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1. Why Map Training Programmes?
1.1 A move towards Inclusive Education

An inclusive school is a school where every child is welcomed, every parent involved and every teacher val-
ued. This is the basic premise and promise of the Joint European Union and Council of Europe Project “Re-
gional Support for Inclusive Education in South East Europe”. The project has five main components to sup-
port the achievement of this vision: (1) mutual learning between pilot inclusive schools (2) creating aware-
ness by organising local events for relevant stakeholders, (3) facilitating policy dialogue and policy learning,
(4) developing modules and programmes for the professional development of teachers, and (5) creating
partnerships with regional actors to help remove barriers for vulnerable groups®. An inclusive school is a
school where everybody matters and where things are worked out together rather than by strict division of
responsibility and work. Differences related to social background, language, ability and culture of teachers as
well as students and their families are seen as assets for learning rather than complications for teaching.
Conflicts are understood as something normal in diverse societies and diversity is seen as an opportunity
rather than a threat.

Inclusive schools are learning organisations that actively use collaboration and co-construction to develop
practice. Inclusive schools perceive learning and knowledge creation as its core activity, not only for stu-
dents, but also for teachers and parents. Networking and partnerships are central to the project, they help
building inclusive societies where diversity is not only tolerated, but actively used as a source of knowledge
and experience to find new solutions to existing problems. To develop inclusive schools, teachers need to
transform their practice, away from delivering the curriculum to supporting learning processes, away from
isolation in classrooms to collaboration with other professionals and families. The project has established
three networks to promote this vision, the TeacherNet, the PolicyNet and the SchoolNet. These networks are
creating learning communities that bring schools and teachers out of their isolation.

Inclusive schools are the foundation of inclusive and socially just societies. The EU joint framework on hu-
man rights and minority issues and the overarching policy processes in the region, including the South East
Europe 2020 Strategy, all emphasise the importance of inclusive growth. The process of democratisation and
decentralisation is a shared experience across the Western Balkans. Increased cooperation in the context of
local decision-making is a consequence of a process of democratisation and decentralisation of the educa-
tion systems which is seen as a key factor of building inclusive societies. Democratisation and the implemen-
tation of a human rights based approach require continuing attention and development at the local level and
an awareness of oneself and others. These initiatives create the over-all context of the project activities. The
rights-based approach to education ensures that children are perceived as carriers of rights and their parents
as the guardian or advocate of those rights. Therefore, teachers need to expand their perception of their stu-
dents; they are not only learners that need to be taught, but also persons whose rights must be respected.
Teachers have to develop new ways of cooperating with others and sharing power over what is happening in
their classrooms.

Inclusion in education should be seen as a process that aims to overcome barriers to learning and patrticipa-
tion and to respond to diversity (European Agency 2013). The Joint Project contributes towards implementing
inclusive practices in schools and building partnerships between schools. Inclusive education is about all
students in diverse learning communities not just about a few that are seen as different for one reason or
another (Panti¢ et al. 2010). There is a need to develop a child-centred approach to learning where each
child is valued and addressed as a person, not labelled as a case. There is a need to understand student
diversity, but not to use student characteristics to categorise or label the child as a justification for different
treatment. Personalisation of education for all is necessary, if children are no longer seen as specific types of
children requiring certain treatment, but rather as persons in their own rights. This requires the transformation
of teachers’ identities and basic premises guiding their practice, and an acknowledgment of the profound
impact their beliefs and attitudes have on students as well as their own sense of self-efficacy.

! See Website of Project: http://pjp-eu.coe.int/web/inclusive-education




1.3 Teachers’ professional development

Teachers are key change agents in the process of building inclusive schools. Because they spend the most
time with their students in the classroom, they have a profound impact on students’ identity and learning.
Teachers are often confronted with conflicting goals they should achieve, for example ensuring participation
of all students and at the same time do well on the high-stakes assessments. Teachers might want to spend
more time with individual students, but at the same time want to be fair to all students. Inclusive education is
about understanding the complexities of being a teacher and to work on them for the benefit of all. In order to
actively and constructively work with such conflicting goals, teachers have to be reflective practitioners who
seek collaborate with others to develop their practice. Reflective practitioners engage in dialogue with stu-
dents, parents and colleagues to gain a better understanding of complex situations; they understand them-
selves as learners, not only as teachers. To bring about the necessary changes, teachers and other profes-
sionals have to develop their understanding of learning as knowledge creation rather than knowledge repro-
duction. Learning as a student and learning as a professional is an active process of problem-solving, of en-
gaging in anticipation and reflection, in communication and action.

In Western Europe, the European Agency for Special Needs and Inclusive Education® has conducted a three
year project on “Teacher Education for Inclusion” focusing on initial teacher education. It addressed issues
like what kind of teachers are needed for an inclusive society in a 21* century school, what their key compe-
tencies should be and how they can be best prepared to work in inclusive settings. The project reviewed and
the international literature and policy statements and identified challenges and opportunities. The main out-
comes and products of the study were recommendations and a profile of inclusive teachers (European Agen-
cy, 2012). The profile was developed around four areas of competence: (1) Valuing Learner Diversity, (2)
Supporting All Learners, (3) Working with Others, and (4) Personal Professional Development.

The objective of the TeacherNet is to contribute towards creating more inclusive schools by focusing on the
last of these core values: professional development. The willingness for lifelong learning of teachers is a pre-
requisite for the implementation of inclusive education, but so is the availability of high quality opportunities to
engage in professional development. Through initial teacher education and continuing professional develop-
ment, but also through mentoring or coaching, teachers can develop their practice to become more inclusive.
A better understanding of the competencies needed by teachers to implement inclusive education is there-
fore most important to develop or update existing modules and programmes of teacher education and train-
ing. As formalised learning opportunities, they have an important impact on teacher’s professional develop-
ment. One of the TeacherNet tasks is to develop a vision of an inclusive teacher and to engage in discus-
sions around the improvement of current practices related to teacher education. A prerequisite for an in-
formed discussion therefore is an overview over today’s practices in teacher education and training in the
region.

1.3. Building on previous work

This report seeks to contribute to the vision-building and development process the TeacherNet and the other
networks of the Joint European Union and Council of Europe Project are tasked with. It will do so by building
on existing knowledge, creating new knowledge and anticipating the need to absorb future knowledge creat-
ed by others within and beyond the scope of this project. The goal is to contribute towards a “community of
networked expertise” (Hakkarainen et al. 2004) from which all project participants can benefit. The report
primarily wishes to facilitate the work of the TeacherNet to discuss the professional development of teachers
and how to upgrade current practices. The participants hold much local knowledge which is not written down
anywhere and which is vital to develop current practices of teacher education. A preliminary mapping of ac-
tivities in the area of teacher education for inclusive education sought to facilitate discussions during the first
workshops of the TeacherNet where the preliminary results were validated and used for further deliberations.
The methodology chosen for this work seeks to facilitate the integration of diverse information and to encour-
age communication. It was selected to support shared knowledge creation processes, based on the premise
that relevant knowledge is always distributed, therefore anticipating revisions and additions to the mapping
process and preliminary findings. The results of the mapping process are understood as a tool for further
discussion not as a final statement or conclusion of the situation of teacher education for inclusion.

2 The Agency has changed its name in January 2013; formerly the “European Agency for the Development of Special Needs Education”




Much has been done already in the area of teacher education for inclusive education in the region. The Eu-
ropean Union has established the “Western Balkans Platform on Education and Training” to cooperate with
Albania, Bosnia & Herzegovina, Croatia, Montenegro, Serbia, “the former Yugoslav Republic of Macedonia”,
and Kosovo?®, in the area of education. Teacher education has been identified as a high priority by the Minis-
tries of Education. The EU subsequently commissioned a study to map the situation which resulted in seven
country reports on “Teacher Education and Training” and a synthesis report for the region (EC 2013a). The
EU has also published a report on “Supporting teacher competence development for better learning out-
comes” in 2013 (EC 2013b) which is relevant for the purpose of this report.

Specifically related to inclusive education, the Council of Europe has supported the development of key com-
petencies for diversity which focus on knowledge and understanding, communication and relationships as
well as management and teaching (Council of Europe 2009). It is also active within the Pestalozzi Pro-
gramme in capacity building for teachers and has done work on policies and practices for teaching sociocul-
tural diversity (Council of Europe, 2010). In 2009, the European Training Foundation (ETF) commissioned a
study called “Mapping Policies and Practices for the preparation of Teachers for Inclusive Education in the
Contexts of Social and Cultural Diversity”. The study identifies “structural constants” across the region that
could be used to develop more inclusive practices in teacher education and training programmes or in other
activities contributing to teachers’ professional development. It takes an analytical approach to evaluate the
inclusiveness of current practices and institutions. The results of this extensive mapping activity are present-
ed in seven country reports and in a synthesis report (Panti¢ et al. 2010) which includes a list of issues to be
addressed as well as suggestions for ways ahead. These results are used as background information for the
work in the study described here. Its methodologies are complementary since this study takes a descriptive
rather than analytical approach and highlights the diversity of practices rather than shared characteristics. It
is hoped that together the two studies help generate the knowledge and methodology needed to update cur-
rent programmes and modules to become more effective in promoting inclusive education.

2. Conceptual Framework
2.1 Teacher Education for Inclusive Education

The traditional paradigm of teaching and learning is fundamentally questioned by the principles of inclusive
education. Such a paradigm shift is not easily achieved,; it requires deep changes in the functioning of school.
Inclusive education promotes acceptance of student diversity, not creating homogeneity. It speaks of the right
to education, not an obligation to attend school. It sees schools as learning organisations that interact with
local communities, not as buildings where teachers go about their work in private. The shift in identity,
knowledge and practice required of teachers cannot be underestimated. Inclusive education considerably
increases the complexities of teacher practice and creates situations where teachers have to balance multi-
ple and sometimes contradictory goals. For example, outcome-based accountability systems give schools
and teachers more autonomy to organise themselves and implement the curriculum, but also raise the pres-
sure to reach higher achievement levels. Pressure to achieve better outcomes while ensuring participation of
all children leads to potentially contradictory practices in schools. Effective use of personal resources and
procedural knowledge to identify and resolve conflicting intentions are therefore essential in creating an in-
clusive classroom. So how are teachers currently being prepared for inclusive education?

Pre-service or initial teacher education is provided by Faculties of Education located in institutions of higher
education often without much contact to schools. Many of the existing modules for in-service teacher educa-
tion have been developed by Nongovernmental Organisations (NGO) or Donor and Development Organisa-
tions such as USAID or the World Bank. Still today, continuing teacher development is driven to a large ex-
tent by donors, a fact that has recently been recognised as a potential problem to the sustainability of the
efforts and to a systemic change of practice (Pantic et al. 2010). There seems to be resistance of schools to
implement, reinforced by lack of follow-up (ibid, 113). Teacher isolation (Panti¢ et al. 2010, 43) has been
identified as a barrier to assuming the necessary responsibilities at school level and the need to change be-

® This designation is without prejudice to positions on status and is in line with UNSCR 1244 and the ICJ opinion on the Kosovo Declara-
tion of Independence




liefs and attitudes necessary for a child-centred approach (ibid, 24). EU report (2013, 48) believes the pres-
ence of donor is an opportunity, but does not compensate lack of funding for infrastructure and research. The
accreditation activities of the ministries of education play an important role, because a lack of accreditation
leaves teachers without recognition from authorities (EU 2013a, 53). There are gaps between policies, rules,
regulations or plans and their implementation (EU 2013, 54) and the discrepancy between teacher education
programmes, school needs and practices are seen as key shortcoming (EU 2013, 55). The EU (2013, 60)
states that the cooperation at Western Balkans level would be beneficial, to exchange regional experiences,
also to achieve harmonisation and standardisation of initial teacher education and professional training of
teachers. This fact was one of the motivations to establish the regional TeacherNet.

There is a growing understanding among policy makers that efforts need to be brought together to achieve a
systemic change (Panti¢ et al. 2010). Inclusive education as a practice cannot be transmitted through tradi-
tional courses that teach social justice, human rights, inclusive pedagogy, change of attitudes or assessment
for learning. Inclusive education is much more about a change of teachers’ thinking then about acquiring
information. At the heart of this change of thinking is teachers’ understanding of learning and consequently
also of teaching. Learning should no longer be understood as the acquisition of a fixed body of knowledge,
but rather as a process of creation or construction that happens in interaction with others. Knowledge is
transformed through social practice to contribute towards building skills and changing attitudes; an under-
standing reflected in concepts of teacher competence. The usage of a common framework of teacher compe-
tences could help to overcome the current fragmentation present in teacher education for inclusion. If differ-
ent training modules contributed towards achieving a common set of competencies, participants could better
orient themselves and gain a clearer understanding of what is expected or what should be achieved. Also, a
more integrated approach of teachers’ professional development would help to meaningfully linking pre-
service, in-service and mentorship programmes. This would be crucial to promote the development of gener-
ic, transversal competencies to address diversity in any educational setting and to ensure that educational
processes promote inclusion. A lifelong learning approach could clarify what is expected of novice teachers,
experienced teachers and expert teachers in the context of inclusive education.

Any activity related to teacher education for inclusive education should be understood as social practice. It
takes place in a specific social context, has certain intentions or goals — declared or not — and applies certain
methods or tools. The methodology used here to map and analyse existing teacher education activities in the
area of inclusive education is based on a conceptual framework to analyse social practices. It allows a more
integrated perspective on current practices and hopefully helps to generate knowledge that can be used to
discuss relevant contents, methods and goals as elements of good practice. The next paragraph therefore is
dedicated to a description of the activity theory as developed by Yrj6 Engestrém on the basis of work by Lev
Vyotsky and Alexei Leontiev. As a basis for a shared understanding of knowledge and knowledge creation
processes, a paragraph will be dedicated to concepts developed by Kai Hakkarainen and colleagues and
how they can be applied to help understanding problem-solving processes. These concepts provided the
guiding principles and methodology for the workshops where members of the three Nets of the Project:
SchoolNet, PolicNet and TeacherNet validated the mapping results, built their vision of an inclusive teacher
and provided input for the usage of innovative approaches in teacher education activities for inclusive educa-
tion.

2.2 Activity Theory

Teacher education for inclusive education seeks to develop teacher practice in ways that enable teachers to
not only manage diverse classrooms, but to actively support learning of all students and to build a learning
community that gives all students a sense of belonging. It aims at little less than the transformation of teach-
ers’ knowledge, their habits of thinking and of acting. The knowledge provided to teacher students and
teachers needs to be useful to implement the principles of inclusive education in their classroom practices.
As described in the last paragraph, teacher education itself should be viewed as a practice that may also
needs to be transformed. Good practice of teacher education is not only about conveying the relevant infor-
mation and training skills; it is also about addressing attitudes and values and ensuring that what has been
learnt can be translated into practice. Effective teacher education seeks to change teachers’ practices, not
merely their understanding. If teacher education is to be understood as a practice to change teachers’ prac-
tice it should be analysed as such. “Activity theory” (Engestrom 1987, 2001, 2007, 2008) provides a model to




analyse the way people engage in work activities. “Activity” is understood as “practice”, the over-all flow and
organisation of actions that occur in for example “teaching” or in “parenting”. For example, both these activi-
ties may involve giving individual support to a child to learn to read or instructing a child what to do. But while
teaching and parenting share some actions, the overall propositions and purposes are very different. The
activities take place in different social context and the intentions of teachers and parents are different. “Activi-
ty theory” suggests that merely analysing individual actions cannot help understand the differences for ex-
ample between teaching and parenting practices. The way in which actions are combined to achieve specific
purposes reveals essential differences between teaching and parenting.

Activity theory provides a model to organise the different components relevant to understand work or other
social practices. A subject (individual or collective agents) uses specific tools (curriculum, ICT, theories or
concepts, teaching strategies) in a specific social context (rules, community, division of labour) to achieve a
certain outcome by engaging with an object (student’s knowledge of mathematics). The figure below shows
the structure of a human activity system (Engestrom 2001, 135) in its full complexity.

tools and signs

Sense,
meaning

Subject £

»= Qutcome

S 'l-"-l'
=

Rules Community Division of labor

Figure 1: Activity System Model (Engestrém 2001)

The model highlights the need to think of a complete activity system, its basic orientation, the methods it will
use and the social context in which it is being carried out — and not merely think of contents or outcomes. For
example, activities in teacher education created by Non-governmental Organisations or by Universities (sub-
jects, providers) may focus on the same object (e.g. attitudes of teachers), but by using different tools (e.g.
direct exposure vs. reading scientific texts describing the effects of prejudice) and working in different social
contexts, they will achieve very different outcomes (awareness raising vs. knowledge building). Applied to
activities in teacher education, the activity model can help to better understand what is being done, how it is
being done, what the training module is targeting and what is expected as outcomes from the training activi-
ties. The model also points out that ‘training modules’ existing on paper or electronically are mere ‘skeletons’
of a practice that can be part of very different activities. So in order to ensure that training modules serve
their ultimate purpose and help reach intended goals; they have to be used as tools to facilitate meaningful
activities. Within the social context in which the module is being taught, there are other activities which influ-
ence the input, process and outcome, creating synergies, contradictions; barriers or facilitators. The activity
model helps to reflect on how modules are taught and which tensions and contradictions may be created in
different social contexts. The model can also be used to design new modules or upgrade existing pro-
grammes although this is not the focus of this report. In part, updating was addressed in the workshops held
in Skopje and Tirana discussions focusing on vision-building for inclusion in education and inclusive teachers
(for details, see 3.1.).

Essentially, the framework takes a situational approach: whether a certain action facilitates or undermines
inclusive education is always dependent on the situation in which it is carried out. Values, expectations and
beliefs are not relevant as abstract ideas, but how they shape situations. Inclusive principles and concepts
cannot be translated into a fixed set of actions as the same action can be inclusive or exclusive depending on
its over-all purpose or orientation. For example, praising an individual student can be supportive or discrimi-
natory. Sense-making processes of students and teachers will determine the meaning of actions and this is




very much dependent on the specific social context. Teachers therefore need a high situational awareness.
Teacher education activities need to take the situational nature of human action into consideration to help
teachers adequately bring together skills, knowledge and attitudes to achieve inclusiveness in different situa-
tion and across situations. Teachers cannot merely apply what they have learnt; they have to transform the
knowledge to ensure the integrity of the over-all activity. Problem-based learning or case-based approaches
can help develop situational awareness; activity theory provides a useful tool to analyse problems and help
develop practice.

The outcomes of teacher education are essentially only meaningful, if they have an impact on teacher prac-
tice. It should help teachers (subjects of activities in their own classroom) to develop their practice or in other
words to become better teachers. Within the framework of activity theory, the activities of teacher education
practice and teacher practice therefore should also be considered as a larger over-all activity system of prac-
tices of education. Activity theory therefore proposes that teacher education activities need to share at least
some components with the activity of teaching in a classroom to have any effect. Engestrém (2001, 136)
describes this congruence of components between different activity systems for the component of “object”.
The “object” provides the general orientation of the activity, which in the case of teacher education is for ex-
ample the knowledge of teachers or teacher students that should be addressed in order to be transformed.
But the primary objects of teachers are student characteristics they seek to transform through the activity of
teaching — not their own knowledge. A “third space” needs to be created, where teacher educators and
teachers meet and interact to form new meanings that are relevant for both activities, for example “teacher
identity” or “teacher’s professional development”.

Mediating Mediating
artifacts Object, Objects artifacts
Object; Object;
Subject Subject
A
Rules Community Division Division Community Rules
of labor of labor
Objects

Figure 2: Third Generation Activity System Model (Engestrém 2001)

Such “third spaces” help to develop knowledge, skills and values or attitudes that are meaningful in both ac-
tivity systems and therefore facilitate the transfer of knowledge. Teacher education therefore should always
think in both contexts, in the context in which is it providing education and in the context in which what is
taught or learnt should be applied. This raises questions about the nature of knowledge and knowledge
transfer which will be addressed in the next paragraph.

2.3 Knowledge Creation in the Context of Teacher Education for Inclusive Education

The intentions and goals of inclusive education are very abstract and intangible; they are represented in con-
cepts like participation, equity or social justice. Their highly abstract nature is part of their appeal, hardly any-
one will contest their value or relevance and they can be used in any setting. While definitions of relevant
terms can be found easily, knowledge on how to transform teacher practice to ensure these outcomes is
scarce. This is partially because inclusive education looks different in different situations, but also because
little thought has been given so far to the question how such knowledge can be created. The concept of
teacher competences highlights the necessity of actionable knowledge, of acquiring ways of knowing that
can be put into practice. Teaching is a social practice and what matters more is what people can do rather
than what they know (Council of Europe 2009). What people do depends much on their competencies and
the concept of “competence” includes skills, values and attitudes. Skills, attitudes and values are also ways




of knowing or aspects of personal knowledgeability (Bereiter 2002, 137ff). The question therefore is how
more complex, actionable knowledge can be created and which learning processes are involved in creating
such knowledge. According to Argyris (1993) learning occurs when errors are detected and corrected in con-
crete situations. It is in concrete situations that contradictions and tensions occur, the most powerful inhibitors
of effective action (ibid, 46ff.). Unless teacher education addresses the concrete situations that teachers have
to act and learn in, it is unlikely that acquired knowledge will be effective. This also suggests that teacher
education should explicitly address contradictions and tensions that teachers will encounter to provide them
with procedural knowledge to solve these problems.

When teachers think of learning, teachers generally understand learning as knowledge acquisition. But learn-
ing occurs also when teachers collaborate with others to adapt ways of working or interacting, while in aca-
demic contexts, learning is perceived as creating new knowledge, e.g. through research. According to a
constructivist approach to learning, these are just three different metaphors for the same basic process:
learning (Hakkarainen et al. 2004). Knowledge acquisition, participation, creation of new knowledge all refer
to the process of learning, but attach different values, different responsibilities and different positions of pow-
er to the different actors. Students should just acquire knowledge that is “prepared for them”, teachers should
enjoy a supportive community that shares good practices and researchers should create new knowledge
useful for others. Inclusive education requires a more integrated view of these three perspectives, where
teachers are also seen as learners, students as participants in a shared practice and researchers as people
who also need to learn. Cooperative knowledge creation is the central activity of teachers and to better un-
derstand this activity will make their work more effective. Such an understanding could help bridge current
gaps between research, practice and policy.

Table I. An overview of the ideal typical characters of the three metaphors of learning

Knowledge acquisition Participation Knowledge creation

Main focus A process of adopting or constructing A process of participating in social A process of creating and developing

subject-matter knowledge and mental  communities new malterial and conceptual artifacts
representations

Enculturation, cognitive socialization Conscious knowledge advancement,
discovery, and innovation
Norms, values, and identities

Theoretical

foundations

Unit of analysis

Theories of knowledge structures and
schema