher education, amongst the three most important skills that all teachers should acquire by the end of their studies, were the abilities to develop, implement and assess lessons. Addressing pupils’ diversity (abilities and multiculturalism) was in third place.

As mentioned in section 4, this analysis contributed to the development of the legislation that set the competences universities should take into account, for their future preschool, primary or secondary school teachers. There are clear references to attitudes, values and practices that are closely linked with the inclusive approach to education.

What is not so clear is whether a significant group of university teachers of future school teachers have noticed the important involvement for their practice that these guidelines have. It can not be forgotten that some of the teacher trainers still maintain an individualistic approach or medical model about the work that has to do with the more vulnerable pupils and therefore they do not understand or share what underlies the principles of a more inclusive education. In any case, we should also mention the importance of the Ministry of Education to strongly conduct this change of mentalities and practices to assist these teachers, training teachers, to review their ideas and practices.
e.
Teaching practice

As it is said in the Eurydice national report, preschool and primary teacher education reflects a simultaneous teaching pattern. Teacher education curricula combines theoretical and practical training.

In the previous studies (‘diplomaturas’), the whole degree can have from 180 to 270 credits (1 credit = 10 hours). 32 of these correspond to a set of teaching practices in the classroom. The schools in which students conduct their practices are selected by the universities from among those who voluntarily apply. 

In-teaching practice student teachers have double tuition: a) at school by a professional tutor who runs monitors and assesses their work according to standard criteria provided by universities and b) an academic tutor who also monitors the process, promotes reflection on the learning process at school and eventually assesses the student. That assessment is based on a ‘practice report’ in which the student must explain what has been learned during the practice period. At school the student is visited 2/3 times by his/her academic tutor and they also meet in seminars and working meetings at the University. 

It will be the academic tutor’s qualification, sensitivity and education that facilitate or hinder the student’s reflection upon educational processes regarding inclusive education throughout the practice period.
4. Competences, assessment and accreditation

Although at present some universities have still not implemented the new curriculum structure based on the commonly agreed framework of the European Higher Education Area, it seems appropriate to focus this question on thinking about the future, not the past. 

With regard to this, curricula for preschool and primary teachers’ education will be 240 ECTS-degrees organised by the following rules:

- Order ECI/3854/2007, of 27th December (BOE issue 312 of 29th December 2007), establishing the requirements to verify official university degrees enabling practising as a Teacher of Preschool Education. (ORDEN ECI/3854/2007, de 27 de diciembre, por la que se establecen los requisitos para la verificación de los títulos universitarios oficiales que habiliten para el ejercicio de la profesión de Maestro en Educación Infantil.)
- Order ECI/3857/2007, of 27th December (BOE of 29th December 2007), establishing the requirements to verify official university degrees enabling practising as a Teacher of Primary Education. (ORDEN ECI/3857/2007, de 27 de diciembre, por la que se establecen los requisitos para la verificación de los títulos universitarios oficiales que habiliten para el ejercicio de la profesión de Maestro en Educación Primaria.)
Among the competences to be achieved in the preschool teacher degree, the following ones are the closest to skills connected to the development of educational inclusion:

· …‘Promote and facilitate learning in early childhood, from a global and integrating approach that takes into account different cognitive, emotional, psychomotor and volitional aspects. 

· Organise, plan and manage learning atmospheres that address diversity and meet pupils’ educational needs, gender equality and respect for human rights.
· Promote fellowship in the classroom and beyond and address the peaceful resolution of conflicts. Learn how to observe systematically learning and living environments and how to reflect on them. 

· Promote the autonomy and individuality of each pupil as key factors in learning how to handle emotions, feelings and values in early childhood.
· Reflect upon classroom practices in order to innovate and improve teaching skills. Acquire team working and self-learning habits and promote them amongst the students’... 

As regards the primary teacher degree the following skills fulfil the same function: 

· …‘Organise, plan and assess teaching and learning processes, both individually and in collaboration with other teachers and professionals from the school.
· Effectively address situations of language learning in multicultural and multilingual contexts. 

· Organise, plan and manage learning atmospheres that address diversity and meet pupils’ educational needs, gender equality and respect for human rights within the framework of citizenship education.
· Reflect upon classroom practices in order to innovate and improve teaching skills. Acquire team working and self-learning habits and promote them amongst the students.
· Promote fellowship in the classroom and beyond, and address the peaceful resolution of conflicts. 
· Tutoring and counselling pupils and their families, meeting pupil’s educational needs’.... 

As regards professional teaching in secondary education, the verification requirements for official university degrees can be established by the following rule: 
- Order ECI/3858/2007, of 27th December (BOE of 29th December 2007), establishing the requirements to verify official university degrees enabling practising as a Teacher of Lower and Upper Secondary Education, Vocational Education and Language Teaching. ORDEN ECI/3858/2007, de 27 de diciembre, por la que se establecen los requisitos para la verificación de los títulos universitarios oficiales que habiliten para el ejercicio de las profesiones de Profesor de Educación Secundaria Obligatoria y Bachillerato, Formación Profesional y Enseñanzas de Idiomas.
This training will be organised into a 60 ECTS-Official Master degree. The establishing common competences related to inclusive education are as follows:

· …‘Plan, develop and assess the teaching and learning process enhancing educational processes to facilitate the acquisition of competences, taking into account pupils’ previous knowledge as well as counselling them, both individually and in collaboration with other teachers and professionals from the high school.
· Specify the curriculum to be implemented in a school, collaborating in its development, develop and implement teaching methodologies both in groups and individually adapted to pupils’ diversity. 
· Elaborate and develop learning spaces with special attention to equity, emotional education, values, equal rights and opportunities between men and women, citizenship education and respect for human rights that facilitates social life, make decisions and build a sustainable future. 
· Know the interaction and communication processes in the classroom, master necessary social skills to promote learning and team working in the classroom, and address discipline disorders and conflict resolution. 
· Develop formal and informal activities fostering participation and culture within the school and its environment. Tutoring and counselling pupils and their families in a collaborative and coordinated way. Participate in the assessment, research and innovation in the teaching and learning processes’... 
Both these general competences and the specific ones in the different content and subjects of these degrees and in the Master’s degree in Lower and Upper Secondary Education can be a key element for universities in organising initial training for teachers with a strong and meaningful focus on values, attitudes, skills and knowledge with the ability to develop more inclusive practices in schools.
However, as said in a Spanish saying ‘Easier said than done’, It will be necessary to do an assessment on how universities implement those competences so as to not lose them amongst other kinds of teaching and learning contents. 

With regard to this, we believe that a key approach to promoting deep change in teacher training in this area (inclusive education), in our county as well as in others, should be, as far as Spain is concerned, the National Agency for Quality Assessment and Accreditation (ANECA) who are responsible for, among others, the processes of accreditation of qualifications. New processes to be launched in a few years, should set clear and measurable standards to assess whether the students enrolled in the degrees or Masters degrees, are competent enough in the proposed skills. The experience of other countries shows us that, without these assessment processes, universities need to seriously monitor their titles as they are more than likely to continue doing ‘more of the same’ so that students complete their studies without enough basic training to meet the complex demands of a more inclusive education.
Information on Evaluation and certification can be found in the Eurydice national report, Section 8.
To date, no national standards have been developed for the assessment of the set competences. Each university that provides these degrees is required to set out their Educational Quality Assurance Plans, the criteria and procedures that will ensure the monitoring of compliance with the aims set for each degree.
5. Teacher educators

Looking at the historical development of inclusive education in Spain, and particularly links to the development of special needs education, it can be assumed that some of the teacher trainers’ experiences and qualifications should be related to special educational needs, disabilities and developmental disorders. These contents are the most common ones both in general (‘Psycho-pedagogical Bases of Special Education’), and in specific subjects on Special Needs Education for ‘therapeutic pedagogy teachers.’

Beside this speciality, we must also highlight the existence of another specialisation in teaching programmes so-called ‘Hearing and Speech’ addressed to teachers of hearing impaired or deaf pupils or for ‘supporting’ teachers in mainstream schools to meet different learning difficulties or disorders related to the process of reading-writing acquisition. 

Within teacher education degrees, other topics, mentioned before, have had a smaller appearance than previous ones and they were also elective contents. Therefore, it can be assumed that future teachers’ initial qualifications on these competences and skills will be poor, apart from the notable exceptions which undoubtedly exist. It is important to highlight that for a long period of time in Spain, Roma pupils have been the largest minority ethnic group at schools. Remarkable work has been done in this field by some universities in collaboration with major NGOs, such as the Asociación de Enseñantes con Gitanos –Association of Teachers of Roma people (http://www.pangea.org/aecgit/) or Fundación Secretariado Gitano – Roma Secretariat Foundation (www.gitanos.org).

In initial teacher training, subjects close or related to vulnerable groups of pupils have been particularly focused on special educational needs. However, concerning in-service teacher training, it is not the same. 

Since the educational reform of the 1990’s to promote its development, Spain has created complex and diverse teacher training centres, with different organisational approaches, sharing the common goal of promoting training and upgrading and improving the innovation of teacher education. 

These ‘teacher centres’ are at the local level and of different sizes (from 4/5 teacher advisers, to other ones with more than 10/12 teacher advisers). They are being developed and structured to in-service training plans with different programmes: lessons, courses, seminars, workshops, and training plans in schools. 

The versatility and dynamism of these sites has led to a broad, diverse and rich range of training facilities, often, more updated and adjusted to the dynamic training needs of teachers, than those provided by universities. At these centres, to have teacher advisers who deal with issues related to the ‘attention to diversity and inclusion’ has always been considered essential. Their actions on these issues could be isolated or connected to other advisers’ actions (usually educational stages together with those responsible for ICT).

In some Autonomous Communities there are also ‘teachers’ centres’ at the regional level, called ‘regional centres of reference’ that reinforce the impact of some issues which are difficult to address at the local centres due to their expertise or because of their specialisation.

Finally, once Autonomous Communities become self-governing in education, it should be noted, as LOE establishes, that the Ministry of Education remains nevertheless an important actor in the field of in-service training through two specialised units. The first one, linked to the development of information technologies and communication is the Institute for Educational Technologies (http://www.ite.educacion.es/) that provides a wide range of online training courses with diverse topics and contents, including several related to inclusive education: (http://www.isftic.mepsyd.es/formacion/enred/formamos/curso_einclusiva_iguales.php). 

The Ministry of Education also supports one Ibereoamerican resource net particularly focused on inclusion and special needs. http://www.educacion.es/educacion/actividad-internacional/cooperacion-educativa/riinee.html
The second unit from the Ministry of Education is the Institute for Teacher Training, Educational Research and Innovation (http://www.educacion.es/cide/index.htm) which among other functions, promotes, plans and develops training programmes for teachers both inside Spain and in particular, in co-operation with Latin American countries. There is a side within this website that specialises in resources for intercultural education (https://www.educacion.es/creade/index.do).
The Ministry of Education has also recently launched a free access educational website linked to the reading competence improvement (http://leer.es) that will be an important tool for teacher training of all educational stages and for the improvement in one of the key competences, maybe the main one, needed for a quality education accessible to all pupils.

6. Quality assurance and follow up of new teachers

At present there are no national set of indicators or standard criteria for assessing the degree of compliance within the standards set out by the curricula and teaching programmes relevant to the field of inclusive education or others. However, the universities have been assessing their curricula with ‘assessment for learning’, supported by national or regional agencies for assessment and on the basis of ‘peer assessment’. The reports of these assessments will have been used to make changes and improvements, some of which have been involved more or less with inclusive education.
In Spain there has been little tradition of analysis and projects to follow up the process of professional initiation once initial studies in the field of teacher training have been finished. The authors of this report do not know any particular research, analysis or project that has focused on teaching teachers to meet diversity. However, within the framework of the aforementioned ‘white papers’ promoted by the ANECA for future preschool and primary teacher degrees, generic employability data were collected and can be consulted in such reports (http://www.aneca.es/publications/books-whites.aspx).

7. Representation from minority groups
Though detailed information on diversity data is not easy to find, the authors of this report undoubtedly think that all minority groups (i.e. people with disabilities, from different ethnic, cultural, linguistic and/or religious backgrounds or who are gay/lesbian/transgender) are poorly represented, both among teachers and their professors. 
Fortunately, regarding teacher students it is not the same. In a democratic society, increasingly open, sensitive and respectful of human diversity in gender, ability, origin, religion or sexual orientation, as Spain is, there is a growing presence of such minority groups among university students studying to become teachers. It is important to highlight the progressive inclusion of students with disabilities (sensory or motor). In the last 10 years through the recognition of their rights, policies have been developed by most of the universities to facilitate the presence and full participation of students with disabilities at the university. For this purpose, there are specialised identification, monitoring and counselling units for students with specific support needs. University of Salamanca is a reference on this point (http://inico.usal.es/adu.asp).

8. Policy into practice examples
Introduction

Gerardo Echeita, Universidad Autónoma de Madrid, Facultad de Formación del Profesorado y Educación.

It is always quite arbitrary to point out a practice as a ‘best training practice’ when there are no defined agreed criteria. What can be said about the introduced practice is that it is an ‘honest’ attempt to encourage students to be more competent in promoting a more inclusive education. It is expected to: 

a) To strengthen their ability to reflect with a critical eye on perspectives and educational approaches underlying certain educational practices regarding how to address student diversity which is to manage and differentiate basic concepts such as, among others, the following: 

a. Diversity, difference and inequality;
b. Stereotypes, prejudice and discrimination;
c. Exclusion or inclusion, assimilation and participation;
d. Collaboration, co-operation, community.
b) Reinforce some ethical principles and positive attitudes towards diversity and to promote feelings and actions to situations of discrimination, inequality or oppression experienced by some vulnerable pupils.
c) Strengthen their capacity to plan educational practices accessible to all students from their planning, applying the principles of Universal design for learning and personalised learning.
d) Enhance their appreciation and ability to work in a collaborative way and address the challenges and problems raised by the complexity of educational projects with an inclusive approach.
To strengthen their ability in lifelong learning. That is, to strengthen their ability to ask relevant questions, to practice problems and doubts, collect and analyse accurate information, analyse and synthesize that information to share and discuss it with others through dialogue among equals.
In any case, it can be clearly improved and it is continuously monitored by both its developer and by the students who are involved in it.

Background/why this example shows innovative practice. Situation of the example:

The analysed practice concerns the structure, content and development of the core subject (6 ECTS) ‘Psycho pedagogical Bases for Inclusive Education’ taught in the first course (second half) of the Primary Education Teaching Degree at the Faculty of Teacher Training and Education of the Autonomous University of Madrid, involving different professors – myself included.

This matter is part of the new degree curricula, developed at the Autonomous University of Madrid as a result of the reform processes of these studies promoted in the framework of the ESEA. In part it comprises the content of a subject from the previous degree, also core or compulsory, called ‘Psycho pedagogical Bases for Special Education’ for all stages in teacher education (see national report). In any case, it differs from the following:
· Clearly adopts a perspective based on the concept of ‘diversity’ and not of the care of a particular group of learners (those considered with special educational needs).
· It is complemented by other subjects specifically planned to reinforce concepts, procedures and inclusive educational values, linked, in this case, to the concept of Education for Equality and Citizenship (6ECTS).
The most innovative aspect of this subject is its organisation which is outlined by the three dimensions that are shown in the definition of inclusive education established by UNESCO (2009): the presence, learning and participation. 

Once we have the definition or approach to educational inclusion that incorporates these dimensions, the situations that are contrary to them can be analysed (exclusion as opposed to presence; drop out as opposed to learning and marginalisation as opposed to participation) and it is shown through: 

a) two ‘groups’ of learners ( SEN pupils, as particularly vulnerable to situations of exclusion/segregation and immigrant pupils as particularly vulnerable to the processes of marginalisation). In this case the idea of intercultural education and the basic concepts it needs (culture, acculturation, cultural conflict, stereotypes, prejudice and discrimination etc) are also discussed.
b) the process of what is meant by ‘Meaningful Learning’ which allows analysis of drop-out situations as, dependent not so much on factors or individual characteristics, but the barriers created with teaching practices as opposed to, among others, the principles of meaningful learning. 

The most theoretical contents of the subject have taken into account the Universal Design for Learning (CAST, 2008), as an approach that aims to overcome the approaches based on curriculum adaptations, that have only been planned for the supposedly ‘normal learners.’ 

Finally, the idea of ‘complexity’ and the difficulty of inclusive education are also discussed. The concepts and practices related to collaborative teaching, co-operative learning, learning community and networking, as strategies to cope with complexity, are also studied.
Partners involved:
This subject is planned and developed by colleagues from two important departments (due to the number of subjects they teach) those from the Faculty of Teacher Training and Education: the Department for Didactics and Educational Theory and the Department for Developmental Psychology and Education. Both departments, together with the Department of Philosophy, are (also) responsible for the planning and implementation of the subject ‘Education for Equality and Citizenship,’ which, as said before, consists of a training project capable of settling some key competences that support inclusive education practices. Among the colleagues with whom I work and who monitor more closely the development of this subject are Professors Cecilia Simon (cecilia.simon@uam.es) And Marta Sandoval (marta.sandoval@uam.es), both of whom are from the Department of Developmental Psychology and Education.

Description of activity/approach being taken:

The teaching methods adopted for the development of the subject try to be consistent with the approach itself. For this reason independent study, individually in pairs or in teamwork is encouraged and reinforced. Students have to develop, with progressive difficulty work projects on various topics and contents from the programme. When introducing what has been learned, the use of different methods of presentation is fostered (DVDs, Power Point presentations, music, concept maps, essays, etc.)

At the same time a sense of responsibility for their own learning is enhanced, having to write a learning diary during the course and maintain an e-portfolio in which they keep their coursework and ‘extra’ supporting work. 

The whole teaching and learning process is empowered by the use of an e-learning platform in Moodle in which students have the available information and the timetable for the tasks to perform, study materials, additional materials, as well as a forum for open discussions. Everything aims to be flexible to various ways of participation linked to their individual learning process. 

The process and benchmarks for the learning assessment fit as well as the objective of developing different competences. Therefore three assessment benchmarks have been established: One related to ‘knowledge’ (reflected in their coursework, tests and evaluations), another one related to ‘knowing how to do and organise’ ( reflected in the quality of their e-portfolio, and the compliance with the responsibility to agreed work or test deadlines), and finally, one connected to ‘knowing how to be and to participate in class’ (reflected in their active participation in discussions in person or virtual) through the forum developed during the activities in the lessons or afterwards.

Impact/benefits for student teachers/learners/others:

Though this is the first year that this area has been developed, we are sure that it will help students to assume the task of teaching a diverse set of learners as something natural in their professional work. And also in this context, when they have pupils in front of them who are in vulnerable circumstances, they will assume their responsibility to co-ordinate and ‘conduct’ (in Professors Ainscow and Booth’s words) the teaching and learning process needed, looking for appropriate support and assistance to minimise as much as possible the barriers that could hinder learning and participation. We hope eventually to strengthen their ‘ethical’ competences, that is, their sense of responsibility to all their pupils, being fair to all, offering everyone the help needed in terms of learning personal history and educational needs, taking care of those most likely to be excluded or to drop out. In any case, being teachers, they should always be ‘critical’ of their own professional work and of their colleagues’ at school.

These are, no doubt, very high expectations that we will compare with the daily results and perceptions of our students, using for this, the institutional assessment strategies for the teaching assessment provided by our university as well as other informal strategies and, above all, with the availability to listen to students’ voices.

Plans for further development/extension of this practice:

So far the most important thing is to achieve experience in the development of this approach with special attention to achieving a reasonable balance in the study of the topics of the programme without losing on the other hand, the ability to respond to the interests and motivations of students. We also hope to take advantage, even more if possible, of the e-learning platform, as well as to incorporate real-life experiences of teachers and schools committed to educational inclusion.

But in future, the biggest challenge will be how to shift some basic contents of the inclusive approach developed in the described subject to the teaching of other subjects in the degree, particularly those that prepare students in the basic areas on which primary education curriculum in Spain is based.
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