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TEACHER EDUCATION FOR INCLUSION COUNTRY REPORT

Introduction

One of the main contributions experts from the participating countries will make to the Agency Teacher Education for Inclusion project is providing country level information on key issues for teacher education for inclusion. Specifically, the Country Reports will provide information relating to the agreed project question: how mainstream teachers are prepared via their initial teacher education to be inclusive.

This document presents a framework of questions we would ask each country team – nominated Project Experts, Representative Board members and National Co-ordinators – to use as guidance for writing their Country Report.

The questions used for the reports are based on information gathered in the two preparatory activities – the initial country survey and the international literature review. In addition, key points raised by the project experts in response to these preparatory activities and discussed at the kick-off meeting in Dublin have also been included.

It is hoped that by gathering information in a common format, the reports will not only provide relevant information in stand-alone reports for each country, but will also make it easier to compare issues and responses from different countries.

Examples of country reports for past Agency projects can be seen on the Agency website http://www.european-agency.org/agency-projects
In preparing your Country Report, we would ask you to please keep the following points in mind:

1. The Agency project team are aware that a lot of descriptive information relating to teacher education in countries is already available. The most comprehensive source of such information at the European level is EURYDICE Eurybase reports, which provide general information on initial teacher education in each country.

The EURYDICE Eurybase reports can be found at:

http://eacea.ec.europa.eu/education/eurydice/index_en.php
Rather than asking you to collect information that is already available in these reports, we would ask you to look at them and then provide us with additional information which specifically focuses on teacher education for inclusion and which further develops the Eurybase information.

The Eurybase reports can be accessed by selecting a country under the Eurybase heading (Education Systems in Europe), then selecting ‘Full country description’ on the right hand side. Section 8.1 of the report contains information on ‘Initial training of teachers’.

Please refer to this section for your country and provide any additional information and information relating specifically to teacher education for inclusion in your answers to the questions below.

Where relevant, the questions below specifically mention sections of the Eurybase reports we would ask you to refer to in preparing your answers.

2. The agreed project focus is on initial teacher education. However, you may provide additional information about further training/professional development where this is relevant. Please make clear in your answers where information applies to further training/in-service professional development.

3. In preparing your Country Report, please bear in mind that, for this project, we use the UNESCO (1994) Salamanca Statement regarding inclusive education as a guiding principle: Regular schools with an inclusive orientation are the most effective means of combating discriminatory attitudes, creating welcoming communities, building an inclusive society and achieving education for all; moreover they provide an effective education to the majority of children and improve the efficiency and ultimately the cost-effectiveness of the entire education system (p. 8).

We recognise that the term ‘inclusion’ is now understood to concern a far wider range of pupils vulnerable to exclusion than those identified as having SEN. The 48th session of the International Conference on Education (ICE) (2008) recommendations include the following: policy makers should acknowledge that: inclusive education is 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 (UNESCO, 2008).

Past Agency work has highlighted the difficulties in comparing countries that are at different points of their journey. We recognise that, as inclusion is a process, educators will always be looking to move forward in their thinking as well as their practice regarding inclusive education.

Within your Country Report, you may wish to comment on how this thinking aligns with the situation of inclusion generally, or teacher education for inclusion specifically in your country.

4. In addition to collecting your country information in relation to the framework of questions, we wish to gather examples of best practice in teacher education for inclusion. Please follow the guidelines given in Section 7 and provide us with an innovative example of teacher education for inclusion in your country. We are particularly interested to know why you consider the practice described to be innovative and so we ask you to explain the reasons for your choice in as much detail as possible.

5. The following pages should be used as the template for drafting your country report. Please follow the section headings and questions as closely as possible. Please use this file as a template and write or paste your information directly into this file.

If you have any questions regarding the completion of your Country Report, please contact Verity Donnelly: verity@european-agency.org
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1. Details about the authors

Report completed by: Reto Luder and P.-A. Doudin

Author’s role/job title:

Prof. Dr. Reto Luder: Zurich University of Teacher Education

Prof. Dr. P.-A. Doudin: University of Teacher Education, VD, Lausanne

Date: 31.03.2010

N.B. As Switzerland is not a member of the European Union, there are no data in the EURYDICE Eurybase reports collected for Switzerland. Nevertheless, there is a national report on the Swiss educational system that is structured in the same way as the country descriptions on Eurybase. Please find this Eurybase national report attached to this country report.

2. Wider policy framework supporting teacher education

Switzerland is a confederation composed of 26 states (called ‘Kantone’), each one having its own school structure. During the past few years, efforts have been made to co-ordinate teaching objectives and methods among states. Traditionally, Switzerland has a school system that is highly differentiated and provides special classes and special schools for a wide range of children with special educational needs. 

However, in most of the Swiss states a shift has happened during the last years from separate support systems towards more inclusive settings of educational support for children with special educational needs. Though there is little doubt on a scientific level that inclusive settings are more suitable, there are controversial discussions going on at the political level in several states.

Some states have adopted a very inclusive policy for several years whereas some others still have a more exclusive policy. Recently, an agreement was signed among cantons at the level of the co-ordination authority (called the Swiss Conference of the Cantonal Ministers of Education) in order to move towards a more inclusive school policy (the objective is to include 98% of pupils in mainstream schools). Teacher training was adapted to achieve this objective. 

As a consequence of the general development towards inclusive education, it is an issue to impart knowledge and competences on SEN to teachers in mainstream schools in order to facilitate their work in inclusive educational settings.

States that up to now had a more exclusive policy used to train specialist teachers to lead a class – grouping pupils with specific needs according to their disability, developmental difficulties, behaviour or cultural integration (‘primo-arrivant’). If such special classes or schools are still considered to be about 2% of the school-age population, the objective would also be to train specialist teachers to be capable of work in mainstream classes in order to support children with special needs as well as their class teachers. Moreover, and as was the case for several years, the training of mainstream teachers includes some contribution related to specialist teaching (knowledge of disabilities, building competencies to work with special teachers, etc.). Currently, such contributions are provided at the bachelor, master and master of advanced studies levels. For special teachers, a master’s including competencies to work within mainstream classes and to support children with special needs and their class teachers is currently under development. It will gather the training of several French-speaking cantons. Finally, a post-graduate training is also under development. It will reinforce training related to the inclusion of children with specific needs within general classes.

Some important principles regarding inclusive education and teacher education are stated in the form of theses in the national recommendations of the Swiss Conference of Rectors of Universities of Teacher Education (2008):

Thesis 1

Mainstream schools are the place for inclusive learning of all children. It is recognised, that students in mainstream schools are different regarding their gender, their state of development, their abilities, language, nationality and behaviour. Education in mainstream schools respects the individual characteristics and needs of every student and provides an inclusive setting, in which development and learning of all children is supported.

Thesis 2

The acknowledgement of heterogeneity in schools leads to an assignment of resources for inclusive education and support. A simple, highly qualified and flexible system of inclusive measures for special needs education supports students with special educational needs in mainstream schools. Separate measures such as special classes or special schools are the exception.

Thesis 3

Teachers in mainstream schools have to be able to act professionally and competently in inclusive educational settings. For this purpose, basic competences in special educational needs and inclusive teaching are an important part of the curriculum of teacher education.

Thesis 4

To support inclusive education in mainstream schools, special teachers, therapists and other specialists working in the field of SEN have to be excellently educated and possess a profound expertise in their domain and also in supporting children in inclusive settings. They are able to work in interdisciplinary teams together with teachers, parents and other experts and to provide specific knowledge and support within inclusive settings.

Thesis 5

Inclusive education in mainstream schools makes high demands on teachers. The possibility of concentrating on different areas of interest of inclusion (such as individualisation of teaching, language support, gifted support programmes, team teaching with specialists for SEN, etc.) in initial teacher education as well as in vocational training enables teachers to continuously develop their competencies in inclusive teaching. Nevertheless, inclusive education needs to remain the mission of mainstream teachers. This way is considered as better than the establishment of new additional and separate job profiles for ‘inclusion teachers’ with their own education programs.

Thesis 6

Initial teacher education as well as vocational teacher training makes mandatory and optional offers on content relevant to SEN. The offers of universities and other institutions should be co-ordinated at least on a regional level. In this way, the resources of the institutions and the competencies of the university staff can be used and developed in co-operation with each other.

French-speaking part:

Training with regard to inclusion only makes sense if the school system or the general organisation of school aims at being inclusive. However, in a number of states an important offer still exists in terms of classes for pupils who have specific needs. The ongoing reduction of such an offer in some states allows moving toward teachers’ training based on inclusion. In other words, as long as there are specific institutions to host pupils with specific needs, mainstream teachers will rely on them instead of adopting an inclusive position.

Modification of special teachers’ training toward a more inclusive orientation (in order to help pupils and mainstream teachers in the classroom) is necessary, since they were originally trained to manage a whole class of pupils with special needs. They should reinforce contributions from future mainstream teachers with regard to inclusion.

3. Initial Teacher Education

a. Entry to teacher education

In general, teacher education in Switzerland is located at the universities of teacher education existing in most of the major states of Switzerland.

In some states, the University of Teacher Education has their own department of special needs education; other states have governmental agreements with states or universities in order to jointly provide education for teachers working with children with special educational needs.

In most states a master’s degree in special needs education is required in order to become a special education teacher. To get admission to such a master’s education programme, a bachelor or master’s degree as a teacher in mainstream education is required.

French-speaking part:

The initial training of mainstream teachers must follow the standards defined by the Swiss Conference of the Cantonal Ministers of Education. These standards relate to different disabilities and the collaboration of specialists. As some important differences exist between institutions offering teacher education, it should be noted that in French speaking states, contributions are essentially ‘transversals’ and that didactics contributions definitely need to be reinforced (particularly in mathematics and in the learning of the French language) not only at the level of teachers’ training but also through research.

b. Models of initial teacher education

In several universities of teacher education, the following methods are used:

· lectures and tutorials;

· problem based learning (PBS);

· case studies;

· blended learning including eLearning.

In most universities of teacher education, staff are organised in content orientated departments or faculties. In addition, divisions are usually formed along the different education programmes (i.e. for Kindergarten, primary level and secondary level). This matrix organisation can support interaction and collaboration of staff.

French-speaking part:

Different lines of study include: knowledge of research results showing the benefits of inclusion for all kinds of students (all comers and those with specific needs); work on attitudinal barriers of students and teachers with regard to inclusion which is not unanimously accepted among teachers and specialists (e.g. psychologists, pedopsychiatrists, specialists working in special institutions, etc.) and research results showing that inclusion can be considered as a risk factor for teachers’ health. Initial as well as in-service training should therefore be designed to develop protection factors such as, mostly, social support or a help network that a teacher who includes pupils with specific needs in his/her classroom can benefit from. The challenge is to establish and maintain an inclusive attitude in teachers without putting his/her own health at risk (e.g. burnout) and to avoid teachers adopting a defensive position in which they tend to exclude some pupils identified as the most difficult.

A module of study generally involves several courses and consequently trainers’ gather specialists in inclusion with other trainers, for example specialists in learning, evaluation, etc.

c. The initial teacher education curriculum

The universities of teacher education are responsible for their curriculum. In general, there is a curriculum commission consisting of professors or lecturers responsible for the content of programmes. The universities of teacher education are institutions supported by the states (Kantone). The states are supervising the work and curriculum of the universities on a policy level.

On a national level, there is the Swiss Conference of Rectors of Universities of Teacher Education which co-ordinates the work of the individual states.

On the national policy level it is stated that initial teacher education must contain basic knowledge on special educational needs.

In 2008, the Swiss Conference of Rectors of Universities of Teacher Education worked out official national recommendations to specify the contents in initial teacher education focussing on special educational needs
. Based on an analysis of existing curricula in the universities of teacher education, the following elements of curriculum are listed:

· Basic questions of SEN:

· Definitions and concepts of disability and SEN;

· Concepts and models of inclusion and inclusive education;

· Ethics in education.

· Diversity questions:

· Psychological and social models and approaches to diversity;

· Models of inclusion/exclusion processes of children with SEN;

· The social dynamics of groups with special needs regarding behavioural disorders.

· Teaching in inclusive settings:

· Teaching methods for heterogeneous groups;

· Differentiation of instruction and individualisation of education;

· Methods to meet SEN in classroom teaching (i.e. children with learning disabilities, developmental disabilities and others).

· Collaborative practice:

· Knowledge about the local provision system;

· Co-operation with specialists on SEN (i.e. special education teachers, therapists, psychologists, etc.).

· School development and organisational development towards inclusion.

These contents should cover 5% of the over all education time in initial teacher education in primary education programmes as well as in programmes for secondary level.

The curricula of the universities of teacher education also contain courses that develop teacher’s collaborative practice. As an example, the curriculum in SEN of the Zurich University of Teacher Education is described in section 7 of this country report.

Opportunities for students on initial teacher education programmes to engage in collaboration, reflection and discussion that relate to teacher education for inclusion are:

· related courses and discussion groups on SEN;

· embedded case studies or problem based learning environments within teacher education programmes;

· opportunities emerging in practical training and in vocational education.

French-speaking part:

Training institutions take decisions concerning their own training programmes but they are nonetheless constrained by some principles that have been pre-determined by the Swiss Conference of the Cantonal Ministers of Education in terms of amount of credits and other content that must inevitably be part of the programme in order to obtain a valid teaching title that allow students to teach in different states. Some training institutions are also co-ordinated with their state education authority. Programmes and curricula of teacher education are also discussed at this level.

Several approaches are applied. First, students who are following initial training are put in situations in which they have to collaborate (common reflexion, research dissertation in pairs, sub-group work, evaluation of work done in common, etc.). Such situations aim to develop competencies in collaboration that are to be transferred to their future profession (collaboration with other teachers and with specialists). Afterwards, some lessons focus on specific collaboration with parents and specialists and the knowledge of the institutional help network for children with specific needs. Some research on collaboration is carried out in some training institutions or, for example, on the social support that teachers who would adopt an inclusive politic could benefit from.

Lessons in which aspects of inclusion are often covered allow students to find points of views and results of studies that they were not aware of and which often go against the point of view they had at the beginning of their training, when they were themselves part of a mostly exclusive school. This represents a ‘cultural shock’ or a ‘cognitive conflict’. There is a real challenge when the training related to the training institution is directed toward inclusion whereas teachers working in the school in which they are trainees share a more exclusive attitude. Another challenge is also to allow them to maintain an inclusive attitude when they integrate into a school as professionals. Some schools have inclusive attitudes but some have not. In order to integrate into their new working environment, a young teacher may change his/her inclusive attitude towards that shared by the majority, even if the latter is more exclusive.

d. Attitudes and values in initial teacher education

Results of research initiated by Swiss Special Education Centre Foundation show that despite their training and a cantonal practice aiming at including a maximum number of pupils with specific needs, a great proportion of teachers would wish to rely more massively on exclusion. Other results from research conducted in a French-speaking canton show that despite training as well as school practice oriented toward inclusion, a great proportion of teachers wish to return to more exclusive practice. The transformation of practices and perceptions seems to take time but will eventually change over several generations. To go against practices that are well liked in the field, training alone is not sufficient.

e. Teaching practice

Most universities of teacher education have a division for the organisation and supervision of teaching practice. The Zurich University of Teacher Education, for example, works together with partner schools. Partner schools are selected to co-operate closely with the university and help to ensure and develop the quality of teaching practice for the students.

French-speaking part:

Some practices may vary from one institution to another but it does not appear that some kind of selection is made among schools. On the other hand, in the French-speaking part of Switzerland, there is training for teachers who are coaching trainees in their schools. This training, however, is not subject to certification.

4. Competences, assessment and accreditation

As an example, the model of competences of the Zurich University of Teacher Education is provided. Please find the related publication attached to this country report and also online on the following link:

http://www.phzh.ch/content-n1219-sD.html
In this ‘Kompetenzstrukturmodell’, competences for teachers are listed and classified in 10 different standards. The following competence standards are related to inclusive practice and/or SEN:

Standard 2: Learning, thinking and development;

Standard 4: Heterogeneity;

Standard 5: Co-operation, participation and social environment;

Standard 8: Diagnostics and Assessment.

French-speaking part:

Competences include: knowledge of the various types of disability, knowledge of the development of the child and the adolescent and of developmental difficulties, knowledge of experiences of inclusion, work presenting arguments favourable or unfavourable to inclusion, knowledge of the advantage of inclusive practice rather than exclusive, training in collaboration with special teachers and with specialists (for instance psychologist).

Following the recommendations of the Conference of the Rectors of the Universities of Teacher Education, no special/additional certificates for inclusive teachers are issued.

There are education programmes for special education teachers, see above.

5. Teacher educators

Usually teacher educators are professors or lecturers at the universities of teacher education. Therefore they have to be academically qualified in their domains and in most cases, a PhD or a master’s degree is required.

Additionally, most universities of teacher education set great importance in teaching experience when choosing staff members.

French-speaking part:

In every institution of teacher training, some of the teacher trainers are specialised in the various themes either as special teachers, or as psychologists. They collaborate with trainers who have no specific skills in this field. 

Currently, teachers’ initial training focuses on knowledge about SEN pupils and disabilities. Behavioural problems are also covered as well as intercultural aspects since Switzerland is subject to massive immigration (20% of pupils are from an immigrant background and sometimes more, depending on regions). An axis centred on religion could be developed with special attention on Muslim minorities. It also appears that the problem of sexual minorities and the place of young homosexuals (and sometimes related homophobia) have not been given enough attention.

6. Quality assurance and follow up of new teachers

Most universities of teacher education have their own quality management programmes. Elements regarding inclusive practice are usually included.

Most universities of teacher education offer programmes and courses of continuing education and on-the-job training for teachers. In some states, courses are mandatory for new teachers after their first year of job practice.

French-speaking part:

Every course is subject to evaluation by the students, especially with regard to the extent to which curriculum objectives have been reached. Feedback given to the teacher helps him/her to maintain and enhance the quality of the course. Exam results also help to identify what has been well-understood, including inclusion-related content.

Follow up is not obligatory but teachers do have access to in-service training on the analysis of practices.

7. Representation from minority groups

No data available

8. Policy into practice examples

Example 1 – The ‘Learning Arena: Inclusive Special Education (LAISE)’ at the Zurich University of Teacher Education (Lernfeld Integrierte Sonderschulung)

Background/why this example shows innovative practice: 

The LAISE combines the methods of problem based learning (PBL) and blended learning to offer realistic learning contexts for students in the field of inclusive education.

A broad amount of competences in the area of SEN are developed as the students are working in collaborative settings with realistic situations and materials.

Setting/situation of the example:

The LAISE is not a mandatory but an optional course that can be chosen by students in all education programmes (compulsory elective course).

It will take place for the first time in autumn 2010.

Partners involved: 

University staff of the department of SEN are working together with staff of other faculties.

Description of activity/approach being taken:

On the eLearning platform cases of children with SEN in inclusive settings are provided in the form of documents, descriptions, videos and interviews. Students take in groups the role of a school team working with the child and have the task of developing an individual educational plan and adequate measures to support the child in school.

The students are coached by the teacher educators and their results are evaluated and discussed together.

Competences that are being developed:

· Knowledge of SEN;

· Co-operation and collaboration in inclusive settings;

· Diagnostics and assessment for learning;

· Individual educational planning;

· Differentiation and individualisation of teaching.

Impact/benefits for student teachers/learners/others:

The students learn to co-operatively manage a case of inclusive education of a child with SEN. They know the local situation and support systems and how to use them in practice. The example they worked with provides contextualised knowledge and confidence in real situations in job practice.

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

Models of teacher education for inclusion could try to combine realistic situations and contextualised learning with the possibility of reflection and discussion.

Contact details for further information:

Reto Luder, Zurich University of Teacher Education

Example 2 – French-speaking part

Background/why this example shows innovative practice: 

The training in inclusion is, in itself, an innovation in several institutions of teacher training. The training aims to:

· Provide information (e.g. types of disabilities or difficulties, results of research) for an approach centred on the real practice of the teachers.

· Build on the difficulties that students meet in their teaching practice. For the students, it is important to develop the opportunities of the training course in connection with the inclusive school to make the link with this practice.

· Work on concrete solutions, by developing new didactic and educational tools. It is a question of giving up prescriptive speech for a pragmatic approach.

· Support the teachers to identify the resources of their school and to develop them in a perspective of social support.

· Allow the teachers to clarify their educational missions by connecting them with the various spheres of justice (equity, equality and needs. See Sabbagh, 2006).

· Develop the attitudes and practice of teachers in situations of integration (‘just in time’).

· Develop the attitudes and practice of school management to move towards inclusive perspective.

Contact details for further information:

serge.ramel@hepl.ch
�	COHEP (2008). Analyse und Empfehlungen: Heilpädagogik in der allgemeinen Lehrerinnen- und Lehrerbildung. Arbeitsgruppe Heilpädagogik der COHEP, Dezember 2008.
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