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1. Details of authors of report : Paul Bartolo & Felicienne Mallia Borg 
Role/job title: Senior Lecturer University of Malta & Education Officer, Directorate for Quality and Standards in Education

2. Wider policy framework supporting teacher education for inclusion 

 Over the past 20 years, inclusion in Malta has been associated with the mainstreaming of children with SEN (we use the term Individual Educational Needs): most of them are now in mainstream schools (while 3.79% of the total student population are formally identified as having IEN, only 0.36% of the total population attend special schools, which we are calling Resource Centres). This is achieved through the additional support of over 1500 learning support assistants. Sometimes these work as a team with the teacher thus enabling all children to participate actively in the lessons. However, there is a concern that there are many instances, particularly in secondary education, where the children end up being the sole responsibility of the assistants rather than of the teacher, with little involvement in classroom activities. 

More recently the issue of inclusion has been raised with regards to two other categories of children:

First, Malta has had a very competitive and strong streaming mentality in education: up to 2009, national examinations were held for all children from 8 years leading to their streaming into ability classes according to examination results and later into two types of schools: ‘grammar’ type secondary schools that took the top scoring 50% and ‘area’ secondary schools that took the rest. This was regarded as leading to a substantial number of children becoming dropouts from the education system and not entering the road of lifelong learning (up to now less than 70% continue education beyond 16 years according to NCHE it stood at 60% in 2009 (aim is to reach 85% by 2015). There is thus currently an education reform process aimed at removing streaming and introducing comprehensive education. This is requiring a revision of the national curriculum framework and assessment system. Not only has the National Curriculum Framework been revised but work has also started on preparing revised programmes of study for students who will start secondary schooling under the new system in 2011-2012.The aim is to include all levels of ability within these units of work that will be prepared.  Selective examinations have from 2009 been removed for 8 year olds and by 2011 there will be the removal of selective examinations for transition to secondary education: secondary education should then become comprehensive with classes being of a mixture of abilities with some form of setting applied for the core subjects of Maltese, English and Maths..

Second, Maltese schools have recently experienced an influx of immigrant populations from different ethnic minority groups with different cultures, languages, and religions. This is again challenging the use of only the English and Maltese languages as a medium for instruction in classrooms, and the teaching of only the Catholic religion in schools. 

In 2000 the Maltese parliament unanimously passed a National Minimum Curriculum, consisting mainly of principles of learning to which every Maltese child is entitled. No distinction was made between mainstream and special education; a lot of emphasis was put on holistic and inclusive education and respect for diversity. Student teachers of primary education have to make a reference to the national minimum curriculum principles in their lesson plans.

The current removal of selective examinations and streaming for the last two years of primary education and the removal of selective examinations for transition into secondary schools from 2011 is accompanied by in-service training for all levels of educators. This training covers the adoption of teaching approaches that are more responsive to student diversity. This is expected to provide a school context that is more receptive to inclusive practices for student teachers when they go on teaching practice.

3. Initial Teacher Education

a. Entry to teacher education 

All entrants into teacher education have to meet the same requirements (detailed in the Eurybase report).

b. Models of initial teacher education 

Education for primary school teachers is provided as a self-contained four-year course.
For secondary school teachers, the four-year course consists mostly of undergraduate content units in one or two subjects in the first two years (they only have Wednesdays dedicated to Education), and mostly pedagogical units – including two 6-week blocks of teaching practice - in the final two years.

For secondary school teachers, there is also currently a one-year full time course that provides pedagogical units – including two 6-week teaching practice blocks.

In secondary education, because of the greater emphasis on subject content and methodology, lecturers seem to allow less space for general pedagogical issues like responding to diversity. In this case there is a greater need for all lecturers to address the issue of responding to diversity in their subject methodology units. 

Regarding collaboration among teacher educators, lecturers teaching content related to diversity and inclusion too have been engaged in the supervision of students during teaching practice, mostly in primary education. For secondary education, diversity issues have also been raised as part of an interdisciplinary unit on topics such as behaviour management and also gender and diversity. There is now an initiative to start more formal links between philosophy, psychology and sociology of education lecturers and the subject methodology specialists. 

The evidence available shows that most effective preparation to include all students has occurred more when the subject methodology specialists have themselves been addressing inclusion issues in their pedagogical units.

It is observed also that those student teachers who spend a semester as Erasmus students at other universities in the EU tend to develop or reinforce more open attitudes to diversity.
c. The initial teacher education curriculum 

The University of Malta, Faculty of Education determines the content of initial teacher education courses.

More input on inclusion is provided to primary than to secondary education student teachers.

For primary education student teachers the following units are offered:

· Disability issues and inclusive education (2 ECTs); 

· Learning, identity and difference (2 ECTS); 

· Gender equity in education (2 ECTS)

· Responding to student diversity (including IEP) (4 ECTS). 

For secondary education student teachers

· Disability issues and inclusive education (2 ECTs); 

· Managing challenging behaviour (2 ECTS); 

· Learning, identity and difference (2 ECTS); 

For post-graduate certificate student teachers (prepared for secondary education only):

· Disability issues and inclusive education (2 ECTS); 

· Responding to student diversity (1 ECTS)

Most Maltese classrooms have at least one student with a formal statement of individual educational needs and the support of a learning support assistant. Student teachers are encouraged to build collaborative relationships with these assistants.

Opportunities for collaboration, reflection, discussion are mainly provided during the units on inclusion issues. It is the policy to allow as much discussion as possible during these units.
d. Attitudes and values in initial teacher education 

As noted below (see para 4), the new list of competencies for primary education teachers has one main section on professional values and personal commitment (section 3). In discussing this document, however, philosophy, psychology and sociology of education lecturers felt that this dimension should really go across the other areas: for instance, also under principles and perspectives for knowledge and understanding.
e. Teaching practice 

Inclusion is an issue that is raised only according to the approach of the different supervisors. Subject methodologists are mostly concerned about subject knowledge and pedagogy and are often not as much concerned about inclusion issues, which are then the main concern of the philosophy, psychology and sociology of education lecturers. 

There is also no particular selection of schools for teaching practice, which is a concern that has been difficult to address because of the large number of student teachers and limited number of places. While student teachers have an opportunity to become familiar with the needs of students with identified IENs because there is almost at least one in most classrooms, sometimes the placement may be in a class or school where the established approach is far from a model of inclusion.
4. Competences, assessment and accreditation 

For student teachers in primary education, there have long been lists of competencies that need to be demonstrated during teaching practice. These included a few relevant to responding to diversity, such as ‘organises differentiated teaching’ and ‘organises group work’.  

This year there has been a new initiative to develop a comprehensive framework of competencies to be acquired in initial teacher education for primary education. The Department of Primary Education of the Faculty of Education drew up a list of competencies (using as a base the ones developed for Scotland) which were then sent out to lecturers asking them which competences they were addressing in their units – either ‘substantially’ or at least ‘referred to’. As this is a developing process the document is not online outside the faculty. They were organised under the following headings:

1) Professional knowledge and understanding. This area focuses on:



Curriculum



Educational systems and professional responsibilities



Principles and perspectives

(2) Professional skills and abilities. This area focuses on: 



Teaching and learning



Classroom organisation and management



Pupil assessment



Professional reflection and communication

(3) Professional values and personal commitment

There is no specific requirement for certification regarding preparation for diversity in the course. However, each student teacher is expected to keep a professional portfolio which they take to their employment interview, and there is awareness that responding to diversity can be an important issue. 
Most units are assessed through written assignments, while teaching practice is mostly assessed through four visits by two supervisors for every 6-week block of practice. Each visit includes an observation of about one hour with oral and written qualitative feedback on the performance. Inclusion issues are highlighted mostly by the philosophy, psychology and sociology staff. 
5. Teacher educators 

With regards to teacher educators in general, and particularly subject methodology specialists, they have generally very little background in SEN and disability, challenging behaviour and diverse ethnic, cultural, linguistic and religious groups etc. It is the philosophy, psychology and sociology of education lecturers that tend to have expertise in these areas. 
6. Quality assurance and follow up of new teachers 

Quality assurance is mostly done through external examiners who are almost all from the UK. These external examiners are not chosen for their inclusive approaches and are often mostly experts in teacher education in particular areas of the curriculum. A formal faculty wide evaluation was undertaken six years ago. No specific evaluation of teacher education for inclusion has been carried out so far. It was only summarily considered during a review of special and inclusive education in Malta in 2005. 

No follow-up of new teachers is undertaken by the university so far. They are followed by education officers who, like university teacher educators tend to be subject focused, though there are also two education officers whose area of expertise is inclusive education and special education.
7. Representation from minority groups
Regarding the representation of minority groups among teachers, we have only one teacher with a physical disability.

All primary school teachers are expected to teach the Catholic religion only, though there are a number of teachers who are not Catholic in secondary education.

There are few minority ethnic group teachers in state schools. 
No consideration is taken to applications for teacher’s posts as regards their sexual orientation, beliefs, gender or race. Teachers are recruited according to the order of merit as per call of application from the Public Service Commission
All teachers have to be fluent in English and Maltese, with only a few non-Maltese students in PGCE. Apart from the teaching of foreign languages, there is no provision for teaching other subjects in any language other than Maltese and English.

We have one part-time teacher educator with a physical disability who is in full-time employment in the National Commission for Persons with Disability which has for the past 15 years been responsible for delivering units on disability issues.

Again, there are currently no minority group student teachers in the B.ED courses, though there are a few sometimes in the PGCE, and some European students from the Erasmus exchange programme join for particular units. 

8. Policy into practice examples

Background/why this example shows innovative practice: 

One of the most effective ways in which our student teachers have been prepared for inclusive teaching has been a 4-ECTS unit on responding to diversity that has been assessed through a project carried out during their 6-week teaching practice. It is innovative in that it was the first taught unit that was assessed through a project done during teaching practice, and it entails addressing the additional needs of a student who is somehow being otherwise excluded from the regular lessons.

Setting/situation of the example:

The assignment is given as follows: 

Identify a student or group of students with diverse strengths and needs in your teaching practice class. Describe his/her/their diverse strengths and needs and plan, implement and evaluate four lessons in which you managed to respond to these diversities. Include a brief reflective journal of the process. 

Your report should include an account of: 

   * how you identified the student, and a description of his or her strengths and needs, 

  * the student situation assessment using the Summary Individual Educational   Planning sheet which should be completed through observation and other feedback during the first week. 

   * how you picked a priority target and how you addressed it over the following five weeks, describing four lessons in which this was addressed with brief reflections on how 
     successful or otherwise your attempt was, and how you then planned the next step. 

   * Your account is to include both an initial page of introduction about the student and project and one page overall evaluation of the impact of your support for the student, and a final page of reflection on what you yourself learned and how your professional development was enhanced through the project. 

   * You should include a copy of the lesson plans in the appendix and it is expected that the section on modifications will indicate how you modified the content/process/product and learning environment to engage the student actively and successfully in the lesson.

In most years the assignment was shared also with fellow student teachers in tutorial groups of ten.
Partners involved: 

The student is expected to work hand in hand with any support staff working with the same student, as well as with the parents.
Description of activity/approach being taken:

The taught part of the unit provides student teachers with the issues of openness to diversity, the human right for a quality education, and differentiated teaching, with an account of the Individual Educational Planning (IEP) process.
Competences that are being developed:

Students note that they:

· overcome their fear of and develop confidence for working with students with special needs; 

· develop skills in identifying students who need an individualisation of learning; through getting to know the diversity of one particular student, they develop an awareness that there are many other students with individual strengths and needs;
· develop skills in individualising instruction within the classroom context and during the regular lesson;
· develop specific skills in devising, implementing and evaluating an IEP. 
Impact/benefits for student teachers/learners/others:

It often leads to the successful inclusion of a student who was otherwise rather excluded in his/her class;

It leads to more work in collaboration with parents and support staff in the class and school;

It provides student teachers with an experience of inclusive teaching practice with accompanying reflection that gives them the confidence to apply inclusion principles in their practice.

Identification of what can be learned from the study about teacher education for inclusion:

It has been noted in the literature that the best way to challenge teachers with inclusion and exclusion issues is during teaching practice. This unit addresses the issue by requiring the project to be carried out during their teaching practice.
Plans for further development/extension of this practice:

The best results are achieved when the lecturer is also the supervisor of teaching practice so that there is a dialogue on the student teacher’s journey along the way over the weeks of teaching practice.

Contact details for further information: paul.a.bartolo@um.edu.mt
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