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Abstract 

The TdiverS-project delivers each year an Annual Report which summarizes the project’s findings and results, 
facilitating their application elsewhere. The reports give an overview of the state of innovation in the respective 
countries (national level) as well as across countries (international level). They record the current progress of the 
project work and the respective key products and are available at http://tdivers.eu. With respect to the aims, the 
structure and the objectives of the project, the reports focus on the main steps and developments of the project 
partners on an annual basis. 

  

http://tdivers.eu/
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Introduction  

Within the TdiverS project, each year WP 5 delivers an Annual Report presenting innovative approaches and 
developments at national and international levels in the different areas of the network’s activity. This second 
report is divided into two parts. The first part gives a brief report about the TdiverS consortium meetings in Madrid 
(Spain) and Reikjavik (Iceland) during the second year of the project. In the second part, country-based 
information about the state of the art in the field of inclusion and teaching diverse learners in different school 
subjects for each partner country can be found. Because the situation in all six countries is so different, we 
decided to collect the information with a questionnaire and present the results in a country collection. The 
partners from the different countries therefore are responsible for the individual content.  

Three headings are leading through Part 2 of this report:  

1. Literature review with regard to inclusive education in school subject  

2. Description of preliminary video production  

3. Description of the development of the project including the impetus of TdiverS  

  

This second report draws on materials prepared by network members for workshops and activities in 2015 and 
includes contributions from authors in Spain, Sweden, Iceland, Lithuania, Luxembourg and Germany. 

Further information about TdiverS can be found at http://tdivers.eu. The coordinators and authors welcome 
comments and can be contacted at the addresses above.  
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1. TdiverS consortium meetings and conferences 2014 - 2015 

1.1 The 4th consortium meeting in Spain, 18th – 20th May 2015 

Over the three days of the meeting, the project partners were working trying to reach the following aims: 

1. To strengthen the network between the European institutions involved in the project: exchanging experiences, 

promoting joint reflection on inclusive education. 

2. To get to know Spanish school concerned with inclusion and to reflect together on their educational practices 

around Teaching diverse learners in (School)Subjects 

3. To reach agreements on the recording of the DVD in the schools: technical requirements, technical support, 

content, participants. 

Project partners have visited several schools in Madrid: Cardenal Spínola School, Padre Piquer Educational 

Center, Ponce de Leon Educational Center. All this schools have been showing their contribution to inclusive 

education for all children in the school. The concepts of the schools have been introduced to the memebers of the 

project by their principals and the staff (teachers and others). After each visit discussion with project partners and 

teachers, parents, children took part. We did experience a great hospitality and open atmosphere, while we were 

walking through the classrooms. All schools had worked out a special programm and some information material, 

to understand how they have changed the structure of the school, the learning environment for pupils (for 

example they were changing the classroomsices and the furniture, to facilitate individualized learning and group-

work), the staff (for example they did employ sign-language-interpreters),the teaching and the methods. The 

parents have been very much involved into the process of school-development. They do feel like a valued partner 

in the educational process of their children. The teachers’ team responsible of leading the discussion was asked 

to 

 make a brief reflection on what they have seen 

 explain what they emphasize of the school practices, activities, ways to organize the classroom, etc. 

 talk about doubts or questions of the different school members  

 explain what kind of competences, principles or attitudes teachers need relating to the observation 
made and how do these competences or attitudes could be introduced to other teachers? 

During TdiverS internal workshop project partners discussed about: 

 News and changes in the project 

 Pre- and Postproduction of the videos 

Task list concerning literature review, progress report dissemination annual report video production was 
developed. 

The meeting ended with a feedback to the hosts of University Madrid. The organisation was perfectly done and it 
helped to concentrate on our working process. The project-partners had to thank all schools and staff that has 
been involved into the schoolvisits.  

 

1.2 Second annual conference and seminar in Iceland, 5th-19th of November  

Second Annual Conference and project partners meeting took place in Iceland. For the seminar other EU- and 
Comenius-projects had been invited, their representatives could take part in the meeting for three days. They 
have been chosen by the content of their projects and expertise in inclusive teaching or working with videos from 
classroom-practice. Meeting aims were: 

1. To share experiences with the recording of the DVD in the schools and discuss issues of the layout 
of DVD.  
2. To get to know Islandic school concerned with inclusion and to reflect together on their educational 
practices around Teaching diverse learners in (School)Subjects. 
3. To strengthen the network between the European institutions involved in the project: exchanging 
experiences, promoting joint reflection on inclusive education. 
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Monday 16.11.2015 
The meeting started with a welcome speech by Ólafur Páll Jónsson, head of Faculty of Education Studies, 

University of Iceland with the main statement: „teaching for diversity is teaching humanity“. Afterwards Guðni 

Olgeirsson, expert at the Ministry of Education, Science and Culture presented the newest developments in 

inclusive education and consequences for teacher education. Hafdis Guðjónsdóttir explained the structure of the 

consortium meeting. Kerstin MerzAtalik gave an introduction about the project TdiverS and its progress for project 

partners as well as guests. Afterwards the following guests introduced themselves as well as their projects: 

 

 

World Coffee. Project partners and guests collected proposals according to the presented Comenius projects – 

which ideas or aspects would they like to consider more deeply with others? According to that the following 

groups were formed: 

- Erasmus and programme (leader Bettina) 

- Curriculum and Inclusive Education (Janna) 

- Standards for quality in inclusive education (Kerstin) 

- Challenges in the project (Edda) 

- Experiences in teacher training (e.g. Material) (Gerardo) 

- Creative practices in the classrooms (Hafdis) 

- What education is about (Saulius) 

- Diversity 

Every group discussed their theme – afterwards short refection in the plenum. 

 
Networking with other Comenius projects: video taped materials from some countries where watched and 
discussed with experts form the other Comenius projects. Related to the aims of the project TdiverS the guests 
were asked about their feedback as a critical friend: What did you see in the video-sequence? What should have 
been transported? What kind of hidden messages have been in the pictures? How could we work on the quality 
of the pictures and the audio? What would be necessary for the audience of teachers? 
The feedback of the guests was a great gift for the project. A lot of ideas and questions could be collected, that 
would have an effect on the ongoing work in the project. 
 
Michelle Brendel, Justin Powell initiated a discussion about the literature review: 
The material has already been collected. The connection between different outputs has been discussed, as 
scaffolding for the videos. Followed by a debate about the different levels of depths of literature. 
Issue of classification of the collected materials.  
For the moment it was classified in 8 groups: 

Name  Project 

Drew Wilkins Storytelling Skills and Creativity, Comenius 

Janna Buck Schule inklusive “Augenmerkkinder”, Comenius Regio 

Tanja Sturm European Music Portfolio – Maths: Sounding ways into Mathematics, Comenius 

Bettina Amrhein TIPP: teachers in practice and process, Comenius 

Claudine Muller The development of Pan-European Competencies for Teachers of Deaf through 
Partnership, Leonardo 

Teresa  Vitorino Responding to diversity by engaging with students’ voices: a strategy for teacher 
development 

Saulius Vilutis Conflict resoulutions in Primary Schools in Europe, Socrates/Comenius 

Wolfgang Karl C.O.N.T.E.S.T. - meeting the Challenge of iNclusion through music and Trained staff, 
Erasmus+ 

Bettina Hühn- 
Lemmrich 

C.O.N.T.E.S.T. - meeting the Challenge of iNclusion through music and Trained staff, 
Erasmus+ 

Sabine Nutsch Inklusion - ein Menschenrecht, Erasmus+ 

Karin Biehler  Inklusion - ein Menschenrecht, Erasmus+ 
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 General values, teacher beliefs, co-teaching, collaboration methods, IE definitions, UDL, assessment  

 Languages  

 ICT 

 Science 

 Math 

 Aesthetics (music/art) 

 Physical Education 

 Philosophy 
 
This session was followed by a discussions in groups about the literature review:  

 Process 
- Focus on all subjects? Matrix of country studies (expertise)? 
- Small group work to bundle ideas & plans for subjects 
- Discusion points for each group: 

 Form 
- Literature review: what do we want from it? What form should it take? 
- How to optimally use the bibliographies & lit. reviews provided? 
- How to connect literature review and video production? 

 Contents 
- Emphasis on own studies or general literature? 
- Country-relevant texts, in particular languages? 
- What is universally relevant and what is country specific? 
- What is universally relevant and what is country specific in subject teaching methods (from each country 
context)? 
 
Tuesday 17.11.2015 
In the morning the project-partners and its guests were divided into three groups to visit three different schools in 
the area of Reykjavik. After the visits to schools we had a meeting at the University again, to reflect the 
impressions from the different schools with all partners and guests. The following nouns were kind of 
representative for the feedback round: 
 

 Flexibility of spaces and minds; 

 People loving their job;  

 Trust; 

 Open door culture; 

 Acceptance – belonging to the school community;  

 Students are responsible; 

 Clear mission and vision; 

 Etc.   
The group was very impressed by the schools, their facilities and the work in the classrooms. We did see very 
impressive examples of teaching in heterogenous learning groups.  
 
Presentation and discussion of the video sequence, feedback from Comenius guests:  
In the afternoon we had another meeting at the University to get the feedback of the invited experts from other 
Comenius projects to our preliminary video-productions. After watching again selected video sequences the guest 
did give us some ideas, related to: 

 the relationship between the project and inclusion; 

 teacher point of view; 

 target audience.  
 
Wednesday 18.11.2015  
Presentation and discussion of the video sequences. Résumé for the video-production, the literature-review and 
the ongoing work until next Consortium Meeting in 2016. Internal workshop administration. 
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The consortium meeting was completed by closing remarks, planning next meeting and Annual Report. Followed 
by the valuation process. The University of Reykjavik and its staff had done a great job in organising the meeting, 
with all its different programm parts. We also had to thank all schools for their hospitality during the school-visits.  
The school-visits have always been a big chance to get an impression about the context and legislative 
framework of inclusive education in the parner-countries and therefore was a resource for the communication and 
understanding of different perspectives and needs in the TdiverS project-group. 
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2. State of the art  

2.1 Literature review with regard to inclusive education in school subject 

The literature reviews provided depend on nation-specific literature and different languages represented in the 
project. The literature review has been collected and discussed in the project teams to present the current status 
of inclusive education and teaching diverse learners in school subjects in the various project countries during our 
regular biennial meetings in the project countries. With these literature reviews, some of which have been 
challenging due to the lack of relevant literature and especially given the cutting-edge quality of the discourse 
surrounding inclusive education, the project addresses some of the most persistent challenges in cross-national 
and cross-cultural comparative research, namely the dearth of detailed and current data and interpretation based 
on country experts yet available in English. 
 
From Exclusion to Inclusion in Education Systems 
Many groups have been marginalized in education systems; however, few have faced the extent of exclusion and 
institutionalized discrimination as has the diverse group of pupils perceived as being “uneducable” or 
“handicapped” or “with impairments and disabilities” or (most recently) as having “special educational needs” 
(SEN) or “student disabilities” (see, e.g., Powell 2011). Commonly, special education programs were introduced 
to provide additional support for learners perceived as having SEN due to a disability, disadvantage, or difficulty 
(OECD 2007). Most often, historically, such supports and services have been and continue to be provided in 
segregated or separated settings, such as special schools or special classes. While true that special education 
successfully provided and provides learning opportunities to types of children once excluded, globally the goal is 
shifting from special to inclusive education and thus challenges both the binary categorization of pupils “with 
SEN” or without as well as segregation in special schools or separation in special classrooms that often follow 
classification as “having SEN”. Such reforms are motivated in many countries, including Luxembourg, by 
persistent educational and social disadvantages suffered by children and youth with impairments and disabilities 
and the likewise heightened probability of socially and economically-disadvantaged individuals to become 
“disabled” in school and in later life. The recognition and responses to educational and social disadvantages—
and which students “have special educational needs” and “become disabled” in schooling and/or upon 
transitioning to adulthood—depend significantly on the institutionalization of the education system and social 
welfare programs. Where and when general exclusion of pupils with impairments has been overcome through the 
development of special education programs, these nevertheless frequently exhibit an overrepresentation of 
children living in poverty or in families with low socioeconomic status. Boys and ethnic minorities (and children 
from migrant families from certain countries) are often considerably overrepresented (see Gabel et al. 2009), also 
in Luxembourg (Hudelmaier-Mätzke & Merz-Atalik 2014; Limbach-Reich & Powell 2015).  
 
Across the TdiverS partner countries, we find an extraordinary range of classification rates of pupils in special 
education (measured as the % age of pupils with SEN of total school populations, from 1.5% in Sweden to 24% in 
Iceland (see Figure 1). This contrast, found within the Nordic countries that are considered the most inclusive 
worldwide, is remarkable in highlighting very different ideas relating to classification. Across the six partner 
countries, the necessity of being diagnosed, often made a condition to receive additional support, differs very 
widely—and this demands attention to the resource-labeling-dilemma prevalent throughout educational systems, 
most of which demand classification as a prerequisite to receiving individualized support and services.  
 
In many countries—both larger and smaller, richer and poorer—we find persistent educational and social 
disadvantages suffered especially by children and youth with impairments and disabilities, but also by those in 
need of support in achieving set learning goals; these groups are not the same. Throughout Europe (see other 
TdiverS reports), countries have developed a range of support services and organizational forms to provide for 
children with disabilities or students with learning difficulties. In Luxembourg’s schools, the history of official 
special education programs is relatively brief, especially in comparison with its bordering countries of France, 
Germany, and Belgium. While perhaps originally considered a desideratum, this has also reduced one of the 
major barriers to inclusive schooling, namely expanded and highly-differentiated systems of segregated special 
schools. As a result, Luxembourg has a lower rate of school segregation (1%) than neighboring (Belgium, over 
4% in the French-speaking community and over 5% in Flanders) and Germany (4.6%), which are among the 
highest rates in Europe (see Figure 2; see Euro. Commission 2012). Comparing the proportion of pupils in 
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segregated settings of the total pupil population across selected European countries and TdiverS partner 
countries (2011; see the presentation with an introduction of TdiverS on the homepage: www.tdivers.eu) reveals 
the considerable range from almost no school segregation in Sweden to Spain with less than half a% to Lithuania 
and Luxemburg in the lower middle-range at 1% to Germany at the upper end with nearly 5%. 
 
Figure 1: Comparing special education classification rates across Europe (% of pupils with SEN of total 
school pop., selected TdiverS project countries, 2011 

 
 
Figure 2: Comparing the proportion of pupils in segregated settings, selected TdiverS project countries, 
2011 (% of total pupil population) 
 

  
Source: European Commission 2012. 
 
Thus, this group of education systems presents a useful sample with which to conduct comparative research on 
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the development of special education as well as the barriers and facilitators of inclusive education. 
 
School Subjects 
In terms of subject areas, we have developed a matrix for the different school subjects that the six county teams 
have (had) a focus on, though this is not exhaustive. 
 

Country General: values, teacher 
beliefs, co-teaching, 
collaboration methods, IE 
defs, assessment, UDL 

Lang(s) ICT Science Math Aesthetics 
(music/art) 

Physical 
Education 

Philo 

Germany •      • • 

Iceland •    •    

Lithuania • •  • • •   

Luxembourg • • • • (•)    

Spain • • • • • • • • 

Sweden • •  •  • •  

 
Our discussion during the Iceland meeting in November 2015 centered on the following aspects: Process, form 
and contents. In terms of process, the question is whether to focus on all subjects? Thus, the above matrix of 
country studies (expertise) was useful to structure our discussion. The task now is to bundle ideas and plans for 
different subjects and from different countries and well as to develop discussion points. The form the literature 
review should it take is also still not clear, because it should support the major product of the project, namely, the 
videos of inspiring practices. In terms of contents, the question was addressed emphasis should be on own 
studies or general literature. And, in particular, how significant the country-relevant texts should be. What is 
universally relevant and what is country-specific in subject teaching methods (from each country context)? This 
question will need to be addressed over the coming year. 
 

2.1.1 Germany 

Inclusive Physical Education in Germany 
Both approaches from inclusive education as well as physical education can be used for guidance for educators 
in inclusive physical education settings. They provide guidelines for the development of methods for inclusive 
physical education. The “theory of integrative processes” (Reiser 1991) is derived from the context of inclusive 
education. This theory is based on the assumption of both equality and differentness of all people. All people 
have the right to be who they are, to be different from others, and to have their individual needs met. At the same 
time, all people are equal, have the right to equality – being treated equally and communally. Integration is not 
seen as a state that will be reached at some point in time. It is rather understood as a dynamic balance of 
processes of separation and becoming closer (cf. Reiser 1995). The basic idea of this theory, a “dialectic of 
equality and difference” (Reiser 1991) implies for inclusive teaching methods in physical education that 
participating in physical education together in a way that emphasizes commonality among all individuals is as 
important as are individualized and differentiated physical activities. This balance of individual and collective 
learning activities creates certain tensions that need to be attended to.  
 
The „theory of shared learning situations” (Wocken 1998) demonstrates how these tensions can be managed. 
Wocken (1998) stresses the diversity of shared learning situations. He develops a catalog of situations that 
serves as a model of the educational reality and that can be applied to physical education as well. The 
participants relate to each other in different ways in different situations and pursue at the same time contents, 
objectives, tasks, and action plans. Inclusive education and inclusive physical education create a balance 
between learning situations that, in differing degrees, provide the experience of commonality and community on 
the one hand and individuality on the other. This balance can serve as a goal for individual lessons as well as for 
an entire unit. In the latter, certain learning situations dominate particular lessons. The emphasis then changes 
either from lesson to lesson or after several lessons. “The diversity of learners is made the subject of productive 
common developmental and educational processes with the aim to encourage mutual learning processes for all 
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learners. The basis of mutual learning processes is interaction that is not guided by the knowledge of a collective 
strangeness or difference, but rather is determined by a sensitive approximation to the individual opposite” (Merz-
Atalik 2008, 148; Merz-Atalik 2014, 159). 
 
The approach of “multidimensional physical education” (Kurz 1992; 1995; 2000) not only offers a catalog of 
different learning situations as a basic structure for the planning and teaching of inclusive physical education but 
also guidance in other ways. The six educationally relevant dimensions of meaning of physical education – 
performance, cooperation, impression, expression, taking risks, and health – materialize equally and at the same 
time in a multidimensional physical education. In this approach, students discover different meanings and 
different ways to access physical activity for themselves. The different dimensions of meaning provide diverse 
ways to access physical activity so that the students’ diverse needs can be addressed very well in inclusive 
settings. “Each physical education, which takes into account the diversity of students regardless of their assigned 
categories of difference as crucial and appreciative condition, must be a teaching adapted to individualized 
needs” (Merz-Atalik/Tiemann 2013, 47).  
 
It is important in this context as well to leave behind categorical thinking. All children, regardless of their assigned 
categories and related associations in terms of physical and mental possibilities and limits, have the right to 
discover the equally valuable dimensions of meaning. This right is incompatible with the sole emphasis on social 
interaction of presumably strong and weak students and the neglect of other dimensions of meaning that can 
often be observed in inclusive education. It is crucial how certain dimensions of meaning are made accessible to 
students. For example, sample lessons illustrate how inclusive groups, including children with cognitive 
impairments, can be educated in how to take risks (cf. Györfi 2004; Mutz 2004): Adjusting methods and learning 
environments makes environments accessible for all as much as possible for them to explore physical activities. 
For example, all children can learn top-rope climbing using adaptive equipment, simple movement tasks 
explained in simple language, and more time to master new challenges.  
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Tiemann, H. (2013). Inklusiver Sportunterricht: Ansätze und Modelle (Inclusive physical education: Approaches 
and models). Sportpädagogik 37 (6), 47-50. 

Tiemann, H. (2012). Vielfalt im Sportunterricht – Herausforderung und Bereicherung (Diversity in physical 
education – Challenge and enrichment). Sportunterricht 61 (6), 168-172. 

Wocken, H. (1998). Gemeinsame Lernsituationen. Eine Skizze zur Theorie des gemeinsamen Unterrichts 
(Shared learning situations. An outline of the theory of inclusive education). In A. Hildeschmidt, I. Schnell 
(Hrsg.), Integrationspädagogik. Auf dem Weg zu einer Schule für Alle (Inclusive pedagogy. Toward a 
school for all) (37-52). Weinheim: Juventa Verlag. 

 

2.1.2 Iceland  

Sigur›ardóttir, A. K., Gu›jónsdóttir, H., & Karlsdóttir, J. (2014). The Development of a School for All in Iceland: 
Equality, Threats and Political Conditions. In U. Blossing, G. Imsen, & L. Moos (Eds.), The Nordic Education 
Model (pp. 95-113). Dordrecht: Springer. 
 
Abstract: The Nordic model of education is defined in this article as an attempt to construct a national education 
system on the foundation of specific local values and practices, but at the same time subject to international 
influences. According to the author, equity, participation, and welfare are the major goals and the publicly funded 
comprehensive school system is the major form of the ideal Nordic model. The actual and nationally varying 
transformation of the model or pattern from the Golden Years of the welfare state in the 1960s and 1970s until the 
age of restructuring from the 1990s has been described in more detail. The conditions and prospects of the 
Nordic model are tentatively discussed. 
 
Kristinsdóttir, J. V. (2010). Rethinking mathematics teaching in a community of inquiry. In L. B. Erickson, J. R. 
Young & S. Pinnegar (Eds.) Navigating the Public and Private: Negotiating the Diverse Landscape of Teacher 
Education, Herstmonceux Castle East Sussex, England. (pp. 125-128) 
Abstract: This study derives from my interest in meaningful mathematics learning for all children and mathematics 
teaching that promotes understanding. Through my work as an elementary school teacher and a teacher 
educator, I have learned that many classroom teachers find it difficult to teach mathematics in diverse 
classrooms. Children with special learning needs are now included in mainstream schools in Iceland and the 
country has changed in the last decade from being a homogeneous society to developing as a multicultural 
community.  
 
Gu›jónsdóttir, Hafdís, Gísladóttir, K. R. & Wozniczka A. K. (2015). Learning spaces built on students’ resources. 
In D. Garbett & A. Ovens (Eds.) Teaching for tomorrow today (pp. 61-68). Auckland, NZ: Edify Ltd.  
Abstract: The shift in demographics and growth of migration has lead to an increased diversity in Icelandic 
schools. The growing number of students with international background brings different resources to educational 
settings. This shift calls for changes and a just and equitable multicultural education that helps students find 
personal happiness and fulfilment, develop curiosity, enjoy learning and practice critical thinking. The purpose of 
this study was (is) to explore learning spaces originated for students with an international background. The goal 
was (is) to develop a better understanding of how teachers draw on students’ linguistic, social and cultural 
resources. The theoretical framework builds on critical education and pedagogy that emphasize the importance of 
human intervention in transforming education. Further, it introduces critical reflection and constructing ideological 
and institutional conditions of empowerment for students. Finally, it explores the concept of learning spaces that 
allows us to investigate how the issues of social justice, equity, democracy, and human rights are embedded in 

https://fis.dshs-koeln.de/portal/de/publications/ist-ein-wandel-noetig%283ce630f0-e626-4d1d-8f60-75d4629f5cf1%29.html
https://fis.dshs-koeln.de/portal/de/publications/ist-ein-wandel-noetig%283ce630f0-e626-4d1d-8f60-75d4629f5cf1%29.html
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the learning process. This was (is) a case study of three compulsory schools where qualitative data was collected 
through semi-structured interviews and field observations. The main research question was: How do teachers 
draw upon the personal, social and cultural resources students bring into school settings as they create 
successful learning spaces for students with international background? 13 teachers were interviewed and their 
classrooms observed. Findings show that clear expectations are set for learning and achievement, but at the 
same time the teachers give students space for working and encourage their participation, inquiry, discussions 
and cooperation. 
 
Kristinsdóttir, J. V. & Gu›jónsdóttir, H. (2015). Mathematics teachers responding to children’s resources to create 
learning for all. In B. Perry, A. MacDonald & A. Gervasoni (Eds.) Mathematics and transitions to school: 
International Perspectives. (pp. 119-132). Dordrecht: Springer. Abstract: The focus of this chapter is on how 
teachers respond to children’s resources and their mathematical thinking as they transfer from preschool to 
primary school. The theoretical framework builds on sociocultural theories. The area of investigation is individuals 
changing their ways of understanding, perceiving, noticing, and thinking as they collaborate with others. Thus, the 
emphasis is on classroom cultures and learning environments that promote mathematical learning where all 
children have a voice and are supported to develop their understanding. The methodological approach comprises 
narrative inquiry and analysis. Through focus group interviews, narratives are gathered from teachers who work 
with children in preschool and the early primary grades. We learned that what characterizes these teachers is 
their belief that all children can learn mathematics if learning spaces are created that respect the children’s 
resources. The teachers analyze children’s mathematical resources and respond to what they bring with them to 
school as they organize classroom cultures and develop supportive mathematical learning environments. 
 
Gu›jónsdóttir, H. & Óskarsdóttir, E. (in press). Inclusive education, pedagogy and practice. In S. Abels & S. arkic 
(Eds.) Science education towards inclusion. NY: Nova Publishers. 
Abstract: The policy of inclusion in schools is being implemented in countries around the world. This development 
challenges teachers to search for pedagogy and practices that will strengthen their professionalism in addressing 
diversity in their classroom. In this chapter inclusion is emphasized as an on-going and never ending process. It is 
grounded in the ideologies of social justice, democracy, human rights and access to education for all. Inclusion is 
discussed in three terms: as inclusive education that stands for the process of increasing participation and 
ecreasing exclusion; as inclusive pedagogy that focuses how to teach in inclusive schools; and as inclusive 
practice that stands for how the concept of inclusion acquires meaning in practice. Furthermore the chapter 
describes key methods for developing inclusive practice as teachers prepare teaching, as they teach and 
collaborate with others. Science education is important for everyone and therefore it is critical to develop 
equitable opportunities for all pupils to achieve and be successful in the subject. 
 

2.1.3 Lithuania  

Teaching and learning in school subjects 
Heterogeneous educational environment requires three main competences: 1) ability to apply new teaching 
methods, especially those based on metacognitive didactics, 2) ability to use partnership methods, namely, being 
able to establish partnership networks at school, between the school and the family and between the school and 
other institutions, and 3) ability to control administrative methods in creating physical educational environment 
favourable to heterogeneous groups (Galkiene, 2006). 
 
In Lithuania, unfortunately, there are only few research in the field of didactic of heterogeneous classes or 
inclusive pedagogy. One of the first evidence based research works in this field was done by R.Meliene in 2008. 
She analysed development of text comprehension abilities and enhancement of reading motivation, teaching and 
learning metacognitive reading strategies in the heterogenic class. The doctoral thesis analyses the problem of 
text comprehension by comprehensive school sixth form pupils as a universal basic academic ability and of 
enhancement of reading motivation considering the challenges determined by heterogenic (from the standpoint of 
self-development needs) class to the didactic process. Research aim of the thesis was to evaluate the 
effectiveness of teaching and learning metacognitive reading strategies enhancing reading motivation and 
developing text comprehension abilities. Scientific novelty and significance of the research was substantiated by 
the creation and experiential testing of methods of developing text comprehension abilities and of enhancing 
reading motivation, grounded on metacognitive reading strategies; preparation of questionnaires for text 
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comprehension abilities and reading motivation, evaluation of their reliability and suitability; preparation of the 
theoretical model of developing text comprehension abilities and of enhancing reading motivation, learning and 
teaching metacognitive reading strategies in the heterogenic class.  
 
The most recent study in the field of subject teaching was done by L.Tomeniene in 2014. She analysed functional 
mathematical literacy development of eighth form pupils with moderate special educational needs, learning in 
inclusive schools. Applying the action research method, measurements of the participants of the (self- 
educational process were analysed and, based on them, possibilities of developing functional mathematical 
literacy of pupils with moderate SEN in the inclusive school, grounded on approaches and ideas of pragmatism, 
social constructivism, social participation and empowerment theories, was revealed. It was concluded that in the 
process of action research educators considered and regrouped priorities of methods, activities of mathematical 
education, developing functional mathematical literacy of 8 form pupils with moderate special educational needs: 
focus on knowledge and outcome, emphasis on the disorder were replaced and supplemented with the pursuit of 
acknowledging the child’s individuality, the learner’s cognition, focus on support, considering the pupil’s strengths 
and purposeful usage of teaching/learning strategies, orientated to practical application of mathematical 
knowledge in the educational process and life. Teaching methods, aids, ways of work, which were chosen 
considering special educational needs, determined pupils’ active and independent participation in the lessons. 
This affected achievements of pupils with special educational needs. Seeking empowerment of children’s parents 
and more effective support to the very child, it was efficient to draw up individual support and individual education 
plans for pupils, involving both the child, his/her parents and all family members in this process. It was noticed 
that participation in the research affected educators’ and parents’ general competencies related to personal 
growth and the person’s general abilities as well as subject-based abilities in the area of special education. 
Changes in value approaches towards the pupil with moderate special educational needs are observed 
(acknowledgement of SEN child’s individuality, the pupil’s cognition, positiveness, etc.). 
 
Analysis of foreign counties literature review revield some efective teaching/leraning practises in iclusive shool in 
different school subjects. On of such strategies which can be useful in diefferent scool subjects ir co-teacing. Co-
teaching in Science and Mathematics was analysed Tanya Moorehead and Kelly Grillo (2013). When two 
professionals are assigned to a single classroom, their roles are often undeflned, leading to confusion. This type 
of synergistic relationship is needed in all classes, but can be harder to develop in mathematics and science 
classrooms if there are gaps between the preparation and knowledge base of the two teachers. “Station 
teaching,” one model of co-teaching, can be useful in creating a successful co-teaching partnership in the 
secondary science and mathematics classscience. By using stations, both teachers are able to infuse best 
practices, targeted supports, and ongoing dialogue (divergent, inquiry, and civil discourse) into instruction. Co-
teaching offers the opportunity for teachers to collaborate and provide instruction to diverse learners in inclusive 
settings. The station teaching model is an effective way to teach secondary science and mathematics content 
while increasing student learning gains. Station teaching can promote the use of technology and communication 
while decreasing student-to-teacher ratio. 
 
The review of the research on reading instruction made by Schmidt, Rozendal, Greenman, (2002) revealed 
several contextual factors that contribute to successful learning in inclusive settings and that require attention. 
Two contextual factors seemed particularly important for successful strategy instruction in this setting. The 
contextual factors that are particularly germane to this discussion are teacher beliefs and collaboration between 
teachers and students. Teacher beliefs shape the instructional context for learning and for successful inclusion in 
an instructional context that frequently requires collaborative teaching and student learning arrangements. 
Teacher attitudes toward classroom practices correlate with the specific interventions that teachers are willing to 
implement in their classrooms (Whinnery et al., 1991). A strategy is only as successful as the degree to which it is 
effectively taught and reinforced by teachers and incorporated into the classroom routine. If teachers in inclusive 
classrooms do not buy into the usefulness of a given strategy and incorporate it into the ongoing daily reading 
experiences, the likelihood of struggling students experiencing success with that particular strategy is small 
(Lipson & Wixson, 1997). Teacher beliefs and perceptions about the use of reading strategies affect how students 
with learning disabilities are supported in general education classrooms. With the appropriate support, more 
teachers than those currently using strategic instruction may be willing to implement these practices. Teacher-
supported instructional practices that are able to meet the needs of all students are an essential but elusive 
component of most inclusion programs. If used alone, most traditional teaching methods will not sufficiently 
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respond to diverse classroom needs. Teachers today need a continuum of teaching interventions and specialized 
strategies, as well as the support to effectively implement them in their classroom. The research-supported 
instructional practices we found in this review can provide alternative means to actively engage both general and 
special education students in inclusive classrooms, but more research is needed on the specific impact that these 
strategies have on the reading achievement of all students in inclusion settings. 
 
Another effective inclusive instructional strategy to improve reading comprehension and metacognitive skill is 
reciprocal teaching. Reciprocal teaching focuses on four thinking strategies: predicting, clarifying, questioning, 
and summarising. It is an amalgamation of reading strategies that are believed to be used by effective readers 
and follows a dialectic process to enable metacognitive thinking and to empower students to take ownership of 
their learning in a systematic and purposeful process. During a reciprocal teaching session, teacher and students 
use prior knowledge and dialogue to construct a shared understanding of the text and to build reading 
comprehension. Teachers monitor the discussion and provide cognitive scaffolding through a shared language 
related to the four aforementioned thinking strategies (McAllum, 2014). 
 
According to Spencer (2011) one solution to addressing the needs of diverse learners lies in the concept of 
universal design for learning (UDL). UDL was developed by the Center for Applied Special Technology (CAST) as 
a method of lesson planning that helps teachers create lessons that are effective for the broad range of students 
in their classrooms (CAST, 2010). UDL involves the proactive application of instructional design concepts, 
pedagogical knowledge, and instructional technology to create instruction that is accessible and engaging to 
learners across the spectrum of ability (King-Sears, 2009). using the principles of UDL to design instruction can 
help teachers not only make their lessons more accessible to learners with special needs, but make them more 
interesting for all their students. UDL challenges us to broaden our thinking about instruction so that we move 
beyond traditional “read, lecture, worksheet” teaching into instruction that uses technology and flexible 
methodologies to create curriculum that is more appealing to all types of learners (Spencer, 2011). 
 
Teachers’ Competences to Teach in Inclusive Classrooms 
In National Education Strategy 2013-2022 new developments in the training and work of teachers are out-lined: 
an integral teacher training and qualification upgrading system shall be developed; it should be oriented towards 
the changing role of a teacher in a knowledge society, and the new competences and values that are necessary 
for a contemporary teacher.  
In 1991, when the integration and inclusion process began, Lithuanian mainstream teachers’ opinions were: ‘we 
are not prepared to teach disabled pupils’, ‘we have no knowledge’. The initiative from policy makers was a 
course in initial teacher training programmes. From 1995, the Ministry of Education and Science recommended to 
include in all teacher training programmes compulsory course in special needs education. The other impact on 
teacher education for inclusion was in 2000-2004, when the North and Baltic countries project ‘School for All’ was 
carried out. One of the project themes was ‘Teacher Training to Educate Special Needs Children in Mainstream 
Classes’. The student teachers were aware of the main ideas of School for All and had the opportunity to 
collaborate with colleagues from foreign universities preparing the ‘Guidelines for Teacher Training to Educate 
Special Needs Children in Mainstream Classes’ (2003), as the result of the project. But real practice shows that 
not all higher education institutions responded to these recomendations. In 2009 Lithuanian experts of European 
Agency of Special and Inclusive Education project ‘Teacher Education for Inclusion’ did a research seeking to 
evaluate the content of initial teacher training programmes and how this content relates to teacher education for 
inclusion. The content of 70 higher universities and 11 higher non-university study programmes of initial teacher 
training using The Open System of Conveyance, Consulting and Counselling (AIKOS) were studied. It was found 
that in 25 programmes (31 % of all analysed teacher training programmes) there was at least one course in 
special needs education or a course related to inclusive education. Usually these courses were found in 
programmes for primary grade teachers and in special pedagogue and social pedagogue training. Subject 
teachers are the least prepared to meet the special educational needs of pupils. Most of them do not study any 
course about special educational needs or inclusive education (Milteniene, 2015).  
 
In recent years some research analysing teachers’ competences to teach in inclusive classroom were carried out 
(Alisauskas, Simkiene, 2013; Milteniene, Meliene, Kairiene, 2013; Milteniene, Daniute, 2014; Daniute , 
Milteniene, 2015). While analysing the issues of teacher education and their competences, the following 
questions have always been raised: what a potential teacher should know and be able to do in practice. In other 
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words, the teacher’s competence has been the main issue. It has been recognised that teachers’ value attitudes, 
knowledge and skills, i.e. competences, determine the outcomes of their work, classroom activities, and in the 
end the success of inclusion (Vasiliauskas, 2008). Milteniene, Daniute (2014) found that inclusive education 
competence to educate students with different educational needs in an inclusive classroom consists of four 
internal structural components: 1) recognition of the social function of education, 2) assuming responsibility for 
educational achievements of every student, 3) preparedness to educate students with different needs, 4) 
knowledge of (self-) educational methods and ways of assessment and an ability to differentiate them. In the 
research was compared the competence and preparedness to educate students with different needs between 
acting and prospective teachers and competences and preparedness to educate students with different needs 
among prospective teachers studying on various educational study programmes and specialisations. Both acting 
and prospective teachers made much of their competence to educate different ability students in all four spheres; 
however, it was a positive value component that was most expressed in the structure of the competence. A 
slightly different value position was determined by the prospective teachers’ study programme (their 
specialisation), gender, and place of residence. It was established that educational experience is an important 
factor, determining the competence to educate students with different needs in an inclusive classroom. In another 
paper the same researches (Daniute, Milteniene, 2015) rised other questions: what is the structure of the 
competence of acknowledging and tolerating diversity; how educators and future educators evaluate their 
competence to acknowledge and tolerate diversity; is there a difference between the evaluation of such 
competence by educators and future educators; is there a difference between the evaluation of such competence 
by students studying in different pedagogic specialization programmes; what spheres of inclusive education could 
be developed. Having concluded the results of the research, it became clear that educators and students 
expressed a general value orientation: a positive approach to inclusive education became apparent; inclusive 
education is acknowledged as a measure, ensuring the needs of all students. However, the respondents are not 
sure whether they correctly understand the conception of inclusive education. Educators believe that compared to 
students they better understand the conception of inclusive education and its main principles. The research 
identified that pedagogic education programme (specialization) influences students’ competence which means 
that future special pedagogy students better evaluate their competence of acknowledging and tolerating diversity 
in all 5 spheres compared to educators of a specific subject. The results show that educators, studying in different 
pedagogic specialization programmes demonstrated different value orientations related to the acknowledgment 
and tolerance of the diversity of students.  
 
One of the biggest challanges in nowdays classroom for teacher is students’ emotional problems and behavior 
management (Geležinienė, Ruškus, Balčiūnas, 2008; Ališauskas A. et al., 2011). In this context is relevant 
Alisauskas, Simkiene (2013) research were they analysed teachers competence to recognize the pupils having 
behavioural and / or emotional problems; difficulties in a process of children having behavioural and / or 
emotional problems education; support provided to such pupils at school and what is the need for it; what support 
and assistance methods are applied by pedagogues educating pupils having behavioural and / or emotional 
problems. The research results show that the experiences of pedagogues who participated in the research, 
concerning their activities with pupils having behavioural and / or emotional problems, are very much focused on 
clinical (emphasised disorders, difficulties are related to a child etc.) and behavioural orientation (orientation 
towards “normalisation”, regulation, control etc. of behaviour) and are insufficiently related to the systemic point of 
view (orientation towards interactions with other participants of education and perfection of these interactions). 
Resources indicated by pedagogues (the need for specialists’ support and additional means; cognition of a child 
and individualisation of education; involvement of parents and team work) show that pedagogues understand the 
importance of collaboration, team work and an individual approach in coping with pupils’ behavioural and / or 
emotional difficulties and normalising their communication with other pupils and teachers. However, only one third 
of suggestions are related to the direct personal input and responsibility of pedagogues (cognition of a child and 
individualisation of education as well as the consolidation of team work).  
 
Lithuania has a well-developed system of educational support provided by specialists (psychologist, speech 
therapist, special pedagogue, social pedagogue, etc.) to learners, their parents (guardians, curators), teachers 
and education providers. Special-pedagogical assistance is provided by special pedagogues of pedagogical-
psychological services, schools seeking to increase the effectiveness of learning for individuals with special 
educational needs. According to the statistical data provided by the Ministry of Education and Science of 
Lithuania, 23% of students identified as having different levels of learning disorders as a % of the total SEN 
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students population in inclusive classes. In inclusive school, both teachers and specialists for provision of 
educational support to a pupil are equally responsible for education of pupils having SLD, therefore, creation of 
programmes on further professional development according to which teachers and specialists could develop their 
knowledge and learn to work together is important (Dingle, Falvey et al., 2004). With regard to topicalities in 
specialists’ training in Europe and Lithuania, a research has been conducted aiming at assessment of specialists’ 
competence to work with pupils having specific learning disorders in inclusive schools. Within the structure of 
competences being constructed by specialists, five essential categories have been estimated: general and 
specific knowledge, competence of child’s and one’s individuality recognition, competence of support provision to 
a pupil, collaboration competence, general personal competences (Milteniene, Meliene, Kairiene, 2013). The 
same researches found, that specialists are highly bound to emphasise the competences which are necessary for 
direct everyday practical work with pupils having specific learning disorders, i.e. to recognise disorders, to 
understand their causes to adjust the educational content. Pedagogues consider the competences which would 
allow implement teacher’s-researcher’s role carrying out independent and purposeful observations, being 
interested in and interpreting research of various levels, tests as not so important.  
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2.1.4 Luxembourg  

On Comparing Special and Inclusive Education (Literature Review) 
Worldwide, special education systems have developed along contrasting paths of institutionalization, which have 
been shown to be very stable over time. Thus, even as these countries (from different starting points) are 
continuously, gradually reformed to respond to or even fulfill the global, national and local norms of inclusive 
education, differences between countries are likely to remain prevalent. In the field of special and inclusive 
education, a range of studies—from descriptive country studies to more ambitious historical and geographical 
comparisons—has examined the effects of internationalization, compared developments in different countries, 
and delineated the rise of (special) education worldwide and the wide variety of systems found (in English, see, 
e.g., Carrier 1984; Peters 1993; Mazurek & Winzer 1994; McLaughlin & Rouse 2000; Powell 2011; Tomlinson 
2013). Core questions relate to the potential of improving education systems by understanding them better 
through comparison. For centuries, but even more systematically in the contemporary era, policymakers attempt 
to emulate elements of other education systems deemed successful by borrowing or translating elements: ideas, 
practices, and policies. Yet most research on special or inclusive education focuses on one cultural context. 
International and comparative perspectives have become increasingly common as this subfield of education has 
developed and as policymakers systematically look to other countries as sources of solutions to common 
challenges (see, e.g., Booth & Ainscow 1998; Barton & Armstrong 2001; D’Alessio & Watkins 2009; Artiles, 
Kozleski & Waitoller 2011; Richardson & Powell 2011; Winzer & Mazurek 2011; Powell 2014). Confronting the 
challenges of explaining variation in special and inclusive education within and between national contexts, in-
depth and explicitly-comparative cultural and historical analysis offers explanations for remarkable continuity 
(e.g., institutions existing hundreds of years) and change (e.g., dis/ability categories) in educational and school 
systems and worldwide diversity. Despite international pressures to attain standards and reform structures, 
contrasting national models and institutional arrangements persist. Especially given the current implementation of 
the UN-CRPD on multiple levels, developments in regions and countries emphasize the interplay of international 
pressures and the institutionalization pathways of school systems embedded in regional, national, and local 
contexts.  

A Short History of Special and Inclusive Education Policies in Luxembourg in Context 
In Luxembourg, the first school laws that dealt with disability in the 19th and early 20th century defined various 
criteria used to exclude children and youth with perceived impairments (see, e.g., Limbach-Reich 2009). As in 
Germany and many other countries, in Luxembourg the development of institutions serving people with perceived 
sensory or intellectual impairment led to segregation. Generally, exclusionary practices were widespread as was 
the orientation toward average learning progress in general schooling that, especially with universalized 
compulsory schooling, extended its responsibility for ever more heterogeneous student bodies (Richardson & 
Powell 2011). The end of the Second World War saw the beginning of an era of the worldwide diffusion of the 
idea of education as a human right (Meyer et al. 1977), ultimately resulted in calls for “Education for All” and 
inclusive education around the world (Peters 2004). The demand for more equity in Luxembourgish schools has 
been present since the 1970s, when the Luxembourgish government started a campaign called “A School for 
Everyone”. Yet as the study of Martin and colleagues (2008) shows, many efforts over the past decades have not 
fully succeeded in bringing about effective changes in the field of education nationally. The researchers compared 
data from several studies describing the functioning of the Luxembourgish school system (MEN 2002; MEN & 
2004; Steffgen & Ewen 2004; Dierendonck & Zenner 2005; Reding 2006; MENFP 2007) to a large-scale study 
conducted in the late 1960s (Bamberg, Dickes & Schaber 1977), finding considerable stability in social 
segregation, in school performance results, and in high levels of school drop-out. These patterns persistent 
despite new laws and decrees and many projects and initiatives. Thus, the fundamental functioning of the school 
system has not changed fundamentally over the last 40 years, despite expansion and dramatic demographic and 
social changes in Luxembourg’s society. 
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Globally, self-generating general education expansion was based on the dynamic relationship between the 
expanding provision of education to meet steadily increasing demand for formal education (Lundgreen 2000). In 
countries such as the United States and Germany, special education also grew, but later than other parts of 
education systems—and millions of children with impairments and disabilities remained excluded from public 
schooling until the 1970s (Powell 2011). Similarly, Luxembourg’s educational officials and policymakers only 
gradually began to discuss and develop organizational capacity in special education. Specific legislation was 
enacted even later. Indeed, not until 1973 were compulsory schooling and the special school system legally 
mandated.1 Categorically, the emphasis was on cognitive and learning disabilities, although children labeled with 
a variety of SEN were taught together. In the following years, specific organizations were founded to serve 
students with orthopedic and sensory impairments, behavioral issues, and autism. For families with disabled 
children in Luxembourg, these new structures offered some improvement in that their children were no longer 
completely excluded from public schooling. One of the arguments given for the necessity of segregation was that 
integration in local primary schools—with their heavy emphasis on language learning—would be challenging. 
Furthermore, as in Germany, it has been difficult to find teachers eager to open their classrooms for all learners 
(Pull 1998: 28); a challenge then as now, especially due to teachers’ beliefs, lack of explicit training, and fear due 
to lacking support and services in every school (see Hudelmaier-Mätzke & Merz-Atalik 2014). 

While the special education system in Luxembourg developed relatively late, over the past several decades a 
range of organizational forms and support services have been established in the Grand Duchy. Reflecting shifts 
in terminology over the past twenty years, 1994 was a key year for the development of school integration in the 
Grand Duchy. The “Integation Law” (Integrationsgesetz) 2  passed then provided a crucial first step toward 
inclusive education, understood as qualitatively more ambitious pedagogically than integration: Not the child 
should adapt to the school setting, but rather the learning environment should be redesigned to cater to the 
individual learning needs and progress of the child. Furthermore, parental rights have been defined referring to 
decisions about the schooling careers of their children. Inscribed in law, the “choices” settled upon included a 
continuum, from regional special schools in Luxembourg to recognized institutions in a neighboring country 
(often: Belgium and Germany). Options for school integration include instruction in a separate class 
(“Kohabitationsklasse”) that allows for some interactions and joint learning. More complete inclusion in regular 
preschool or primary schooling is available to parents as an explicit choice, but resources and services vary, as 
does the quality of participation in school life. Over the years since the law was passed, in cases of need, 
services and supports began to be provided throughout the country in a variety of settings, ranging from 
segregation to inclusion.  

In a 2009 reform of primary schooling, the country was divided into 20 districts at primary level to serve students 
with special needs via ambulatory services (équipes multiprofessionnelles, EMP), with one national district for 
such supports at secondary level (see Meder 2014 on the EMPs and the development of individualized education 
plans).3 However, the achievement of predefined, standardized competence levels is still required—and failure to 
reach these standards often leads to transfer to special school structures or even schooling in another country 
(see MENFP 2009, Art. 29, Punkt 4 & 5; Limbach-Reich & Powell 2015). Furthermore, attendance in primary 
schooling is limited to only 8 years, thus reducing flexibility for slower learners. However, while the school law of 
15 July 2011 anchored accommodations and adaptations in post-primary schooling, such provisions do not 
inevitably extent to postsecondary education.4  

Luxembourg has one of the most culturally and linguistically heterogeneous populations in Europe. Inclusive 
education in Luxembourg must engage broader issues than solely the inclusion of children with special 
(educational) needs, since about 50% of the children in the Luxembourgish school population are of another 

                                                             

1 Loi du 14 mars 1973 portant création d’instituts et de services d’éducation différenciée: 
http://www.men.public.lu/fr/legislation/education-nationale/eleves-specifiques/ch6-loi-14-mars-73.pdf (1.11.2014) 
2 Loi du 28 juin 1994 portant sur l’enseignement et l’intégration scolaire d’enfants handicaps 
3 loi du 6 février 2009 relative à l’obligation scolaire, see http://www.legilux.public.lu/leg/a/archives/2009/0020/a020.pdf, 
01.11.2014. 

4  Loi du 15 juillet 2011 visant l’accès aux qualifications scolaires et professionnelles des élèves à besoins éducatifs 
particuliers, see http://www.legilux.public.lu/leg/a/archives/2011/0150/a150.pdf#page=2, 01.11.2014. 
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nationality than Luxembourgish, bringing to the classrooms all their different cultures and languages. As 
schooling is tri-lingual (introduction to literacy is done in German, Luxembourgish is the language of integration 
and French introduced as second foreign language at age seven), the schools must fundamentally engage 
multilingualism in order to enhance the equity, efficiency, and effectiveness, that, according to the results of the 
PISA studies (MEN 2002; MEN 2004; MENFP 2007, MENFP 2012), the school system in Luxembourg lacks. 
Here, more in-depth international and intercultural comparisons are needed with countries facing similar 
conditions of cultural and linguistic diversity. 

Curriculum and specific school subjects 
At the level of the curriculum and specific school subjects, few studies on utilizing the learning resources that 
Luxembourg’s diverse student bodies bring to the classroom exist. In fact, today, the competence orientation of 
schooling in Luxembourg emphasizes standards and relatively narrow (psychometric) school performance 
measurements. This challenges inclusive schooling, which often focuses on individualized learning progress as 
well as solidarity and social skills that are challenging to measure with standardized tests. By contrast, there is a 
steady focus on multilingual schooling—among Luxembourg’s greatest advantages and challenges (see Portante 
et al 2007, Maurer & Roth 2008, Maurer 2009, Morys et al 2014, Kirsch & Gretsch 2015). 

The University of Luxembourg has recently increased its provision of resources for the country’s teachers, 
policymakers, and other stakeholders through considerably detailed attention to these issues, for example, in the 
inaugural National Education Report of 2015. This report included specific chapters on special educational needs 
(co-authored by Justin Powell, a TdiverS member) as well as related topics such as repeating grades and 
multilingualism in schooling. An exemplary project (ASPIN), currently underway and co-led by Michelle Brendel (a 
TdiverS member), examines science education and alternative forms of instruction and assessment, focusing on 
teachers’ and students’ use of narrative assessment strategies in primary science investigations and on the 
processes of narrative assessment as a learning tool for teachers and students to provide a multifaceted picture 
of the experiences and learning of children and their teachers as they interact around the assessment of science. 
According to various scholars, a socio-cultural reframing (Connor & Valle 2015, Fellner 2014, Hamza & Wickman 
2013) as well as a cultural-historical reading of science (Fleer & March 2015), dis/ability and inclusive pedagogy 
in order to question the concept of dis/ability, move away from a deficit oriented approach and develop inclusion 
seems to be very promising. Tobin explores a multilogical framework to conceptualize science and develop 
“science education for everyone” (2015). The need of inclusion oriented assessment forms is central to teaching 
and learning towards inclusion for all, regardless specific school subjects (Watkins 2007). As narrative 
assessment can be considered a key to inclusion, Rajala et al. (2012) trace how exploratory talk in classroom 
interactions becomes inclusive.  

The Status Quo in Luxembourg’s Schools and Contemporary Challenges 
As in other European countries, the boundaries between special and inclusive education in the Grand Duchy of 
Luxembourg are shifting, which influences individual transitions and school careers. Within Europe, Luxembourg 
has a less inclusive system than some countries and a more inclusive system than others (European Agency 
2011). Given an extraordinarily diverse society characterized by considerable migration flows, population growth, 
and linguistic plurality, the consensus in Luxembourg has developed that in the contemporary era schools must 
directly address four interrelated challenges: multiple languages taught in schools, inclusive education, creative 
ways of utilizing the existing diversity in the student body, and differentiated teaching methods (Brendel & Scuto 
2010).  

Currently in Luxembourg, we can identify several facilitating factors of inclusive schooling: (1) the extension of 
teacher education to embrace inclusion-oriented aspects (such as pedagogy of diversity, see Prengel 2006); (2) 
multi-professional teams that provide ambulatory support services in general schools (EMPs) to enable pupils 
with special educational needs to remain in general schools and classrooms while receiving the supports and 
services they need; and (3) flexible solutions to individualize learning progress and its measurement (such as in 
reaching minimum competence standards in each “cycle”). In a number of schools throughout the country (to be 
profiled during the TdiverS Project, 2013–16), innovative practices are being explored to facilitate inclusive 
schooling in a system that has been repeatedly reformed, but continues to rely heavily on traditional grading and 
competence measurements (see Brendel & Noesen 2014).  

Today, inclusive education is the declared goal of the government, as exemplified by ratification of the UN-CRPD, 
but the diffusion of the concept and the number of schools explicitly applying inclusive education concepts 
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remains limited. Much more awareness-raising, reformed policies and practices, and innovative teacher 
education are all answers to the contemporary challenges of making Luxembourg’s schools more inclusive. On 
the one hand, often called-for special education professionalization would require further tertiary-level education 
and training. Special education’s responsibility for the diverse group of students considered to “have SEN” is 
defended or, at best, modified. On the other hand, inclusive education—understood as a continuous process of 
equality-oriented and high-quality general education that values learner diversity and supports all learners—can 
be supported in any school, as exemplified by schools in the TdiverS network. Therefore, while Luxembourg was 
delayed regarding official special education provision, in comparison with its neighboring countries, the Grand 
Duchy’s special education supports are provided with a far lower school segregation rate. This is an advantage 
as attempts to foster inclusion continue. However, to reach inclusive schooling throughout the country, the 
principles of the UN-CRPD would need to be reflected more deeply in all schools, not only in selected schools 
that contribute what we are calling “inspiring practices”. Indeed, inclusive education has yet to be fully 
acknowledged as a systemic reform of school systems that requires transformative changes in principles and 
values, norms and organizational forms, and policies and regulations to learn together to live diversity. 
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2.1.5 Spain 

Inclusive education overview 
Parrilla, A. (2002). Acerca del origen y sentido de la educación inclusiva. Revista de Educación, n. 327, 11-29. 
 
This article aims to explore the educational roots and current theoretical perspectives inclusive approach in 
school. Two parties are organized around. In the first one, it looks back to see the different types of responses 
that schools and education systems have given the diversity to consider inclusive orientation .In the second part, 
it is identified and described some of the new ideological and theoretical framework around that inclusive 
education. The conceptual developments that disciplines and ethical, social, organizational, community and 
research prospects are making the concept “inclusive education”. In order to create a platform that allows us to 
think of renewed the design and develop education for all. 
Parrilla, A. (2007). Inclusive Education in Spain: a view from inside. En L. Barton. y F. Armstrong (Eds) (p.19-
36)Policy, Experience and Change: Cross Cultural Reflections on Inclusive Education. Dordrecht, Springer Ed. 
This chapter is a professional invitation to learn about the perspectives of the author, the reasons, circumstances 
and social policy events have been shaped the theoretical framework of inclusive education in Spain. Her 
description is not aseptic or impartial but is related to their convictions and personal experiences, with the 
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evolution of his thought, his practice and involving herself that I had at the social and educational development of 
the education system. 
 
Martínez, B. (2010). Luces y sombras de las medidas de atención a la diversidad en el camino de la inclusión 
educativa. Revista Interuniversitaria de Formación del Profesorado, 70 (25,1) (2011), 165-183. 
One of the biggest challenges for the education system is understanding and promotes inclusion policies and 
practices that achieve basic learning of compulsory education to all students. This article discusses school failure 
as a way of excluding the right to education. It shows that measures of attention to diversity that have been 
developed in parallel tracks and devalued promote schooling and provides some information, ideas and issues 
key improvement for a truly inclusive. 
 
Martínez, R., De Haro, R. y Escarbajal, A. (2010). Una aproximación a la educación inclusiva en España. Revista 
Educación Inclusiva, vol. 3 (1), 149-166. 
This article shows a brief tour on legislative advances in education occurred in Spain with the aim of presenting 
the route that has occurred in the area of inclusive education. Secondly, some research on inclusive education 
experiences carried out in our country in recent decades is analyzed. Finally, the achievements have appeared 
throughout this process as well as some suggestions for improvement are presented. 
 
Toboso, M., Ferreira, M., Díaz, E., Fernández-Cid, M., Villa, N. y Gómez, C. (2012). Sobre la educación inclusiva 
en España: políticas y prácticas. Intersticios, Revista Sociológica de Pensamiento Crítico, vol. 6 (2), 279- 295. 
This article provides an overview of the process of inclusive education in Spain over the last forty years. 
Regarding the development of changes in legislation on education for the disabled throughout the period 
mentioned, in which it moves from an educational model of segregation to one of integration, has to with great 
effort is currently configured as an inclusion model . From the point of view of practical it goes to the most recent 
data on inclusive education and attention to students with special educational needs in order to develop a 
statement of the main barriers facing at present the process of inclusive education in Spain. 
 
López Melero, M. (2011). Barreras que impiden la escuela inclusiva. Revista Innovación Educativa, nº 21, 37-54. 
In this article, the reader finds one interpretation of the differences between the concepts of integration and 
inclusion. At the end of the twentieth century and the beginning of this century, it has generated an educational 
and social movement on the inclusion underpinned by the principle of equity or equal opportunities. It describes 
some barriers to the integration movement and, lastly, proposes a series of essential to build a school and a 
society without exclusions. 
 
Villaverde, V. y Lezcano, F. (2014). Programas para la inclusión educativa de alumnado de origen extranjero en 
España: diseño y validación. Revista Espiral. Cuadernos del profesorado, vol. 7(13), 30-43. 
This article aims to meet the educational care that develops in schools for the inclusion of students from minority 
cultural background. The school is characterized by heterogeneity and diversity, which makes it necessary to 
adapt to this reality. The model of inclusive education is the methodology that characterizes interventions in 
school, from the point of view that in the educational attention must be immersed all educators (teachers, school, 
family, community education, etc.). The methodology used in this study was qualitative, using the Delphi 
technique. Through this technique is built a consensus document for Educational Inclusion of students from 
minority cultural background.  
 
Torres, J.A. y Fernández-Batanero, J.M. (2015). Promoviendo escuelas inclusivas: análisis de las percepciones y 
necesidades del profesorado desde una perspectiva organizativa, curricular y de desarrollo profesional. Revista 
electrónica interuniversitaria de formación del profesorado, vol. 18(1), 177-200. 
In this paper, Primary school teachers’ perceptions on inclusion are analyzed in Jaen (Andalusia). To meet the 
objective raised, it adopts a descriptive methodological design , where the focus of collection and analysis of data 
have been defined as mixed, in which qualitative (focus group) and quantitative (questionnaire) techniques are 
integrated. The questionnaire was answered by 436 teachers from primary schools. Among the findings it 
highlighted that the most important organizational changes have occurred at the level of grouping students, and 
curriculum level, in contrast with the objectives. 
 

http://dialnet.unirioja.es/servlet/revista?codigo=2484
http://dialnet.unirioja.es/servlet/revista?codigo=2484
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Sánchez-Teruel, D. y Robles-Bello, M.A. (2013). Inclusión como clave de una educación para todos: revisión 
teórica. REOP. Revista Española de Orientación y Psicopedagogía, vol. 24 (2), 24-36. 
Beyond that current model or academic studies, there is a new reality, with its values and behaviors represent not 
only a challenge to be different and the traditional understanding and study the difference, but it is also a social 
innovation that can manage to get a truly inclusive society. This article aims to help all professionals and 
educators (competent authorities, parents, teachers, etc.) to broaden the perception of what it means to educate 
in and for diversity in a society like today. The differences and similarities between integration, multiculturalism, 
inclusive education and diversity in education as key to a more multicultural society are analyzed. Limitations and 
future research perspectives are also arisen in the text. 
 
Ainscow, M., Dyson, A., Goldrick, S. & West, M. (2011). Developing equitable education systems. London: 
Routledge. 
Equity and inclusive education are seen sometimes as synonyms, but this work is analyzed equity as background 
and as a desirable alternative to the always controversial concept of inclusion. The most significant contribution of 
this work is the synthesis of the authors contributing its extensive experience in the development of education, 
local and school policies to promote equity. The concept of “ecology of equity” serves to draw attention to factors 
within schools. Also of particular interest is the analysis of the factors that facilitate or hinder the development of 
various frameworks for cooperation (within and between centers) needed to reduce the disparities between 
schools. 
 
Booth, T., & Ainscow, M. (2011). Index for Inclusion. Developing learning and participation in schools (3ª ed.). 
Bristol: CSIE. 
The Index for Inclusion was first published in 2000. It is translated into more than 20 languages. It is a guide used 
as a lever to promote reflection among educators on school which want to bring the values of inclusive education 
into action. The first translation made in Spain was conducted in 2002 by the Consortium for inclusive education, 
who is also preparing the adaptation of the third edition. Of the latter, it is worth noting the emphasis placed by 
the authors, precisely in the role of values as the foundation of all educational activities, and therefore also one 
that aims to promote the recognition of human diversity, which it must be specified in all actions and practices that 
implement the schools. 
 
Echeita, G., Simón, C. Sandoval, M., & Monarca, H. (2013). Cómo fomentar las redes naturales de apoyo en el 
marco de una escuela inclusiva: propuestas prácticas. Sevilla: Eduforma. 
 
The aim of this book is to contribute, from a theoretical and practical approach to the analysis of some of the most 
important components of “natural” supports that schools should try to build in order to become more inclusive. 
Specific themes offered by this book are from the collaboration between students and teachers, to support from 
families and the community in which schools are inserted. Throughout the six chapters of the text the reader can 
reflect of their practices. Furthermore, it provides guidance and experience of great educational value that it 
implies the inclusive education. 
 
Forlin, C. (Ed.) (2012). Future directions for inclusive teacher education. An international perspective. London: 
Routledge.  
The book provides keys to support teachers in developing inclusive practices. It collects contributions from 
international experts in teacher education for inclusion. The 22 chapters are organized to address three issues of 
great importance: the overview of perspectives on teacher education for inclusion, training to respond to the wide 
variety of students who may be in their classrooms (illustrated by a selection of specific situations), and an 
analysis of what should be the key of future performance. 
 
Messiou, K. (2012). Confronting marginalisation in education. A framework for promoting inclusion. Londres: 
Routledge. 
The situations of marginalization are an expression of the complex process of educational exclusion. This text 
helps to understand the different forms of marginalization of students and the ways to reduce or eliminate them. 
To do so, it offers a guide that promotes the participation of students, providing illustrative examples from 
experiments carried out with students of primary and secondary stages. It also shows how the evidence collected 
can help to promote cultural, political and more inclusive practices. 

http://dialnet.unirioja.es/servlet/revista?codigo=1229
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Martínez, A. & Gómez, J.L. (Coords.) (2013). Escuelas inclusivas singulares. Madrid: Editorial Grupo5. 
The book compiles the experiences of five Spanish schools about putting in action their inclusive processes. The 
schools are: the Amara Berri,Trabenco, the Paideuterion College, Rural Centre “Ariño” and Padre Piquer School. 
All of these schools share educational projects based on equality, equity, democratic citizenship principles.  
 
Slee, R. (2012). La escuela extraordinaria. Exclusión, escolarización y educación inclusiva [Trad. P.M. 
Bernárdez]. Madrid: Morata.  
This book is based on the long experience of the author in the analysis of education policies and practices in New 
Zealand. Roger Slee helps us understand critically and expose the weak developments that have implemented 
the inclusive education in most countries. These developments are littered with well-intentioned rhetoric, but not 
are practices consistent preventing not discriminate on grounds of origin, ability, and origin or otherwise. 
 
Inclusive education by subjects 
 
Inclusive research  
Parrilla, A. y Sierra, S. (2015). Construyendo una investigación inclusiva en torno a las distintas transiciones 
educativas. Revista Electrónica Interuniversitaria de Formación del Profesorado, 18 (1), 161- 175. 
Traditional research on inclusive education is being subjected to analysis by a growing group of research 
orientations which take place in certain social and academic movements that demand an inclusive research, 
committed to the development of participatory modes of construction of fair and democratic knowledge. This 
article offers a contribution to the construction of this type of research by analyzing the process followed by the 
educational community of nine schools in the same town. The study has meant a process of participatory action 
designed to analyze first, and then to sensitize the community on social and educational importance of inclusion 
or exclusion that may experience educational transition periods. The paper concludes by proposing some 
thoughts about the followed process as well as the contribution of the inclusive research towards the social and 
educational improvement and transformation.  
 
Physical education 
Villena, J. L Equidad y educación física. Una estrategia inclusiva en la escuela y en la educación no formal. 
Revista Iberoamericana de Educación. 
The work offers a strategy of intervention for the physical education sessions or non-formal actions where the 
discussed contents are related with the process of learning and development in the sports. It has been used with 
considerable success in projects of socio-sports action held in Granada (Spain) and Lima (Peru), acting in groups 
cataloged as at social exclusion risk. Therefore, the observed benefits in the practice with this kind of population 
strengthen its suitability and applicability in what we could say a more standardized school contexts. 
 
Soto-Rey, J. y Pérez, J. (2014). Estrategias para la inclusión de personas con discapacidad auditiva en 
educación física. Revista Española de Educación Física y Deportes: REEFD, nº 14, pp. 94-102 
This article aims to identify the main causes that originate a hearing impairment as a base to introduce some 
methodological guidelines of intervention for a proper promotion of inclusion and active participation of people 
with this type of disability in physical and sports activities, including the physical education (PE) ones. Starting 
with the definition of hearing impairment and its types, some specific methodological guidelines that are 
considered critical for promoting inclusion in physical education both for the teacher and the sign language 
interpreter are included. The authors think that this information is the key to promoting real inclusion of this kind of 
group in the sportive initiation, the PE and even in the sports training. 
 
Jiménez, L. y Hernández, J.L. (2013). Revista Internacional de Medicina y Ciencias de la Actividad Física y del 
Deporte, vol. 13 (51), pp. 471-494. 
This study aims to understand the situation of initial formation (IF in Spanish) and the prospects of establishing a 
profile of skills in training professionals adapted physical activity (AFA in Spanish). From an interpretative 
perspective, the interview and non-participant observation was used. They involved seven renowned experts in 
AFA and FI, linked to the university, and attended a national meeting of experts debating issues related to the 
purpose of the study. The speeches of the experts were analyzed in its content, with the guidance of the 
previously defined categories. This analysis leads to the conclusion that judgments about the FI are influenced by 
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perceptions of realities. Experts identify basic elements for a competency profile, with a strong attitudinal 
component, although lack of specificity on what would all the fundamental ingredients of a teacher competence 
profile of PE teaches AFA is detected. 
 
Math 
Alsina, A. y Planas, N. (2008). Matemática inclusiva: Propuestas para una educación matemática  
All over the book, various ways to rebuild the relationship people have with mathematics are proposed through 
fundamental principles of mathematics education: Critical thinking, material handling, gambling and attention to 
diversity. Also, a mathematical education based on these principles has to highlight the most general principles of 
contextualization in the places where the practices are accomplished: globalization of knowledge groups involved 
and personalization of content based on mathematical specificity from each person. Some other principles are 
addressed in an interrelated and validated based on classroom experiences. 
 
García-García, M., Biencinto-López, C., Carpintero-Molina, E., Núñez-del-Río, C. y Arteaga- Martínez, B. (2013). 
Rendimiento en matemáticas y actitud hacia la materia en centros inclusivos: estudio en la Comunidad de 
Madrid. Revista de Investigación Educativa, 31 (1), 117-132. 
This article discusses the problem of low performance in mathematics from Adaptive Theory. It is assumed that a 
school that values diversity in classrooms will plan educational strategies adapted to the differences of students, 
achieving better results than centers that project to the group only. Using a quasi-experimental research design 
three distinct types of intervention they are compared according to the degree of inclusiveness of their projects. 
The sample involved 437 students from the second grade of the Secondary Education from different centers of 
Madrid (Spain) who did some performance tests of mathematics and answered a scale of attitude towards the 
subject. Contrast examinations are performed before and after the intervention and the results are checked in 
order to realize if they show differences in the mathematics performance for inclusive centers. However, no 
improvements are seen in the attitude toward the subject. 
 
Philosophy 
Campuzano, A. Campagne, J.B. y Rueda, E. (2012). Inclusión escolar y filosofía para niños un diálogo a tres 
voces. Tabanque: Revista pedagógica, vol. 25, pp. 103-12 
This article talks about a school, a group of students and a methodology based on project work and philosophy 
for children. Activities focused on what pupils find interesting in discussions help improving the intellectual activity 
as well as the inclusion. We consider that discussions in the classroom make us all the same and prepare us for 
a mutual understanding. Some of the contributions that students performed along the observation with the aim of 
bringing the reader classes are added. A different point of view opens our eyes to other perspectives in 
education. 
 
 
Art 
García, C. (2012). ¿Qué puede aportar el arte a la educación? El arte como estrategia para una educación 
inclusiva. ASRI: Arte y sociedad. Revista de investigación, vol. 1. 
This paper attempts to establish the importance of art, culture and arts education as a strategy for inclusive and 
intercultural education. At first we approach the concept of art and its function, commercialization, etc. leading us 
into a more specific conception of art and education by proposing a sequence of experiences that have been 
developed in this area at the end of the article. 
 
ICT 
Rodríguez, M. y Arroyo, M.J. (2014). Las TIC al servicio de la inclusión educativa. Digital Education Review, vol. 
25, pp. 108-126. 
This paper presents an impression of the various Information Technologies and the Communication to work with 
pupils with special educational needs. We start with what we think an inclusive education is, as an aim to reach 
for all students. We believe that ICT is considered as a suitable instrument to get access of all students to general 
education and as a vehicle to overcome the various learning obstacles they have to face daily. Specifically, in this 
paper we focus on the various tools and specific software for motor, cognitive, auditory and visual impairment. 
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2.1.6 Sweden  

Current situation of inclusive education in Sweden 2014 
 
Inclusive education in Sweden - Background and current status 
In the preamble to the Swedish parliamentary decision on a new elementary school in the 1950s , the values that 
should guide the new nine-year school was in principle agreed on. It was agreed to establish a coherent 
elementary school during the first eight years and then allow differentiated course programmes during the nineth 
year. But the compromise also holds issues of an ideological nature. Author Göran Hägg describes in a critical 
article about the Swedish school development from the 1960s onwards, the struggle between the representatives 
of school as an arena for democratic education and on the other hand those struggling for a more knowledge-
based school (Hägg 2008). According to Hägg the social democrats claimed school should have as main 
objective to develop the children’s personality. Interestingly, these ideological expressions got little impact in the 
national curricula. The new primary school’s first curriculum (LGR 62) instead stressed how schools could best be 
able to meet the high requirements concerning the acquisition of knowledge and skills. 
Later the contradiction between socialization and knowledge objectives caused polarization and lockups in what 
could have developed into a fruitful pedagogical debate. One is expected to be either for or against knowledge, 
democracy, education, equality and everyone’s right to a meaningful education. In this perspective, it is 
interesting to note how the concepts and terminology has changed over the last fifty years, and especially 
interesting is the focus shift that the last twenty years of government explanations show. 
 
A new national curriculum, LGR 11 
A few days after the opening of Parliament in 2010 the Swedish minister of education presented a new curriculum 
for primary schools. The one-man investigator who began his work in 2006 submitted his report (SOU 2007:28 ), 
in April 2006. 
The special investigator was tasked to develop proposals on the one hand how a new curriculum might look like, 
and how the goals of the curriculum could be clearer. The curricular changes are much greater. The investigator 
proposed goals to achieve and goals to aim for to be replaced by one type of target and that specified knowledge 
levels should be formulated for each subject. One of the reasons for these actions was that the teachers 
according to the investigator had trouble understanding all the formulation of abstract goals to aim for. However 
the investigator launches the concept of knowledge requirements without in-depth discussion of the possible 
signals such conceptual change could provide. 
This concept change is interesting from an etymological point of view. A goal is a direction, something a certain 
action or action intended may be expected to lead to . Requirements on the other hand stand for something 
concrete and immediate, something to be fulfilled here and now without any explicit vision of the future. One 
could illustrate the difference between the two terms with a picture of a child’s messy room. When we adults feel 
the need for the child to pick up his things, it is a significant difference if we think in terms of goals or demands. If 
we require that the child picks up his things, this says nothing about what the purpose of such an effort could be 
more than ensure order at the moment. However, if we think in terms of goals a wider view may be at hand, 
perhaps the child by picking up his things learns 
something about structure and organization. The formulation of goals require more thought than the formulation 
of requirements or demands. 
Oddly enough, the transition from goals to requirements in the national curriculum has not aroused much debate. 
This is even more noteworthy as the new system was combined with a new grading scale A – F, where F stands 
for “Fail”. It may be that students who do not use their full potential in their school work, could increase their 
efforts and thus cope better under the threat of a low character. Another group, which is more problematic in this 
context is the students who have difficulties in school and despite the best efforts do not meet the requirements. 
This group includes students with different kinds of disabilities, socio- emotional problems, attention disorders or 
poor talent. 
Here is not the place for a discussion of advantages or disadvantages of grading and testing. However, it is 
interesting to note that the role of grades has gradually changed in Swedish schools. Today it is not mere an 
instrument for distributing students to different study programmes but most of all a threatening tool for work 
discipline. 
 
The curriculum and Inclusion as educational principle 
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One aim of the 1994 national curriculum for the compulsory school system (Lpo 94) was to collect all four school 
forms’ curricula in a joint document. In this way it was shown that all students would benefit from the same 
national curriculum goals regardless of type of school placement. The differences in terms of knowledge content 
would appear in the subject syllabi. This line is broken with the introduction of the new curriculum in 2011. Each 
type of school will have its own curriculum, ie elementary school, sami school, and special schools. Several 
respondents to the investigation report opposed such a division, including the National Agency of Health and 
Welfare, and the Disability Federation. They feared that separate curricula for special schools and primary school 
pupils could be problematic for inclusion efforts and hamper comprehensiveness. It is precisely these signal 
effects that to a remarkably small extent have been discussed in the context of the new curriculum structure. In 
the surrounding world, however, these issues have been subject to ideological discussion to a higher degree than 
in Sweden. For example in the so called called Cambridge report (Alexander, 2009), the importance of an 
integrated national curriculum was stressed. England got their first com nationalprehensive curriculum in 1989, ie 
a few years before Sweden, as part of a comprehensive change in the school system. During recent years 
increasingly stronger demands for a return to a more differentiated system have been raised in England and 
elsewhere. As Cambridge researchers notice, inclusion efforts may be threatened. 
 
The status of the United Nations Convention on the Rights of the Child (CRC) and the 
UN Convention on the Rights of Persons with Disabilities (CRPD) in Sweden 
CRC 
The Swedish government ratified the CRC in 1990 without any reservations. However the CRC does not have the 
status of Swedish law today. This means that the Convention does not have the same status as other Swedish 
laws, and is therefore rejected by many authorities and politicians. Sweden has chosen a transformation method 
which means that our laws must be changed and adapted to the provisions of the Convention. 
Although Sweden has undertaken to comply with the CRC, there are currently gaps in both our law and practice. 
According to the CRC, the child’s best interests must be a primary consideration in all actions concerning 
children, which is a stronger formulation than in eg the Aliens Act. Making the CEC into law would, among other 
things strengthen the foundation of this principle and the entire CRC. 
However, all is not agreed to do the CRC into law in Sweden. Below are some arguments from the political 

parties towards the incorporation of the CRC: The Liberal Party, the Christian Democratic Party, the Green Party, 

the Social Democrats and the Left are for an incorporation of the CRC. The Centre Party believes that the CRC 
will be the natural starting point of all work relating to children but to the best approach, so far, is an adaptation 
and strengthening of the current Swedish laws using the transformation method. Moderates and the Sweden 
Democrats are the only parties who actively oppose incorporation. 
 
CRPD 
CRPD is indicative of disability policy and how government should work with the convention as a basis. Sweden 
has ratified the UN Convention on the Rights of Persons with Disabilities which means that our country is legally 

bound by the provisions of the Convention. From an accessibility point of view, this requires measurements to be 

taken primarily within the public sector in order to facilitate life for persons with disabilites. In an international 
comparison. Sweden has in an international perspective done a lot in this area of society. 
In Sweden it is a starting point in the strategy for the implementation of disability policies to apply the disability 
perspective. This means that you should assume that people are different and have different abilities, needs and 
preferences when planning and implementing changes in the society. Universal solutions will be designed so that 
they work for everyone. Sometimes you may need specific, individual designed, solutions. Different individual 
support creates opportunities for participation and equality and thus supplements the general solutions. 
CRPD has had a significant impact in the school legislation. The act states that all students, regardless of 
disability, should have the right to adequate assistance of specialists in the field. A special agency, the National 
Agency for Special Needs and Schools, has the state’s mission to ensure that municipalities meet these 
requirements. 
 
Inclusion issues in Sweden and beyond 
The term inclusion is increasingly used to describe actions that cater to all children and young people. The Policy 
Guidelines on Inclusion in Education (UNESCO, 2009) describes how the international community looks at the 
role of education in a globalized world , the importance of tolerance , respect and co-existence of people and 
between nations . Much of the work with UNESCO guidelines takes its starting point in the Salamanca 
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Declaration, which in particular states that: An „inclusive” education system can only be created if ordinary 
schools become more inclusive - in other words, if they become better at educating all children in their 
communities. ( a.a. p.8) 
Inclusion is thus seen as a process of addressing and responding to the diversity of needs of all children, youth 
and adults through increasing participation in learning, cultures and communities, and reducing and eliminating 
exclusion within and from education. It involves 
changes and modifications in content, approaches, structures and strategies, with a common vision that covers 
all children of the appropriate age range and a conviction that it is the responsibility of the regular system to 
educate all children. (a.a. p. 9) 
The teacher must according to UNESCO more orient towards an inclusive approach, ie so that future teachers 
understand their professional role as part of the quest for a more inclusive society: 
Teacher education programmes, (both pre-service and in-service) should be reoriented and aligned to inclusive 
education approaches in order to give teachers the pedagogical capacities necessary to make diversity work in 
the classroom and in line with reformed curricula. (p. 17) 
Designing teacher education relevant for the ambition to create a school that covers all students has long been a 
neglected area. As a result, The Agency for Development in Special Needs and Inclusive Education in spring 
2009, initiated a project to map Initial Teacher Education in 26 countries with a focus on how future teachers are 
prepared to work in inclusive settings. Four key themes were identified: 

– What kind of teachers do we need for an inclusive society in a 21st century school? – A focus on the whole 

training continuum. – Teacher competences for inclusive education. - A wider brief to training (involving other 

educational professionals). (European Agency for Development in Special Needs and Inclusive Education, 2009, 
p. 1) 
The project was funded by the EU and the respective governments and closed in autumn 2011. The project was 
represented in Sweden by the University of Borås. As UNESCO argued the mainstream school is of fundamental 
value when it comes to creating a society of tolerance, respect, and combat all forms of discrimination. In 
summary, issues of “special needs” and “inclusive education” are highly prioritized in Europe and globally. 
 
A new but old fashioned teacher education 
In the fall of 2011 a new teacher education was introduced in Sweden. This reform was an important part of the 
conservatives’ work package as the Alliance went to the polls in 2006. A new teacher education was seen as one 
of the most important measures to improve the quality of Swedish schools. The directive to the investigator stated 
that the main reason for reform was that the proportion of students who did not qualify for secondary studies, was 
increasing and that 25% of students did not have passing grades in all subjects. 
The fact that teacher education has an important role in shaping the future of school is indisputable. For those 
who want to see quick results of the new teacher education it becomes problematic though. Staff turnover is slow, 
which means that the new program is unlikely to have an impact until a couple of decades. Thus educational 
reforms have a very slow effect when it takes its point of departure in teacher education. 
The teacher education programmes in Sweden starting in 2011 emphasize the importance of age-appropriate 
content and the scope of the common elements of the training is thereby reduced. Subject and didactic content is 
highlighted and can be said to respond to a stronger articulation of knowledge. Subject and age comprehensive 
studies are less common. 
Such harmonization may at first glance appear to be relevant and well thought out. The problem, however, as 
stated before, is that the turnover of teachers is slow in schools. A significant portion of those teachers who 
currently teach in preschool and grades 1-6 have an education that dates back to the time when teacher 
education was not yet part of the university system, but belonged to the the National Board of Education. A new 
teacher education may in other words have very limited impact in the short term. 
 
Inclusion issues in Swedish educational practice 
We have noted that the issue of inclusion is not very prominent in our country either in policy documents or data 
for educational policy decisions in the early 2010s. However, it is interesting to note that the issue is very much 
alive in the context of evaluations and inspections of the country’s municipalities and schools. The Swedish 
School Inspectoarte view inclusion as a quality indicator in its inspections and a report published by Sweden’s 
Local Authorities and Regions where the experiences of successful school municipalities were reported describes 
one of the key steps: 
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In successful schools staff work actively to identify children and students in need of special support. We have 

seen - Routines for early intervention, - Routines for connecting interventions to attainment controls 

- The availability of student health competencies - Inclusive practices aiming at specific support in the first place 

should be given in the classroom. (Sveriges Kommuner och Landsting, 2009 p. 54 ) 
The interaction between a professional approach that is based on inclusion as a principle, and on the other hand 
that special educational skills are built up to support the entire educational activities appear to be the key to 
success. However, it is important to emphasize that the Swedish educational tradition does not a priori take the 
efficiency argument into consideration when good schools are discussed. Success factors comprice far more than 
what will fit in the concept of efficiency. 
 
Research about Inclusive education in Sweden 
As mentioned above, the term inclusion occurs sparingly in political texts in our country. This is true for the Scool 
Act, the School Ordinance, National curricula as well as White papers and Green papers. This fact has 
consequences also for research literature where the Swedish translation “inkludering” is rather uncommon. In this 
section a review using the database SWEPUB has been used to get an overview of the field. Texts published 
after 1990 are included. The literature review based on data gathered from this database may be regarded as 
reliable as the SWEPUB is sufficiently comprehensive. One difficulty has been to find keywords that cover the 
field. To overcome these difficulties, various possible versions of the term inclusion has been used as well as 
combinations with other terms relevant to the area. A total of 132 texts were found of which 89 were written in 
Swedish and 43 in English. 17 texts had a subject didactic content where physical education, music and 
mathematics dominated. These are highlighted in yellow in the appendix. All texts were published and in most 
cases, peer-reviewed. 
The literature review does not claim to be complete. Texts where the word inclusion in different inflections are 
found in the abstract or title, have been registered. This means that some articles and reports that might be 
relevant to this overview, may have been overlooked. 
Remarkably often articles had a special educational perspective, that is the that the starting point is students with 
some form of disability, and their placement in mainstream settings. A small number of empirical studies had a 
quantitative methodology and very few were based on longitudinal data. Case studies in schools and classrooms 
were common as well as studies of national policy in relation to local practice. Some studies were comparative 
(Norway, Denmark, Finland, South Africa). A large proportion of the studies consists of doctoral dissertations and 
articles based on those. 
It may also be noted that articles published in the last decade often have a critical approach where school 
activities are related to societal phenomena such as democracy, integration, migration and values. Some are 
meta overviews of previous research where conclusions on the scientific quality of these articles is less flattering. 
Another observation is that the empirical studies that are based on the articles usually are carried out in 
classrooms where observations as well as interviews are conducted with primarily teaching staff. 
It is important to note that the overview does not claim to be comprehensive. The articles have not been read in 
full text format, however, all available abstracts have been screened. 
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2.1.7 Short summary 

The state of the literature review is at the stage of the elaboration of concepts and providing needed background 
for the six countries „Inspiring Practices“ videos for interested audiences to deepen their understanding of the 
situation of “teaching diverse learners in school subjects”. In terms of the process, the team discussed at the 
latest meeting (Iceland, November 2015) whether the focus should be on all subjects. Thus, we created a matrix 
of country studies (expertise) to collect the range of subjects about which we can report in the project. We used 
the all-group discussion to pinpoint the priority perspectives to represent. We also discussed the form the 
literature review should have, namely how to optimally use the annotated bibliographies and literature reviews 
provided. Further, we thought of ways to combine and connect the literature reviews and video productions to 
cohesively present the six project countries’ development of inclusive education.  

Finally, in terms of contents, we decided to emphasize both our own studies and selected crucial general 
literature that will help readers place our contributions and also be more readily available to all readers. We will 
provide our own country-relevant texts, in particular languages, to ensure the broadest possible dissemination of 
project results. Some of the themes and issues are universally relevant, while others are more country/context-
specific, e.g., subject teaching methods currently used in each country context. Whereas general issues include 
values, teacher beliefs, co-teaching, and collaboration methods, more specific issues include definitions and 
concepts of inclusive education (e.g., universal design in learning), assessment issues, languages, information 
and communication technology applied. In terms of subject didactics, the sciences, math, aesthetics, (music/art), 
sports, and philosophy are among the specific subjects detailed in the TdiverS project outputs. Next steps include 
the articulation of connections between the various videos and literatures of the country cases to inform our 
intended local, national, European and global audiences about the strategies and practices currently used to 
teach diverse learners in schools subjects in Germany, Iceland, Lithuania, Luxembourg, Spain and Sweden. 

 

2.2 Description of preliminary video production 

In the preliminary video production, common emphases among the six countries were to emphasize student 
voices, the experiences and expertise of teachers and inclusion facilitators & practioners, and to highlight the 
diversity of perspectives—personal and professional of change agents in schools and researchers. The clear 
message is that inclusive education is possible, yet that goals, reasons, values, and beliefs regarding school 
reform (to support inclusion) must be understood, especially regarding social groups and their interactions. 
Diversity of languages spoken and settings (i.e., kinds of schools & classrooms) will be a central focus of the 
TdiverS videos, as will the conditions that facilitate inclusive education. In the project, we ask about conditions 
that made inclusion (change) possible and show the most relevant classroom practices (“Inspiring Practices”). 
Among the lessons learned and messages to convey are that some national questions are different, depending 
on whether IE is being realized in a “developing country” or an already developed country in terms of teaching 
diverse learners in school subjects.  

Change is possible (barriers can be removed), but the importance of certain values—the moral / ethical 
dimension—in that should be acknowleged. Transformation of schools is necessary and that carries with it many 
emotions, necessary involvement, and motivation and perseverance. Collaboration is crucial and support is 
necessary, such as school leadership, as is to acknowledge resistance to change (some do not want IE). We can 
work inclusively within subject didactics: use approaches that strengthen all pupils. Here technology can also 
facilitate inclusive education. 

As our examples from all parts of Europe manifest, inclusive education is possible in contrasting cultural settings.  

In our discussions during the meetings, we addressed the ethics of video production and acknowledged that 
interpretations of the videos will vary. It will be important include pictures of the school context (nation, locality, 
neighborhood, building), so that viewers can understand the learning situation holistically. Given the importance 
of childrens’ interactions, it would be crucial to ask them and include their perspective. We discussed whether to 
include music and whether and how to present different chapters/sections of the videos. We also discussed using 
the draft videos in teaching and test them in focus groups.  

In terms of process, we noted the importance of communication with teachers (observe first, discuss positive 
things, then film). A crucial aspect is to be “on same level” and have egalitarian dialogue about the issues and 
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practices to be captured on film. Controversially, we discussed whether to focus only on inspiring practices or 
also on both negative and positive examples. The videos should collect something practical for others, such as 
“treasures” we can find or that we can develop. What do teachers value as positive? With the literature reviews, 
we need to deepen the cooperation of theory and praxis. Humbly, we acknowledge the huge amount of work to 
make good videos. 

2.2.1 Germany 

Title: “Primary School in Pattonville” (Ludwigsburg) 
The team Ludwigsburg is working together with this elementary school for about 6 month now. The school has 
been set up by a team of teachers in a school-building that was used by American district in Ludwigsburg. It was 
already barrier-free, which is not very usual in German regular schools. The basic concept of the school is a 
democratic school. The pupils have been taught in age-mixed groups and in individualized learning settings, that 
was a good base for the development of inclusion for children with special needs. The principal of the school is 
very ambitious about inclusion, she would rather like to include every student from the neighborhood area. But 
the schools staff and the equipment as a regular school does not allow to have own resources for special needs. 
The elementary school has its own school TV (own channel), once a week children are sending their own life-
programm into the classrooms. The classroom were the videos have been made, has a second teacher iwith a 
special needs background. The teacher with special needs is responsible for the 6 children with intellectual 
disabitilties, she is delegated from a special schools together with the group of special needs children5. The pupils 
in this classroom are taught together almost all hours. The culture in the school can be described as very open, 
the team from Ludwigsburg has always been welcomed in the classroom. 

1. Sequence of video: Organisation of the school day 
a. Daily schedule: on the board, with icons & clocks (introduction methods) 
b. Learning time: self-determination (but not necessarily only individualized, but joint work) 
c. Journal time:  
d. Club time (different learning opportunities in clubs/ groups):  

2. Videosequence: Individualized teaching in School subjects (English) 
3. Videosequence: Science class (children as researchers): “besondere Entdeckungen” 
4. Videosequence: Rules & rituals: Time out, „Ei-grün rennen“ … with photos. 
5. Videosequence: Shows an example of individualized programming by a child. 

 
First video by Team Ludwigsburg. There has been lots of other videosequences. These ones have been chosen 
to talk about the messages in individual sequences and how they should be introduced, subtitled and 
documented for the viewer.  
 
Main Topic: Diverse learners in multigrade classes 

The main goal of this first video is to show an example of inspiring practice in a multigrade class for class levels 1 
and 2.  

Context/ Students: In this primary school, children with intellectual disabilities and children without disabilities 
learn together. The children with disabilities officially belong to a so called “Außenklasse” (“external class”), which 
refers to a class of a special school located at a general school. In this primary school, these special classes are 
part of a general class. Because of this organization, almost the whole day there are two teachers in the 
classroom – a special education teacher and a general education teacher.  

Focus of the video: The video illustrates the individualized and differentiated way of organizing the school day, 
taking into account the individual needs of diverse learners (for example, spending time in the reading corner or 
having assistance by the teacher in a one-to-one learning situation) 

The different phases: The video starts with an overview of the class schedule and the daily schedule. Every day, 
the school day starts with so-called “learning time” when the children are practicing self-organized learning in 
different subject areas, which they choose by themselves. Learning time includes journal time and checking of the 

                                                             

5
 So called „Außenklasse“, a class of children with special needs that is taught cooperative with a regular class in Baden-

Württemberg. Pupils and teacher oft he cooperative class are still officially and administrative part of the special school.  
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journals by the teacher. Learning time is followed by club time. Club time offers differentiated learning 
opportunities partly in another room (for example: Printing club or a group that prepares fruit and vegetable 
snacks.) This club time always begins with sitting in a circle and talking about the tasks to be completed. 
Sometimes, the teachers offer new contents. 

The present video emphasizes two subject areas, English and Science, which follow club time.  

Teaching English is gamelike with a doll, singing and including movement (Concept of early education in second 
language). 

During science class, all children are inspired to act as researchers. Therefore, this time is called research time, 
during which students initiate self-directed research. 

An important element of teaching diverse learners in this class, which can be seen in the video, are certain rules 
and rituals: responsibilities, class rules, recess rules, student-led roundtable discussions (for example, planning 
future activities), a tutor system (older children serve as tutors for the “new ones”), and movement elements 
(„dance break”, „running one lap”). This rules are part of the democratic base in the school-programme and are 
developed and communicated mainly by the students itself. 

 
Lessons learned by the partners with seeing and discussing the viedeosequence 

 Content related: Teaching diverse learners successfully, including teaching a foreign language to 6 and 
7 year olds with and without intellectual disabilities, is possible by adapting teaching methods. 

 To understand the methods and the aims of the teaching in the concrete situation, the movie has to be 
documented by the teachers. 

 Video production: Short video sequences are helpful to illustrate teaching methods. 
 

2.2.2 Iceland 

One example of various activities: easter egg drawing, acting, ipad drawing… 

Ipad videos (iMovie or FinalCut): kids could use the ipads themselves! They’re in charge.  

Ask kids to say what inclusion is: add their voices about their experiences! 

Two short preliminary videos have been produced in Iceland: 

1. Working in stations: a short clip from a 2nd grade classroom where pupils are working in stations. One 
station has mathematics, one has writing on an ipad and in the third station pupils are working on fine 
motorskills. The main goal of the video is to show one way of organizing learning in a diverse classroom. 
The participants in the video are the teacher, pupils and assistant. The lesson learnt from the video is 
that the organization of learning stations with different projects that aim at practicing different skills is a 
good example of how to set up a learning space that accomodates to diverse learners. 

2. Fairytale and folklore theme in 2nd grade: a short video that explains how a teacher in 2nd grade 
works through the theme of fairytales and folklore to teach Icelandic (reading, writing and vocabulary). 
The video shows how the pupils made short plays and acted them as a final product of the theme and 
everyone took part. The main goal of the video is to show ways of working with pupils in language 
learning in a way that everyone in a diverse class can take part. The participants in the video are pupils 
in 2nd grade. The lesson learnt from the video is that all the pupils are working on the same goals but 
each pupil has a personalized learning opportunity as the teacher has created a space for each and 
everyone to preform according to their ability, interest and strength. 

 

2.2.3 Lithuania  

Title.” Co-teaching in different school subjects” 

Main goal. To introduce co-teaching in different school subjects.  
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Participants. This video present different school subjects lessons with 4th grade and 5th grade students in 
inclusive school. There are students with different abilities and needs in each of these classes and students with 
special education needs too (there are four students with special education needs in 4th grade and three students 
– in 5th grade).   

Context. The majority of pupils with SEN are educated at general education schools together with their peers 
through inclusive education. In order to make inclusive teaching and learning efficient, the traditional approaches 
and strategies are not enough. Teachers are searching for innovative educational strategies in order to help 
students with diverse needs to make progress. The role of specialists is of high importance meeting special 
educational needs and ensuring progress in learning.  

Special pedagogue and a speech therapist are working in every school in Lithuania.  They provide special 
educational support for the students with the special educational needs: organise individual and group lessons, 
helps to learn the subjects according to the individual abilities and needs, teach appropriate learning strategies, 
assess achievements and further need for support. The mentions above specialists are collaborating in a team, 
including: teachers, parents, specialists, etc. 

One of the possible ways of joining resources in a school is co-teaching. Co-teaching is based on a cooperative 
teaching strategy and can be implemented in few ways: when a special teacher and a classroom teacher are 
working together in the same physical environment or two teachers are working in cooperation.  

In order to co-teaching, few approaches were use in this video:  the station teaching; the method „One teaches 
one drift”; the method of alternative teaching; the method of subject content integration and peer support.  

The “Station” method is based on different tasks in different areas (stations). The students are divided into 
groups. Subject teacher working in one of the “Station”, the special pedagogue works in the second “Station” and 
the third group of students work individually. This approach was chosen for Lithuanian language teaching to 
involve all the students into work, encourage their self-confidence and to provide timely assistance. All three 
student groups got different tasks and had to present their work to the students of other “Stations”.  With the help 
of this method every student could feel important, valuable and able to learn, because everybody had to present 
their work.  

One more method of co-teaching presented in this video is „One teaches one drift”. This method was chosen to 
use in Lithuanian lesson because the level of students` knowledges are different. The teacher presented the 
educational material and students worked by themselves. At this time special pedagogue assisted the children 
who had learning difficulties. She came up to the students, answered their questions and adapted the tasks to 
their individual needs.  For example, the teacher gave students the tables where they had to write the 
grammatical features of the verb; students having reading and writing difficulties only had to stick cards with the 
grammatical features in a proper place. This method helped to individualize work and meet the needs of students 
having special education needs. 

Another is the method of alternative teaching. It was used during Mathematics lesson as it helped students with 
learning difficulties to divide decimal by decimal easier. The teacher worked with the larger group of students and 
the special pedagogue helped students with learning difficulties to solve simpler problems. This method helped 
students to work collectively, get necessary timely assistance and gain knowledge. 

Striving to help fourth grade students to pass on the subject system successfully, some of the lessons are 
conducted by primary teacher and subject i.e. chemistry, physics, history or any other subject teacher together. 
Due to the team work both teachers present the same theme in different levels. This model helps to integrate 
subject content, make lessons more visual, lively, and it also creates a possibility for students with special 
education needs to perceive educational material in the manner meeting their needs. 

Encouragement of cooperation helps to achieve effective results, the video present “Peer support”. In both 
primary and older classes there are possibilities for students with special education needs to work in groups. The 
rest students also improve their knowledge, learn to apply it in new situations, learn patience and tolerance 
towards each other. Students with special education needs often understand the explanation of their friends 
better than their teacher’s explanation. Students, who work in groups gain social skills, improve communicational 
abilities, acquire self-sufficiency and self-assurance, and learn to solve problems together, improve their 
behaviour and increase self-esteem. Due to the appliance of the model of peer support children with special 
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education needs are less excluded from the class, they get more individual help. While learning in class students 
can learn from the classmates, get timely assistance, their self-esteem and learning motivation are encouraged. 

Reflection.  In order to implement inclusive education, traditional approaches and methods of working are not 
enough. School teachers’ use a variety of educational methods and various models of teaching in the classroom 
help to overcome the differences between students as, for example, differentiated tasks and assignments at 
various learning levels. 

Lessons learnt. This video present some co-teaching strategies, but we not hear voice of students about 
efficiency of these strategies. We need to take reflections of students, their parents and teachers and represent 
their understanding about inclusive education in different school subjects for future videos.   

 

2.2.4 Luxembourg 

Title. “Inklusion: Living together – learning together” 

Main goal. The preliminary video production shows scenes from every day life in a Luxembourgish school on its 
path towards inclusion. Scenes showing students as authors of their own learning, where inclusion is the natural 
course of action. The video presents different dimensions of diversity, the students explaining what inclusion is 
about serves as a thread.  

Participants. This video presents the diverse voices and classroom and playground interactions of students in an 
inclusive school setting with a very diverse student body and located in an extraordinarily multicultural and 
multilingual city and country (Esch-sur-Alzette, Luxembourg). There are students with different abilities and 
backgrounds and ages telling us what inclusion means to them—in their own words.  

Context. Ecole Jean-Jaurès is a full-time day school, accepting children aged 3 to 12 years, regardless their 
abilities and needs, having as a motto “living together, learning together, learning together for life”. The 
pedagogical approach of the school is based on a socio-cultural framework, considering diversity as a resource 
both for the pedagogical team and the students. Conceived as a trailer, the video starts in the school playground, 
students and teachers playing together. Then it moves on to scenes from life at school, showing examples of 
learning situations in different (school) subjects, different learning arrangements—students working in pairs, in 
groups, mixed-age workshops—and working individually on their weekly plan as well. Whereas the trailer 
provides an overview of the school, and the students explain the schools values and the importance of their 
school charter, the further videos would zoom into specific moments, unfolding how practice can be develop in 
mathematics for example, or showing why mixed-aged workshops are particularly useful. 

Reflection: The voices of students are a powerful testament to inclusive perspectives. They state that “inclusion 
is when all kids, no matter how they are, can go to school. Even if we have different skin colours or like different 
things, we can still be friends. We’re all different. That’s not a problem… Living together – learning together. The 
charter belongs to our school. It is our theme. And it should really be respected.” 

Lessons learnt. Although we aimed at engaging the students in a critical discussion about life in their school and 
how it leads towards inclusion, we became aware that by choosing the scenes, asking specific questions, the 
students’ voices faded into the background. Video productions on inclusion should also be inclusive in their 
making. So the main conclusion for the final production is that we need to hand the responsibility of the script to 
the students: if we want to know what gives life to inclusion in their everyday life in school, we have to let them 
show and tell us. And the professionals—film team and researchers—should serve as the students’ support to 
express their ideas.  

This video highlights the voices of students about ab/normality, diversity and differing abilities, respect, school 
culture, among other topics. The video portrays several tools useful in developing an inclusive school culture and 
practices. While not focused explicitly on particular school subjects, the interactions between pupils in the film 
show different kinds of learning processes, exemplifying the universal nature of learning together and the 
understanding that mutual respect for different others is a condition for inclusive communities: in school and 
beyond.       

 
Narrative (children’s voices):  
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For me, inclusion is when all kids, no matter how they are, can go to school.Even if we have different skin colours 
 or like different things, we can still be friends. 
We’re all different. That’s not a problem. 
If we would only like those who are like us, we would only like ourselves. 
That would be rather selfish. 
 
Living together – learning together. 
There are people that are the same, such as twins. 
But even they are not exactly the same. 
They don’t think the same and don’t eat the same things. 
But there are people that are not the same at all. 
Some are poor, some are rich. 
Some can go to school by car, others have to walk. 
If someone is dressed differently than I am, maybe because of their religion, then I should respect them as they 
respect me. 
I have a friend in this school who is smaller than I am. 
Just because we are of different sizes does not mean we can’t be friends.Kids of different skin colour 
 can be in the same school and respect each other. 
 
For me, inclusion means that people with disabilities may be different, but we must not treat them differently. 
I have a friend with an impairment. We went to summer camp together, and she went biking and swimming too. 
Disabled kids can do what kids without disabilities can. 
For example, if you have a playground for normal people then you can also make it so that normal people and 
people with illnesses can use it together. 
If kids are different and don’t speak properly, we shouldn’t make fun of them. 
We should give them the time that they need to speak. 
If they’re excluded, they won’t feel well. 
They’ll think that they don’t belong to the regular people. 
They may have a different life, but they are people just like us. 
And we should respect them. 
There are kids that make fun of others. 
When they fight, they say “you’re disabled” or call you other names. 
Or mention your skin colour. 
I don’t like it when they make fun of skin colour or illness. 
If someone tries hard to read something but doesn’t do so well, and someone laughs at him, it hurts his feelings. 
He will be afraid to do things in the future. 
For me, you have to always have respect. 
We can’t live without it. 
Otherwise we’d always fight and wouldn’t do things together. 
Respect is just very important. 
 
I want everybody to be happy. 
Even if they are different, they should feel well. 
In our school we have a charter, which is a whole text about not excluding anyone  
and not making fun of others, for instance when something embarrassing happens. 
 
It says we’re a big group... 
The school doesn’t want us to fight, to hit each other, or to call each other names.We made a charter so that kids 
will remember that. 
Living together, learning together. The charter belongs to our school. It is our theme. 
And it should really be respected. 
People who are sick can’t help it. If they have a slight disability  
and cannot respond correctly, then we should not make fun of them. 
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Because then no one will want to play with them. 
The normal people should also speak to them. 
The charter gives us the courage to speak up.We sign it and we illustrate it. 
Our class speakers are responsible. 
There’s one thing I really like about school: one is never alone. 
Because we are different, we can all live together. 
We understand each other because we explain our actions and why we like things. It is good that we stick 
together. We are not individual kids that always fight – we are a group. 
 

2.2.5 Spain  

Title: “Breaking down barriers for teaching diverse learners in (school) subjects” 
The video has been organized around the following sections: 
 Our students. In the beginning of the video we present some students from the three schools who are 
participating in the project, with two purposes: first to put a face and voice to the students and second to give a 
closer look at the schools. 
- Reasons, values, and pressure for change  
- What have the different schools done?: the most relevant practices of each schoo will be displayed in each 
center (in the classroom with students, families, the guidance department, etc.) 
 - What conditions have made this possible?: we will analyze the conditions that have facilitated the 
implementation of changes in the schools. 
The teachers in the schools have participated in the structure design and the script of the video. From the outset 
the have shown great enthusiasm, willingness and the desire to cooperate. 
 
Thinking about the script and its realization we have spoken about the following: 

 To make an “integrated video” (not separate parts of the different schools). 
 

 Explore the possibility that the thread of the story (at least partially), might be made of students of 
different ages and schools, making the presentation of the topics that finally need addressing.  
 

 Rather than describe in depth some practices, it’s better to show all the reasons, the ”why(s)” behind 
what is being done. 
 

 After watching the video, different people can say some of the following ideas:  
o “I would like my children went to go a school such as this” 
o “If they have been able to, why not us? 
o “Inclusive education is not a theory, produced by university academics” 

Lesson learnt 
  “Change is possible”, in spite of the many barriers (structural, of the educational system, lack to resources, 

traditions, old conceptions among teachers and other educational personnel, etc.) 
 

 “The central role and the importance of certain values to keep alive the effort to change” 
 “ It has been necessary to dream about a different school “, as well as having positive expectations of 

success. 
 “It’s a worthy process “, and the impact/results have been morally enriching and refreshing at different 

educational levels and for the whole of the educational community. 
 It has been essential to “break” or “change” relevant elements of existing schools. 
  “Emotions have played a very important role in the whole process.” Sometimes teachers have felt fatigue, 

frustration, discouragement, etc. but at the same time there have experienced a lot of joy, involvement, 
motivation, perseverance, and so on. 

 “This challenge cannot be the commitment of a few visionaries or warlords,” but a collaborative enterprise. 
Hence the need to get families and other educational agents more deeply involved. 

 “It’s crucial to feel the quasi-unconditional support of your respective ‘heads’.” 
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 There are people, who share practices and traditions that are very resistant to change. We might expect 
that things are easier in the early stages of life (infancy, primary education), and much more difficult in the 
later stages of compulsory education. 

 

2.2.6 Sweden 
 
Title: “STRÖMSKOLAN” 
“A learning environment for everybody” 
 
The goal is to show how in simple ways we can work inclusively within subject didactics by using approaches that 
strengthen all pupils. 

The video shows four examples of how to work with inclusion in ways that give all children the possibility to stay 
in one and the same environment of learning, while they are also being shown that everything is possible.   

The school presented is a school with pupils aged 6 to 12 years old and in which they work with an inclusive 
approach during all parts of the school day.  

The approach shows that, to the largest extent, ways of learning in different subjects so that all children can 
attend and participate are possible. 

Sequence one: The pupils – alone or together with others – have time to choose activities in order to practice how 
to take responsibility, learn with certain materials or play together with the purpose to achieve social inclusion. 
The pupils are 6 – 7 years old.   

Sequence two: The pupils start a lesson with eating fruit. The teacher makes sure that children in need of 
language-learning with support by signs are included. In this way – by using fruits, colour and taste – all children, 
in effect, gain elemental knowledge of sign language. 

Sequence three: The pupils are supposed to learn Swedish and to read, and also learn how to understand 
instructions. The lesson is held outdoors in respect to children classified with ADHD. They need to move around 
in the fresh air every day and therefore one lesson a day is held outside of the classroom. The teacher shows 
what happens. 

Sequence four: In planning for the lesson in advance, and to adjust it to the group and individual pupil, a teacher 
uses a smart board as a digital pedagogic instrument. By doing this, the teacher, the assistants and the parents 
can follow the lesson over and over again. In the film, the teacher describes how she uses the smart board and 
how she picks up and clarifies the student’s questions. Influence and participation are made visible. How much of 
the planned lesson will be fulfilled is decided by the childrens’ own learning speed. 

 

2.2. 7 Short summary 

The first videos provided a substantial starting point for discussions with the invited guests from other Comenius 
projects in the field of inclusion. The English subtitles were indispensible for interpretation.    

Some of our guests offered to stay as critical friends in the process, by presenting the videos to their students 
training to be teachers, thus offering the opportunity to discuss them with a wider public.  

In alignment with the discussion on the literature review, we agreed that the videos should provide a mix of 
country/context-specific topics as well as universally applicable approaches and methods. Another outcome from 
the video discussions was that the guiding principles of accessibility, participation, and learning for all—
considering all participants as learners having abilities and special educational needs, adults included—should 
also be visible in the videos. This shift from a deficit-oriented to a resource-oriented approach entails that school 
subjects need to be redefined and organized as tools to expand learning and access to the world, with the diverse 
perspectives on inclusion in our countries serving as ways to (further) develop inclusive schooling. A considerable 
challenge consists in the fact that the more those principles come to life, the less visible special educational 
needs become in the videos. Working with the children's explanations of what helps them in be(com)ing 
competent learners in the school community seems appropriate and convincing.  
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2.3 Description of the development of the project including the impetus of TdiverS 

2.3.1 Germany 

In Germany during the last year almost all teacher education Universities did apply for a grant, announced by the 
BMBF “German State Ministry of Education and Research” for the development of teacher education programs. 
The aims of the “Qualitätsoffensive Lehrerbildung” (Quality initiative for teacher education) are sustainable 
improvements, especially in six fields of action. One of this fields is:”d) development of teacher education in 
relation to the requirements of heterogeneity and inclusion”. Almost all applications from the nearly 100 teacher 
education Universities had at least one work package that was related to this aim. This is a clear mark for the 
transformation of consciousness in our country that the professionalization of teachers for inclusion has to be on 
the agenda but also, that the requirements to deal with inclusive settings are a growing task in the educational 
system and for all teachers. In some Bundesländer the school-legislation has changed consequently (following 
the UN Convention of the rights of persons with disabilities) and more and more pupils with special needs are 
taught together with other students in the same classrooms and schools. For example in Bremen the special 
schools have conceptional been changed from a “school for children with special needs” to “centers for 
supportive pedagogy”, that are placed at every school. All schools have the assignement to teach all children 
inclusively. But on the other hand, in some Bundesländer the quota of students in special schools or special 
classes is still rising. Especially in those, were the special schools still have the mayor impact on special needs 
education (f.e. in Baden-Württemberg the special teachers are nearly all assigned at special schools).  

At the teacher education institutions of all three phases (initial teacher training, preparatory service and 
professional development) we can realize, that questions related to the task of inclusion in the different fields of 
subject-teaching are on the rise, too. There are uncountable conferences (f.e. the Inclusion-Day Baden-
Württemberg; 9th annual conference on inclusion on the 28. Of Nov 2015) in all Bundesländer, workshops, lecture 
series, trainings and courses (f.e. a one year certificate for teachers and students in inclusive physical education 
at the University Münster) and more and more research-publications (see exemplary literature below) to the topic 
of teaching diverse learners in school-subjects. 

During the presentations of the project TdiverS in different institutions and events, via direct contacts to 
colleagues in the field of teacher training at universities and in other institutions and especially in the contact with 
colleagues in school-practice we did realize a remarkable interest in the experiences and the findings of our 
project. A lot of people asked to be on the list of invitations, for the final conference in 11.2016 in Germany and 
wanted to get the information about the pulications related to the project. Through the networking with colleagues 
from other Comenius-Projects (f.e. during the meeting in Island) we have also recognized opportunities of an 
ongoing shared research in the field of teaching diverse learners in (school-) subjects, for example we have just 
had an invitation of Prof. Dr. Tanja Sturm (from the University of Education North-West-Switzerland/ Comenius 
project: European Music Portfolio – Maths: Sounding ways into Mathematics) to Switzerland for a meeting. 

Especially in Germany the university teachers in School-subjects so far had no obligations, to relate their teaching 
to diverse learners and inclusion. A few colleagues of our own universities are therefore very much interested to 
get to know more about the experiences, that we did share with our international colleagues and the insides, we 
did gain via the school-hospitations in Madrid and in island. These insides have also been a great resource for 
our own teaching.  

For the University of Education in Ludwigsburg a project like TdiverS is a great chance to get more public in the 
own institution for the goal of inclusive teaching. Through presentations of the project in (staff)meetings, in 
department-meetings and presentations in courses for students and lectures, we could increase the awareness of 
inclusive education at many levels in the University. Since 6 month we are working together with one elementary 
school in Ludwigsburg. We have already decided to work together in the future, as we think about building a 
work-group at that school with the Index for Inclusion (Booth/ Ainscow 2011). Also the teachers have been 
partcipants of an excursion to Italy into inclusive schools in the northern part, German speaking South Tirol. They 
also have presented their work in teacher education courses at the University. During the last month we have had 
many meetings to discuss the video-production and the shared work. We will start working together with a second 
school from secondary education soon.  
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2.3.2 Iceland 

In the spring term 2015 we visited the four schools where our partner teachers in TdiverS are teaching. 
Preparation meetings were held with the partner teachers to discuss the aims of the visits, which were: to identify, 
collect and document good- or best practices in teaching diverse learners in school subjects. During the visits we 
discussed informally with teachers and pupils, videotaped and photographed inclusive subject teaching in 2nd 
grade, 8-10th grade and in mixed age groups. The visits lasted from 2 to 4 hours each. Our intention was to 
prepare for the videoproduction, to look at inclusive practices in subject teaching and take preliminary video that 
could be used to prepare for further video production for the project. From these visits we made two short video 
clips depicting teaching in a diverse class of pupils in 2nd grade as our preliminary video production. 

In the year we furthermore wrote a literature review where we focused on recent and influential literature written 
about the Icelandic school system in English, on inclusive education, inclusive practices and teaching diverse 
learners in school subjects. Our main responsibility this year was to host the second consortium meeting in 
Reykjavik November 15.-19. We invited the partner teachers and their principals to attend to the first day of this 
meeting. Furthermore, eleven guests from other Comenius projects were invited to attend the meeting which 
opened new dimenshions for discussions and was a strong addition to our consortium. 

2.3.3 Lithuania  

During the past year the TdiverS project was a platform for strenthgening collaboration between university 
partners, schools and other stakeholders. Šiauliai University was working both: with shools participating in 
Tdivers project as partners and with other shools around the country searching for inspiring practices in inclusive 
learning and teaching. One of the results of more active schools involvement in the project was preliminary video 
material provided to project partners.  The discussions at schools were a start of closer collaboration in different 
levels: school teacher-school teacher, school teacher-university teacher, school-school, school-university.  

T divers Project inspired partners - Zokniai progymnasium and Sandora Progymnasium - be more active initiating 
some new activities for school Community. In order to illustrate this we provide with some examples from Zokniai 
progymnasium activities: 

• The community evening “Let's split”, where participated students, their parents and teachers. During the 
event discussed  about kindness, creativity, partnership, the ability to share what you have. Students shared their 
created crafts, the baked sweets.   

• Seminar “Global education. Challenges and Opportunities”. Participants:  53 teachers, special 
pedagogues, speech therapists, social pedagogues from Siauliai city and district, 20 students. The essence of the 
event – problem based learning, where graduate students, school students, teachers discussed together and 
solved global problems (differences in the world; tolerance versus segregation, inclusive education and etc.). 

• Event “The Day of the Tolerance”.  Students and teachers read books about tolerance and discussed 
meaning of this word. Was developed tolerance tree and watched video clips in the library.   

• The week “Without Bullying 2015”. Students participated in promotions: “Give hand for friend”; “Seeking 
friendships”; “I and my friend”; “Letter for you”; “The friendship circle”.  

• Rita Jasmontiene (teacher of mathematics) established parents group (grade 5th), which met once in a 
month and discussed about positive parenthood, coaching, empowerment of children, understanding their needs.  

• New decisions realizing school level Program for Meeting Student`s Education Needs: 1) appoint 
additional hours for Mathematics, Lithuania, foreign (English, Germany) languages, IT lessons, initiated teachers 
to organize non-traditional lessons, methods and strategies in various environments seeking meet student`s 
different education needs; 2) Jurate Paulauskiene (teacher of geography) prepared additional program “The 
Geography Trail”, which aim is to improve geography knowledges and group works abilities throw research and 
evidence based practises.  

• More close communication with Siauliai University gave opportunity to involve students in education 
process: 5 students from Special pedagogy program each week attended school and assisted primary teachers 
at lessons, 3 students from Erasmus studies introduced their country, culture, traditions and assisted in English 
and Germany language lessons.   
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• Participating in the TdiverS project, work together increase communication between Sandoros and 
Zokniai progymnasium, as a result of this collaboration  Asta Kairienė (special pedagogues, speech therapist, 
Sandora progymnasium) and Atena Zymantiene  (special pedagogues, speech therapist, Sandora 
progymnasium) prepared and gave the lecture “Qualitative lesson: from objective to achievement” for teachers, 
specialists from Siauliai district. Main aim of this lecture introduce qualitative lessons concept in inclusive settings.  

Sandora school representatives in the project recognised that the project has brought many positive changes to 
school. The school community has realised that qualitative support for a child depends on the whole school 
community‘s attitude, constant learning, collaboration, solving the problems together. The school community has 
to attempt to enrol every participant of education process into problem solving of the issues: administration, 
teachers, students, specialists, auxiliary staff and parents. School adminstrators noticed that there is a lack of 
knowledge among the teachers how to meet every student‘s special needs at most by collaboration, working in a 
team with specialists and parents. Due to this, training was offered (the seminar „I Can Work in a Team“, which 
was conducted by a vice principle for education Giedrė Statkutė and a teacher for children with special needs, a 
speech therapist Asta Kairienė; the seminar “Different Teaching” which was conducted by a teacher for children 
with special needs, a speech therapist Asta Kairienė). 

All these activities increase communication between participants of education process and collaboration between 
students, their parents, teachers, graduate students, academics for seeking inclusive and modern school, related 
to meeting all pupils’ needs. Used activities and strategies help to promote and facilitate the involvement of 
families within a framework of mutual trust and shared responsibility. 

2.3.4 Luxembourg 

The TdiverS team in Luxembourg has been recruiting and working with schools around the country to prepare for 
the video production relating to inspiring practices. Based on the trailer on "Inklusioun," shown during the TdiverS 
first international conference in 2014, we are working in particular with the Ecole Jean Juares in Esch-sur-Alzette 
to collaboratively develop videos that will emphasize not only teaching and learning situations showing inclusive 
practices, but also giving the children voice.  

In more general terms, we collected summary information from all six partner teams on their preliminary video 
production, namely, to identify and document, in collaboration with practitioners in the schools, "Inspiring 
Practices", tracing what elements make it possible to move towards inclusion. We also brought together the 
reactions to the video screening and discussion during the Iceland meeting (5th team meeting). 

In terms of the literature review, also the task of Luxembourg partners to collect and consolidate, the current 
status includes diverse annotated bibliographies, nation-specific literature reviews in the range of languages 
represented in the project, sections of discussion papers that have been written and revised continuously over the 
first two years of the project, and uploaded texts on the joint project communication platform (BSCW). There is a 
rich stock of information and data sources that we have collected thus far and will provide the basis for our on-
going collaboration and, especially, comparative work that will be the task toward the end of the project.  

For the Luxembourg context, both the videos and the literature review that we are producing are contributions to 
fill gaps in awareness and scholarship on inclusive education. Thus, the synthesis of the country experiences of 
the country partners across Europe are important tools to further inspire and innovate the educational system and 
practices in the country. 

2.3.5 Spain  

In the period covered by this annual report, the Spanish team has developed significant activities regarding 
project main objectives.  In this sense and trough different meetings we have been able to improve and reinforce 
the collaborative link with among academics at the university and three schools involved in the project, which 
allowed increase mutual confident. This is crucial – from our point of view –, to facilitate a good level of reflection 
and deep analyses on effective concepts, didactics and methods of teaching diverse learners in inclusive 
classrooms. 

Due of this collaborative work, the full team (practitioners and academics) was able to identify, collect, and 
document “inspiring practices” regarding not only the main topic of the project (teaching diverse learners in school 
subjects), but as well in relation to school conditions and factors needed to implement and sustains innovative 
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and inclusive changes and developments on those schools. For those purpose was very important our task of 
organize the third Consortium meeting in Madrid (05/18-20/2015), and the preparation of the visits to our schools. 

As a result of this process we prepare, share, discuss and finally agree the main script we will use in our video 
production, an also a paper6 which summaries their “inspiring practices” and some “lessons learned” during the 
school implementation process of their inclusive values, policies and practices. We consider that this material 
could be used and useful for professional development on all levels of teacher education  

Our team has made the agreed inputs regarding the objective of collect national and international resources on 
teaching diverse learners in school subjects in inclusive settings besides with the task of collect available 
research-findings or empirical evidence in the field. 

Obviously this enriching collaborative experience have been very useful for the Spanish academic members of 
our team, in order to improve the awareness and competences for training teachers in the teacher education 
programs in which their are involved related to project aims. Sure all of us have gain a better comprehension of 
this challenge process, but as the same time we found new research questions on this regard, particularly in 
relation to the nature of internal forces which operate inside schools to prevent or avoid more inclusive 
developments. 

2.3.6 Sweden 

Sweden has been represented in all meetings within the project. The University of Borås is paying for additional 
participants in the project to ensure networking and dissemination that provides both teacher education at 
university and research development. Inclusion is a specialization in teacher education at the University of Borås. 

University of Borås, The research programme RCIW and the teacher education organisation has for some time 
been working on inclusion and the TdiverS project`s aim is to deepen the question of what is successful in 
different school subjects with respect to the notion of inclusion. This is discussed with the individual countries' 
participants and in Sweden with local stakeholders such as student teachers, politicians and key employees of 
the participating schools. Although external actors such as authorities are involved in what is stated in the project. 

The literature review presents good examples and different perspectives and theories on what is successful in the 
work on inclusion. The Swedish team has observed different lessons in different subjects during the 15 months to 
catch good examples. These have been returned to the teachers and principals, as well as politicians. The most 
obvious examples have been filmed and research articles in relation to these has been sought out. All the 
children, teachers and principals have approved their participation in writing. This process took about 2 months. 

What has been achieved so far, which outputs have been produced? 

 Developed subject didactics from an inclusive approach and research-based way of working 
A seminar series with teachers from the participating schools has been carried out, documented, and analysed. 
The outcomes have been feedback to and discussed with stakeholders. A shared and clarified concept of what 
inclusion means has been identified as seminal to successful inclusion. 

 Literature review 
An extensive search for national and international examples of research and practice in relation to inclusion within 
different subject areas was carried out. The teachers at the partner schools were involved in helping to steer the 
search for literature. They gave us a set of search parameters such as subject and inclusion. 

 Videoproduction  
Videofilming has been conducted at one of the partner sites. Filmed pairwise interviews with pupils have also 
been carried out. The recordings will be shown to and discussed with teachers. Twenty six headteachers have 
already seen and seen and discussed the film content. This was with permission from the filmed teachers.  

                                                             

6 Simón, C. et al (in press).  Transforming the “grammar school” to be more inclusive: the experience of three Spanish’s 

schools. Contextos Revista de Educación  
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 Feedback to our partners 
Feedback has been conducted on a consistent and regular basis at all partner schools.  

 Meetings between researchers and practitioners in the project and with other actors in the schoolarea 
As expressed already above there have been several meetings with practitioner and other stakeholder groups 
across 2015. These meetings have also been conducted with local school politicians.  

 Knowledge improvement and contacts between European countries 
Interchanges and knowledge exchange has been conducted with other partner countries in Madrid and Reykjavik. 
The Swedish team was represented and active at both of these meetings.  

 Erasmus exchange 
Erasmus exchange visits to the University of Borås have taken place. Two participating researcher visited Borås. 
They delivered keynote addresses to student teachers and research colleagues. In addition they visited the 
partner schools and administration departments at the University of Borås. 

 

2.3.7 Resume  

Below in the table we provide the overview of realization of planned activities in the reporting period of the Project 

with regard to Project Work Packages (WP):  

WP Project  
months 

WP description as in the 
proposal 

WP tasks achieved 

WP2 
Implementation 

 6-30 The necessary theoretical base will  
be built and the conceptual 
framework elaborated. The results 
of the country and school subject 
specific literature reviews will be 
available in the website, which is 
open to the public and linked to the 
most important internet platform to 
the target groups, including relevant 
European institutions. 
The first videos of the best practice 
will be produced and presented on 
the confidential internet platform 
only for members of the consortium 
where all partners will discuss the 
videos (based on key questions 
derived from the discussions 
leading to the projects theoretical 
and analytical framework), taking 
into account the presented 
concepts. These videos and the 
current state of theoretical debate 
and empirical equity would then be 
presented to a wider public.  

Achieved and will be finalised: The  
draft of the theoretical and conceptual 
framework  has been elaborated to 
ground the six countries‘ „Inspiring 
Practices“ videos on “teaching diverse 
learners in school subjects”. The 
Project team discussed at the latest 
meeting (Iceland, November 2015) 
whether the focus should be on all 
subjects. A matrix of country studies 
(expertise) to collect the range of 
subjects about which we can report in 
the project has been developed. The  
literature review design has been 
discussed, and ways to combine and 
connect the literature reviews and 
video productions to cohesively 
present the six project countries’ 
development of inclusive education 
has been foreseen.  

2.4. Literature  24 The current state of the art will be 
researched and discussed from 
country and school specific 
perspectives.  
Systematic review documents from 
each country, based on common 
conceptual framework, will be 
collected and presented on the 
website to facilitate the diffusion of 

Achieved: 
The literature reviews provided and 
summarised. The Analytical paper on it 
will be provided later on in the project 
implementation. Literature reviews are 
based  on national literature and 
different languages represented in the 
project. The literature review has been 
collected and discussed in the project 
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ideas beyond the project partners. 
The literature review will be an 
important base for understanding 
differences in scientific research 
and public discourse on inclusive 
education across Europe and for 
further discussion of concepts and 
best practices. 

teams to present the current status of 
inclusive education and teaching 
diverse learners in school subjects in 
the various project countries during our 
regular biennial meetings in the project 
countries. With these literature 
reviews, some of which have been 
challenging due to the lack of relevant 
literature and especially given the 
cutting-edge quality of the discourse 
surrounding inclusive education, the 
project addresses some of the most 
persistent challenges in cross-national 
and cross-cultural comparative 
research, namely the dearth of detailed 
and current data and interpretation 
based on country experts yet available 
in English. 
The lists of references are provided. 
The Literature review is available on 
the Project website. 

2.5 Preliminary 
video 
productions 
(country based 
best practices) 
  

 24 Partners identify best practices in 
their home countries, considering 
different school subjects, beginning 
with preliminary video production. 
These videos will be discussed and 
evaluated in virtual meetings of all 
partners as well as on the projects 
internet platform. 
  
  

 Achieved and will be advanced 
Inspiring practices have been identified 
in all six participant countries. The 
preliminary video productions have 
been provided for project partners 
discussions in Madrid and Reykjavik.  
The common feature of videos  among 
the six countries were to emphasize 
student voices, the experiences and 
expertise of teachers and inclusion 
facilitators & practitioners, and to 
highlight the diversity of perspectives—
personal and professional of change 
agents in schools and researchers. 
The clear message is that inclusive 
education is possible, yet that goals, 
reasons, values, and beliefs regarding 
school reform (to support inclusion) 
must be understood, especially 
regarding social groups and their 
interactions. Diversity of languages 
spoken and settings (i.e., kinds of 
schools & classrooms) will be a central 
focus of the TdiverS videos, as will the 
conditions that facilitate inclusive 
education. Among the lessons learned 
and messages to convey are that 
some national questions are different, 
depending on whether IE is being 
realized in a “developing country” or an 
already developed country in terms of 
teaching diverse learners in school 
subjects.  

WP3  6- 30 The partners of each country write  Achieved  
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Implementation 
3.1. Discussion 
paper 

  

synthetic discussion papers on the 
general and school subject specific 
concepts which are applied in their 
country system of teacher education 
and training. These papers also 
describe the national contextual 
conditions and related frameworks 
for inclusive education in the 
participating country. Research 
findings will also be included in 
these papers. These papers will be 
accessible for all partners on 
Moodle platform. 

The discussion paper has been 
developed and is available on the 
platform (web site) of the Project.  
The discussion paper needs to be 
revised in relation to literature review 
and theoretical and conceptual 
framework. 

WP 4 
Dissemination 

  

 1-36 Annual conference in Luxembourg 
and Iceland. Prepare brief report, 
which is available on a website of 
the partner institution, to achieve 
wider attention in the host countries 
for the project members and 
inclusive education practices. 

 Achieved 
The consortium meetings have been 
organised according to Project time 
table. 

The 4th consortium meeting in Madrid, 
Spain, has been held on 18 – 20 May 
2015; 

The 5th consortium meeting in 
Reykjavik, Iceland, has been held on  
15 -22, November, 2015. 

Beside of project partners the group of 
teachers and researchers from other 
Comenius project took part in the 
consortium  meeting in Iceland. The 
first videos provided a substantial 
starting point for discussions with the 
invited guests from other Comenius 
projects in the field of inclusion. Some 
of our guests offered to stay as critical 
friends in the process, by presenting 
the videos to their students training to 
be teachers, thus offering the 
opportunity to discuss them with a 
wider public.  

Reports in the form of minutes of   

Consortium meetings are provided and 
available on web site of the Project. 

4.6 Newsletters 
(every 6 months) 
  

 1-36 The E-mail Newsletter will be 
delivered to all partners every 6 
months, to keep the connection and 
to inform everybody about the 
status of the project work packages.  
  
  

 Achieved 
Newsletters are being developed every 
6 months and sent to all partners of the 
project by e-mails as in the proposal. 
All Newsletters of the project are 
available on web site of the Project. 

WP 5   
Exploitation of 
results 
5.3 
  

12 – 36 
  

 Annual Reports will summarise the 
project findings and results, 
facilitating their application 
elsewhere. They will give an 
overview on the state of innovation 

Achieved 
Annual Reports are prepared with a 
contribution of all project partners. 
They summarise findings and results of 
the project.  
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in the respective countries and the 
general results and findings. 
  

WP 6 Quality 
assurance 
  

1 -36 Questionnaires for the evaluation of 
consortium meetings 
Consortium meetings should be 
evaluated.  
  

Achieved  

Every consortium meeting has been 

evaluated using the questionnaires 

developed by Iceland partners.  

The summaries of evaluations are 

presented to partners and discussed. 

Evaluation reports are available on 

website of the Project.  

  

 


