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2. Wider policy framework supporting teacher education

In recent years schools are facing considerable challenges across the educational system including, among others:
· education and training courses, with double certification, for young people of 15 years or above, at risk of leaving school early or who have already abandoned it;

· recognition, validation and certification of competences and training courses for adults to offer education and training opportunities to raise school and professional qualifications of adults;

· a national plan to raise reading competences and practices for all pupils;

· a national programme to increase access to technologies, including assistive technology for pupils with SEN.

With particular regard to SNE, the challenges include:
· publication of a new law on SNE (Decree-Law nº 3/2008); this law states that pupils with SEN should not only receive their education in a mainstream school, but also fully join their peers in the curriculum and in school life; that pupils with SEN should generally take part in the mainstream class rather than be isolated in separate units, that separate provision can occasionally be necessary for specific purposes; that schools should review and adapt their approaches in order to achieve greater inclusion;
· publication of a new law creating the National System on Early Childhood Intervention (Decree-law nº 281/2009);

· reorganisation of the SNE support system;

· allocation of human resources (specialised teachers and other professionals) to schools;

· reform of the current financing model;

· redefinition of the role of special schools to bring out their contribution in working with mainstream schools to support greater inclusion;
· definition of the responsibility of the mainstream school and mainstream teacher for children with SEN and for the development and implementation of the IEP.
These changes, in particular the new and central role of the mainstream teacher in the education of pupils with SEN, will necessarily have an impact on initial teacher education, although a direct impact is not yet visible.

It hasn’t yet had an impact on in-service training courses. In fact, in Portugal all teachers should do some training in their area of intervention regularly, but at the moment only teachers of special education must attend training courses in this area.
The education system, according to Law n.º 49/2005, 30th of August, provides the means for ensuring the right to an education, guaranteeing access to continuous learning, as a way of promoting the global development of individual personality, social progress and a more democratic society.

According to the Government Programme ‘promoting quality of learning and enhancing the public school as an instrument for equality of opportunities’ is a national priority. To achieve this, five key objectives are set out:

1. Implementing the basic and secondary education of quality for all, so that all children and young people attend establishments for education or training, at least between five and 18 years of age;

2. consolidating and extending opportunities for qualifications and certification for youth and adults entering the job market without, at least an equivalent qualification to secondary education;

3. continuing to develop programmes to improve the quality of student learning;

4. strengthening the resources, working conditions, role of the school and school autonomy;

5. enhance the work of the teaching profession.

Some of these principles and goals, as well as changes introduced by the Decree-Law 3/2008, may impact on the study plans of the higher education institutions responsible for teachers’ education.
3. Initial Teacher Education

a. Entry to teacher education

Initial teacher training is carried out in higher education institutions – polytechnics and universities – with the Master’s degree being the minimum academic qualification for the teaching profession, according to the changes introduced within the Bologna Process.
Pre-primary teachers and teachers in the 1st and 2nd cycles of compulsory education are trained in teacher training colleges which are integrated into polytechnics or universities; teachers in the 3rd cycle of compulsory education and upper secondary are trained at universities.
Generalist Basic Education (bachelor) and a Master degree in teaching for the 1st cycle, 2nd cycle and Preschool Education.


[image: image1]
Specialised training takes place in higher education institutions and aims at the qualification of staff for particular specialised educational positions, duties or activities of a pedagogical or administrative nature, which are directly applicable to the function of the educational system and schools.
For admission to initial teacher education, there are no specific requisites concerning the education of those students with special education needs. The entrance into initial teacher education courses is dependent on the classification of the 12th year of education, together with proof of admission in a specific content (Portuguese or mathematics) for the first years of teaching and in the discipline of the main subject of the course in education for further degrees (biology, history etc.).
b. Models of initial teacher education

Academic institutions have autonomy in scientific, academic and pedagogical domains related to teacher training.
c. The initial teacher education curriculum

The Decree-Law nº 240/2001 defines the performance profile of mainstream teachers, according the following dimensions and competencies:
Table 1: Dimensions and competencies
	Dimensions
	Competencies

	Professional and ethics
	Encourages the development of students´ autonomy and their full inclusion in society, taking into account the complex and differentiated learning process.

	Development of teaching and learning
	Promotes meaningful learning in the context of the objectives of the class curriculum, developing core competencies.

	Participation in school 
	Promotes interactions with families, particularly in the context of live projects and training and of their students.

	Professional development and training 
	Reflects on their practices, relying on experience, research and other relevant resources to the assessment of their professional development, particularly in their own training project.


The Decree-Law nº 43/2007, from 22 February, establishes the general components: 
a) General education;
· Relate to knowledge, skills, attitudes and capabilities in the education domain for all teachers in relation to the community and analysis and participation in development of the politics of education and teaching methodologies.

b) Specific didactics;
· Relate to knowledge, skills, attitudes and skills in the teaching of curricular areas or disciplines related to qualification for teaching.
c) Teaching practice (initiation);
· Include observation and collaboration in supervised practice;
· Provide trainees planning experiences, teaching and assessment in accordance with the powers and duties assigned to teachers inside and outside
the classroom;

· According to a perspective of professional development, seek good performance as future teachers and encourage critical and reflective attitudes.

d) Cultural, social and ethical;
e) Training in educational research methodologies;
f) Training in teaching.
Aim to ensure appropriate academic training requirements of teaching in subject areas or disciplines falling within their area of qualification for teaching.

These are general components that all teachers’ courses have to fulfil. After this, each teacher training college or university defines the curricular areas that will constitute the study plan. Superior courses are validated by the Science and Technology Ministry.
A non-exhaustive study was conducted (site information) on the collection of Credit Units by teachers beginning training in the year of 2009/2010 in the first and second cycle of studies that lead to the qualification for teaching. The curricular plan was studied in order to identify the curricular units related to special education and with content on the inclusion of students with special needs and educational diversity. In table 1 we present the name of the Credit Units that we consider in this ‘study’.
Table 2: List of Credit Units

	Inclusive Education

	Special Educational Needs

	Differentiated pedagogy for the population with special educational needs

	Psycho-pedagogical aspects of inclusion

	Introduction to Portuguese Sign Language (optional)

	Problems of Development and Learning

	Inclusive School

	Special Educational Needs and curriculum differentiation

	Special Education

	Educational Needs and pedagogical differentiation 


Figure 1: Relationship between Bachelor with or without Credit Units in ‘diversity’ in 14 Polytechnics
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Figure 2: Relationship between Master’s with and without Credit Units in ‘diversity’ in the same 14 Polytechnics
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Figure 3: Relationship between Bachelor with and without Credit Units in ‘diversity’ in the three biggest and oldest Portuguese Universities
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Figure 4: Relationship between Master with and without Credit Units in ‘diversity’ in the three biggest and oldest Portuguese Universities
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The four figures above show the results found relating to the courses with and without credit units, in subjects related to teaching for inclusion. We can see in the first level of education – Bachelor (in Portugal the option is Licenciatura) the inclusion in the course plan is almost nonexistent. In a greater part of the courses, those subjects are optional. In the Master’s degree, of our sample for the 3rd cycle and secondary teachers only three have this credit unit (mentioned above). In the Master’s degree for kindergarten teachers, 1st and 2nd cycle teachers, we can see that there are 18 courses out of 33 (55%) of our sample that include those credit units (optional or compulsory).

The activities included in the component ‘Introduction to teaching practice’ include observation and collaboration in classroom situations and are designed with a perspective of professional development for trainees, seeking performance as future teachers and promoting a critical and reflective posture.

d. Attitudes and values in initial teacher education

In fact, we can say that our legislation and national discourse is inclusive, and we begin to educate teachers for inclusion.
e. Teaching practice

For the development of practical classroom supervised activity, including academics practice, protocols are established between academic institutions and cooperating schools. The first need is to make sure they have the human and material resources needed for quality education.
The teachers from cooperating schools who collaborate in the training as mentors are chosen according to the following requirements: having appropriate skills and teaching practice in their subject areas or disciplines, for no less than five years. The programme has given preference to teachers with specialised training in educational supervision and training of trainers and/or supervisory experience.

4. Competences, assessment and accreditation 
The existing profile for different levels of teaching is presented below. As can be seen, this profile has general characteristics, without mentioning specific competences. We present here the points of the decree that are relevant to the goals of this report.

Specific profile of kindergarten teacher performance (decree law 241/2001 30 August)
Profile of kindergarten teacher:
a) The kindergarten teacher observes each child, as well as small and large groups, according to planned activities and projects and according to the group and child’s needs and the objectives of development and learning.
b) When planning and developing the process of teaching and learning the teacher has to take into consideration the skills and knowledge that the children already have.

Primary teacher (professor 1º cycle):
· The teacher develops the curriculum in an inclusive setting, integrating the scientific knowledge and skills necessary for the promotion of students learning.
· The teacher organises, develops and evaluates the teaching process based on the concrete analyses of each situation, namely the knowledge diversity, skills and experiences that each student has when he/she initiates or continues learning.

· The teacher develops interest and respect in students, for other people and cultures, and promotes the learning of other languages, mobilising the available resources.

· The teachers promotes the active participation of students, promotes collaboration and solidarity, and respect for a democratic education.
For all the other levels, teaching is the same. The biggest difference is that most importance is given to scientific knowledge.
The evaluation of supervised teaching practice is carried out by the Professor of the Superior institution with responsibility for the curricular unit, taking into account the information provided by the co-operating adviser. The decision to adopt the curricular unit that implements the supervised teaching practice depends on the assessment of the preparedness of student’s teachers to meet, in an integrated manner, all the demands of teaching.
5. Teacher educators

As mentioned earlier, some higher education institutions include in their study plans curricular units related to the teaching of pupils with special educational needs or other diversities. However, the best way to describe the formative situation in the country is that training to work in inclusive settings with these students is done at post-graduate level, ie, specialisation of teachers, short courses. Perhaps this justifies the difficulty and concern that many regular teachers manifest because they have increasingly in their classes, students with special educational needs.

6. Quality assurance and follow up of new teachers

For the development of quality study cycles, the higher education institutions ensure the contribution of other stakeholders including, among others, schools, teacher associations and scientific societies. Quality is also assured by the Accreditation Agency and the Ministry of Education, through accreditation processes, in particular by verifying the conditions and arrangements for admission into respective cycles of study and the methodology of supervised teaching practice evaluation. The accreditation is made according to formal criteria. The placement of teachers in schools is done by the Ministry of Education using criteria such as the grade obtained at the end of the initial course.
7.Representation from minority groups

No data is available.
8. Policy into practice examples

Background/why this example shows innovative practice:
This is a specialised education unit that responds to multiple disabilities, equipped with human and material resources, linking the principle of normalisation with the principle of fairness. In other words it means that: students are more than 60% of their time in the context of the classroom and that space is inclusive, but the process of teaching and learning is also inclusive. This means that through the same activity (and even with the same resources) the strategies and content are developed to ensure the participation of all. This practice is intended to ensure access – equality – success for all – and equity. We think it is an excellent example of how to develop a comprehensive project with students who would formerly have been institutionalised.

Setting/situation of the example:

The specialised unit is part of a group of schools that has students from pre-school to 9th grade; it is part of a school centre (with 12 classes of 1st cycle basic education and 4 classes of pre-school education). This is one of the largest schools in the country which lies to the north of Portugal in the Braga district, in the municipality of Vila Verde.

Partners involved: 

For the success of this unit, or resource centre, we have counted several partnerships like: the Town Hall, a Municipal Firm – Proviver, the High School of Education of Oporto, the Cerebral Palsy Association of Braga, the Portuguese Association of Parents and Friends of Mentally Handicapped from andicappedBraga and the Association of Blind and Partially Sighted from Braga. In addition to these partnerships, the unit has the support of a large economic group from Portugal that has provided materials for daily use, especially related to hygiene. Some of the resource centres have a protocol with the Educational Ministry. The segregated institution was transformed into a Resource centre for Inclusive schools.
Description of activity/approach being taken:

The approach taken into account is an inclusive approach, although it is also considered to be rehabilitation – the students have an individual intervention in physical therapy, speech therapy, occupational therapy and swimming activity – always as a means of promoting the activity of students with the perspective of improving their participation in the context of the classroom and life.
Competences that are being developed:

The competences that are being developed are related to mobility, communication, language, social interaction among others. The main goal is, always, the development of quality of life quality for students and their inclusion in normative settings.
Impact/benefits for student teachers/learners/others:

It is a very recent experience that is in the second year of implementation and development. There are several levels to be analysed:

· Regarding the students that benefit from Unit services;
· Regarding the peers of those students and the educative community;
· Regarding educational agents.

For the students that benefit from Unit services the positive changes have been clear through this one year and a half, particularly in mobility, communication and interaction and self care. Each student does his specific developmental pathway, with observable acquisition in the domains referred to.
The peers of these students are considered to be the profiteers with the inclusion of the students in their class. On the past year a class from the 4th grade, having behavioural and academic achievement problems went through a great change and was one of the best class on external evaluation (on a national level). Teachers agree on the fact that the peers gain from the inclusion of students with multiple disabilities in their classroom.

Students from the specialised unit are also included in lunch time and breaks, taking part in all settings, without a segregationist attitude. The entire environment supports inclusion.
Teachers and staff grow and change their attitude by watching those professionals that directly work with this specialised unit project and use some of those strategies with special education students from their classrooms as well. It is an educative setting where almost all the classrooms have students with special educational needs included, and 5 of them benefit from the specialised unit resources, due to their complexity.

Families of other students also gain important benefits from this experience. Their children tell them at home, what happens with their colleagues in school. By sharing these experiences with families, we certainly are developing inclusive citizens who will respect the difference. Perhaps this is the greater social gain.
Identification of what can be learned from the study about teacher education for inclusion:

The inclusive teacher must have the opportunity to observe in the inclusive settings. It is necessary not only to teach from the theoretical point of view, but to show that inclusion is possible and, for a lot of the time, easy. It is important that each myth and belief of teachers and beginning teachers about inclusion is deconstructed through watching and observing inclusive practices; for example, it could be mandatory or a priority that the academic practice, part of teacher education, should be in the context of schools or classes where students with special educational needs are included.

Plans for further development/extension of this practice:

An extension to the Unit is being planned for the 2nd and 3rd cycles of the cluster of schools (attended by students from 5th to 9th years of schooling) to ensure the continuity of the three students who benefit from this Unit and whose age justifies a transition to the next cycle of education.

Contact details for further information:

cidaliafalves@ese.ipp.pt
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