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2. Wider policy framework supporting teacher education

The policy trend in Scotland has been towards a broad definition of inclusion as can be seen in the Education (Additional Support for Learning) (Scotland) Act 2004, which recognises that children may need support for a variety of reasons of which special educational needs is but one. Other education policies, such as ‘Happy, Safe and Achieving their Potential’, Getting it Right for Every Child’ also take a broad view of inclusion that is consistent with the UK government’s Equality Act. 

Annex B of the McCrone Agreement (on teachers’ conditions of work) attempts to define the responsibilities of teachers in including all learners. The Standards for Initial Teacher Education (SITE) are published by the General Teaching Council for Scotland (GCTS) and contain many elements that are directly relevant to the development of teachers to work in inclusive schools. The recent publication of the Framework for Inclusion (http://www.frameworkforinclusion.org/) provides further clarification of what all teachers should know, be able to do and to believe, if inclusion is to be achieved. 

However, as is the case elsewhere, operational definitions of inclusion vary. For some, educational inclusion is synonymous with ‘mainstreaming’ as in the integration in mainstream schools of pupils who would have been educated in special schools in the past. For others inclusion is a much broader concept concerned with recognising and respecting diversity; widening participation; and eliminating discrimination in relation to age, disability, gender, race, sexual orientation, religion and belief. As a result, there is a continuing tension between the notions of inclusion and integration.

Nevertheless, the wider notion of inclusion has influenced teacher education courses in Scotland. Each of the seven university providers of ITE in Scotland has restructured courses in various ways to recognise new approaches to inclusion. For example, at Stirling University, students take a module entitled ‘Differences and Identities’. This module not only focuses on the wider pastoral responsibilities of being a teacher but tackles complex theoretical models of inclusion and asks students to consider how these might shape their thinking. The course explicitly promotes a notion of inclusion based on a social model of disability.
The new curriculum for Scottish schools, ‘Curriculum for Excellence’, is informed by the inclusive principles embedded in relevant legislation such as the Additional Support for Learning Act. By preparing our student teachers to implement the new curriculum we are preparing them to deliver a curriculum that is designed to have the needs of the learner at the centre of teaching. 

A major review of teacher education under the direction of Graham Donaldson is currently under way. The review is due to be published towards the end of 2010.
3. Initial Teacher Education

a. Entry to teacher education

There are two main routes to becoming a teacher in Scotland: the four-year full-time Bachelor of Education degree; and the one-year full time (or two years part-time) Professional Graduate Diploma in Education (PGDE) for students who already have a Bachelor’s degree. Entry to both routes is competitive and there are more students who apply than are accepted. As part of the selection process, many universities will explore candidates’ views and beliefs about human differences at interview. The university-based courses include a specified period of school experience (approximately 25% for the BEd, mostly during years 3 and 4, and 50% for the PGDE).
As with other countries of the UK, in Scotland, there are no initial teacher education courses designed to train teachers to work specifically in special needs education. Teachers are trained to work in mainstream schools taking into account the learning needs of all students that they will meet in their classrooms. Specialist courses on particular issues in special or additional support needs (SEN/ASN) are offered as continuing professional development for teachers and other professionals at certificate, diploma and master’s degree level. For example, in order to train as a teacher of deaf or visually impaired pupils in schools or services, teachers must first have qualified teacher status (QTS) and have had some classroom experience in schools before undertaking special training and qualifications.
Universities monitor the disability ‘status’ of prospective teachers. In addition the General Teaching Council for Scotland have been actively reviewing how more teachers from minority groups might be recruited into the teaching profession (see below).
b. Models of initial teacher education

There are only two routes to becoming a qualified teacher in Scotland where all teachers are trained in Universities. However, because of the remote location of many students and schools, there are several distance education and blended routes offered by different universities, including the Open University.
As noted above, all of the university based teacher education providers collaborate with colleagues who teach subject based modules and courses and those who specialise in special needs/inclusion, equality and diversity. The Content and Structure of the University of Edinburgh one-year full time PGDE programme is underpinned by two themes: Learning and Teaching, and Policy and Change. A number of core topics, including issues of additional support and inclusion are subsumed under the latter theme and staff work collaboratively to deliver this content.

Although the programmes vary and all include distinct elements, each university course covers aspects of inclusive education such as disability, gender, race, class, and so on.
c. The initial teacher education curriculum

Each university, in consultation with partners and in accordance with the university’s own internal procedures, decides the content of initial teacher education programmes. All programmes have to be accredited by the General Teaching Council Scotland (GTCS) in line with the Standards for Initial Teacher Education Courses (SITE). Therefore there is a multi-level decision making process that is both internal and external to the university.
It is also recognised that student teachers arrive on courses of initial teacher education with various levels of understanding of inclusion and see various interpretations of the concept when on school experience placements. In Scotland all schools are potentially sites for school experience and, given the lack of consensus regarding an operational definition of inclusion, many students hear messages and see practices in schools that may conflict with the wider definition of inclusion. The university providers recognise that it is important to help students to negotiate the tensions between what they learn in the university and what they may observe in school. The challenge for providers is to find time within the constraints of the university-based courses to provide student teachers with sufficient opportunities to examine and expand their understanding of inclusion; to question their assumptions; and to consider what the broader definition of inclusion means for teaching, learning, the curriculum and school life in general.
Teacher educators in Scotland recognise a particular dilemma that faces the field requires them to negotiate the tensions between categorical models of special education (as reflected in courses for particular ‘types’ of difficulty) and the emerging wider concepts and practice of inclusive education. In practice, topics associated with Additional Support Needs/Support for Learning and Inclusion are often linked together in courses. For example, at the University of West of Scotland, student teachers receive a variety of inputs on inclusion. These range from explorations of theoretical and philosophical issues to inputs on inclusive practice, pedagogy, curriculum & assessment, to inputs on specific areas of need such as dyslexia; autism spectrum disorders; social, emotional and behavioural difficulties; high ability, giftedness and exceptional talent, to inputs on equality issues relating to specific strands such as race, gender and social class. 
The University of Strathcylde has adopted a ‘rights’ model that values all individuals. Within the PGDE (Primary) dyslexia related input is provided through the language components. All students receive input on additional support needs (ASN), including dyslexia, and lectures supported by an optional module. In the BEd Primary Education there are a number of inputs across the four-year programme. In the first year there is a focus on assessing and responding to reading cues and strategies. These sessions incorporate issues associated with dyslexia. Year two coverage is related to a wider appreciation and understanding of ASL/ASN through the Educational Studies provision, particularly by the module ‘Contexts of Teaching and Barriers to Learning’. These themes are developed further through the options available for students in years three and four.
Across all seven university ITE programmes, student teachers are provided with opportunities to engage in collaboration, reflection and discussion that relates to teacher education for inclusion and to explore a range of issues relating to collaborative practice. Within each institution, this is done informally, through lectures, seminars, group work and self-directed study or more formally e.g. a group presentation of an inclusion specific topic researched by a group. 
While on school experience placements our students are encouraged to actively seek opportunities to work in collaboration with professionals from agencies outside the school, support services, professionals from other disciplines as well as parents, and to record in their placement files their reflections on these experiences. For example, The University of Dundee four-year BEd programme offers a wide range of learning opportunities covering a range of placements in different settings, including a small rural school and interdisciplinary work with students from Social Work and Community Education. The University of Glasgow BEd (Music) which is offered jointly with the Royal College of Music and Drama is based on a pupil centred individualised approach that focuses specifically on special needs in music education, including the education of musically gifted students.

d. Attitudes and values in initial teacher education

In addition to previously mentioned GTCS competences and the Framework for Inclusion, the following statements from the Guidelines for Initial Teacher Education Courses (http://www.scotland.gov.uk/library/documents-w3/git-01.htm#INTRODUCTION) directly relate to inclusive practice:
The overall aim of courses of initial teacher education is to prepare students to become competent and thoughtful practitioners, who are committed to providing high quality teaching for all pupils.
	Courses must prepare teachers to be responsive to the range and diversity of the needs of all pupils in respect of:

	· differing abilities and talents;
· gender;
· health and general well-being;
· social, religious, cultural and linguistic background;
· special educational needs.


The inclusive values and attitudes contained in these statements are modelled by the teacher educators in the way they teach their courses, the ways that they embed the principles of inclusive education across programmes, and through the ways in which they relate to and work with students and colleagues. 

(See also Florian, L. & Linklater, H. (in press) Enhancing Teaching and Learning: Using ‘Learning without Limits’ to prepare teachers for inclusive education. Cambridge Journal of Education).
e. Teaching practice

In Scotland, teaching placements are organised centrally at a national level using a programme called ‘Practicum’. All schools are considered to be potential placements for student teachers. University ITE programme staff work closely with students and their allocated schools to ensure that the student experience enables them to teach a range of learners. Through their placements students gain experience in a variety of school environments and have opportunities to work with learners from diverse backgrounds and with diverse needs and abilities. School experience placements are assessed jointly by school based and university based staff.
4. Competences, assessment and accreditation

All initial teacher education programmes in Scotland operate within the framework of The Standard for Initial Teacher Education (SITE) available at:
http://www.gtcs.org.uk/Publications/StandardsandRegulations/The_Standard_for_Initial_Teacher_Education_(ITE).aspx
The Standard specifies what is expected of a student teacher at the end of Initial Teacher Education at the time of provisional registration with the General Teaching Council for Scotland. Several of the Standard’s benchmark statements including the ones listed below directly relate to inclusive practice:

By the end of the programme of initial teacher education, student teachers will:

· Know how to match the level of the curriculum and subject(s) to the needs of pupils.

· Know how to use, design and adapt materials for learning and teaching to stimulate, support and challenge pupils.

· Know how to promote and support the individual development, well-being and social competence of the pupils in their class/register groups; and show commitment to raising these pupils’ expectations of themselves and others.

· Have knowledge and understanding of […] equal opportunities [and] additional support needs.

· Know about and understand international, national, and local guidelines on caring for children and teachers’ roles and responsibilities in this area.

· Demonstrate an understanding of principles of equality of opportunity and social justice and of the need for anti-discriminatory practices.

· Know about the roles of other professionals and how to work with them.

· Demonstrate that they have high but realistic expectations of pupils and match tasks and rates of work to the needs of all pupils, including those with additional support needs, and ensure that the more able pupils are effectively challenged.

· Demonstrate the ability to identify and respond appropriately to pupils with difficulties in, or barriers to, learning and recognise when to seek further advice in relation to their additional support needs.

· Demonstrate the ability to respond appropriately to gender, social, cultural, religious and linguistic differences among pupils.

· Demonstrate that they are able to work co-operatively in the classroom and in multi-agency settings with other professionals, staff and parents.

· Demonstrate the ability to identify the ways in which additional support in the classroom can assist pupils’ learning.

· Demonstrate respect for the rights of all children and young people without discrimination as defined in the United Nations Convention on the Rights of the Child 1991, the Children (Scotland) Act 1995, the Standards in Scotland’s Schools Act etc 2000 and the Additional Support for Learning Act 2005.

· Demonstrate that they value and promote fairness and justice and adopt anti-discriminatory practices in respect of gender, sexual orientation, race, disability, age, religion, culture and socio-economic background.

· Demonstrate a willingness to intervene effectively to promote, support, and safeguard the individual development, well-being and social competence of the pupils in their class/register groups, and to raising these pupils’ expectations of themselves and others.

· Demonstrate a willingness to work co-operatively with other professionals recognising their different skills and possible different value bases.

Other competences include the standard for full registration (SFR), Chartered Teacher, Standard for Headship. As noted above, the seven Scottish Universities have recently collaborated in producing the National Framework for Inclusion (available at http://www.frameworkforinclusion.org) which builds on the Standards for Initial Teacher Education and SFR. It is intended to provide the basis for designing courses of initial teacher education, supporting the induction process for beginning teachers and providing a series of design principles for continuing professional development for teachers in the area of inclusion.

Assessment of the competences referred to above is embedded in the assessment of school experience placements and other academic assignments.
5. Teacher educators

Teacher educators in Scotland have various qualifications. Some have studied inclusion specific topics as part of their degrees; others have pursued postgraduate qualifications in relevant areas. Most have had experience of teaching diverse groups of learners in inclusive settings while some have had experience of working with children and young people with additional support needs in more specialist environments. All are keen to keep abreast of new developments in the area of inclusion, especially when these relate directly to their specialism, and they do this by attending relevant conferences and CPD courses.
6. Quality assurance and follow up of new teachers

External examiners provide quality assurance on the overall content and processes of all programmes, including inclusion specific content and processes. In addition, each university’s teacher education programme undergoes inspection by HMIE. More broadly the work of universities is monitored by the Quality Assurance Agency for higher education (QAA) and the Research Excellence Framework (formerly the Research Assessment Exercise).
Within Scotland the probationary period for NQTs is organised and run by local authorities rather than the universities. One question currently being addressed through a national review (the Donaldson review) of teacher education is whether links during induction process may be enhanced.

Although most universities have no formal process through which to follow-up recent graduates, some universities have established beginning teacher networks. Other universities take every opportunity to seek graduates’ views informally.
Some of the major teacher education programmes reform projects (such as IPP at Aberdeen) have undertaken follow-up studies of recent graduates as part of their research on the impact of teacher education reform.
The universities carry out surveys of graduates and employers (directors of schools, Ministry of Education and Science, other specialists from the educational institutions) once in an accreditation period (once in 6 years) related to the competences and qualifications acquired during the study period. Recommendations are asked on how to improve the content and organisation of study programmes. These recommendations help to improve the quality of the study programmes as well as to make these programmes more appropriate to real life situations for teachers working with the diversity of pupils in their classrooms.

7. Representation from minority groups
Information is collected and collated for teachers by the General Teacher Council (Scotland) and is available in their statistical digest (GTCS, 2009). Each university will also collect such information on student teachers and members of staff. The data on students will be held centrally by the university and by the funding council for higher education. The General Teaching Council has been working to increase the representation of minorities in the teaching profession and universities have various policies to encourage applications from under-represented minority groups in order to widen access and participation.
8. Policy into practice example

Background/why this example shows innovative practice: 

The University of Aberdeen was funded by the Scottish Executive (2006–10) to develop new approaches to training teachers for inclusive education. The overarching aims of this project are to ensure that newly qualified teachers: (1) have a greater awareness and understanding of the educational and social problems/issues that can affect children’s learning; and (2) have developed strategies they can use to support and deal with such difficulties.

Setting/situation of the example:

As the concept of educational inclusion has widened to incorporate broader issues of social inclusion, there is now greater awareness of the exclusionary pressures associated with migration, mobility, language, ethnicity and intergenerational poverty. Given the competing policy agendas of standards-based reforms, and moves towards greater social and educational inclusion, the development of inclusive education, is a daunting prospect. This is relevant not only for teachers, but also for those who prepare teachers to work in schools.
Partners involved: 

Local authority and schools
Description of activity/approach being taken:

The ITE course reforms at Aberdeen have been driven by three key concepts associated with the development of inclusive practice. These include (1) the understanding that the challenge of inclusive practice is to respect and respond to human differences in ways that include rather than exclude learners in what is ordinarily available to others in the daily life of the classroom. Such an understanding is manifested when (2) the teacher works to extend what is ordinarily available to all, as opposed to doing something ‘additional’ or ‘different’ from that which is available to others. This is a complex pedagogical endeavour that depends on (3) a shift in thinking about teaching and learning from that which works for most learners along with something ‘additional’ or ‘different’ for those who experience difficulties, to the creation of lessons and learning opportunities that enable all learners to participate in classroom life. The interrelationship of these three key concepts is expressed in practice as the interaction of teachers’ ‘knowing’, ‘doing’, and ‘believing’. This practical expression maps onto Shulman’s (2007) conceptualisation of professional learning as apprenticeships of the head (knowledge), hand (skill, or doing), and heart (attitudes and beliefs). In practice, these ideas and concepts have served as a foundation for the PGDE curricular reforms, however ideas are also consistent with the content of the four year BEd course.
Competences that are being developed:

The programme adheres to the Standard for Initial Teacher Education outlined above. It is consistent with the Framework for Inclusion.

Impact/benefits for student teachers/learners/others:

The IPP approach to teacher education encourages students to think broadly about the responsibility they have for children’s learning. 
Identification of what can be learned from the study about teacher education for inclusion:

See research from IPP:

Florian, L., Young, K. & Rouse, M (in press) Preparing Teachers for Inclusive and Diverse Educational Environments: Studying Curricular Reform in an Initial Teacher Education Course. International Journal of Inclusive Education
Rouse, M. (2010) Reforming initial teacher education: A necessary but not sufficient condition for developing inclusive practice in C. Forlin (Ed) Teacher Education for Inclusion: Changing Paradigms and Innovative Approaches, 47–54 London: Routledge
Florian, L. & Rouse, M. (2010) Teachers’ professional learning and inclusive practice. In R. Rose (Ed.). Confronting Obstacles to Inclusion – International Responses to Developing Inclusive Schools, pp. 185–199, London: Routledge
Florian, L., & Rouse, M., (2009) The inclusive practice project in Scotland: Teacher education for inclusive education, Teaching and Teacher Education 25(4), 594–601
Plans for further development/extension of this practice:

Studies of the reforms undertaken at Aberdeen are ongoing. 

Contact details for further information:

Lani Florian
University of Aberdeen
School of Education
MacRobert Building Room 711
King’s College
Aberdeen AB24 5UA
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