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Teacher Educator Perceptions on Equity, Inclusion and Anti-discrimination: Emerging Data  

1.
Introduction

This survey is a collaborative piece of work between three teacher education colleagues, Vibeke Solbue (University of Bergen, Norway), Astrid Runs-Engelhart (University of Applied Science, Hogeschool Rotterdam, Netherlands) and Rowena Arshad (School of Education, University of Edinburgh, Scotland).

The survey was posted onto the ATEE site from 19th May to 23rd June 2008. Electronic invitations went out to all ATEE members inviting them to participate. The three academics responsible for the survey issued further prompts to teacher education colleagues within their own institutions as well as in their respective countries (Scotland, Norway and the Netherlands) to take part.

In that month, 94 participants started the survey with 72 (77%) fully completing the survey. The remaining 22 respondents (23%) were selective and chose to answer some questions, leaving others blank. While ATEE has a fairly wide-ranging membership from countries across Europe as well as from North America and Australia, respondents came from only seven countries. Where additional comments were invited, those who commented were overwhelmingly, and in some question areas exclusively, from Scotland. An explanation for this could be that those whose first language was English might have found this survey most accessible for adding additional comments.

2.
Respondent profile

2.1
The majority of respondents (68: 72%) were women; 26 (28%) were men. That a majority of the respondents are female reflects the global trend of feminisation of the educational and social sectors. All 94 participants answered this question; 39 (41.5%) respondents were from the 51–60 age group.


Table 1: Age of respondents

	Age group
	Number of participants
	Percentage of participants

	20–30
	 9
	9.6

	31–40
	 15 
	16.0

	41–50
	 27 
	28.7

	51–60
	 39 
	41.5

	61–70
	 4
	4.3


2.2      Seven respondents (7.4%) indicated that they had a disability and of these the 
majority were from the 51–60 age group.

2.3      The ethnicity question drew a degree of confusion with respondents describing 

   
themselves in terms of colour, nationality and ethnicity. Respondents were asked to self-classify. A significant number, 25 (27%), chose to leave this area blank. Of those that answered 39 (41%) utilised ‘ethnicity and colour’ categories. Of these, 35 classified themselves as white, 2 as mixed race and 2 as Asian. The remainder who used nationality categories cited the following:


• European

• Dutch

• Norwegian

• British.
2.4 In relation to religion and belief, 62 respondents (66%) declared that they did not follow or practise any religion or belief, 6 (6.4%) chose not to answer and of the remaining 26 (27.7%) who answered yes, the majority were of the Christian faith. This is the breakdown of how participants chose to classify themselves.

Table 2: Religious affiliation of respondents

	Religion
	Numbers

	Christian
	12

	Catholics
	9

	Jews
	2

	Protestant
	1

	Buddhist
	1



Of those who declared they were practising a religion or belief, the majority were 


in aged 41 or over.

2.5
It is interesting that respondents described themselves as Christians or Catholics. Christians who are not Catholics have not chosen to self-identify themselves as Protestant or of a particular denomination while Catholics who are Christians have been quite clear about their denominational grouping.

3.
Work profile

3.1
Sixty-nine respondents indicated they taught in undergraduate programmes and 70 in postgraduate programmes. Many of these taught in both. The younger age groups (under 40s) were slightly more likely to teach only within undergraduate programmes.

3.2       Respondents in this survey came from seven countries and 88 respondents (94%)
            indicated which countries they were currently teaching within.


Table 3: Countries in which respondents are teaching 

	Country
	Numbers

	Scotland
	52

	Netherlands
	14

	Norway
	10

	UK
	8

	Macedonia
	2

	Ireland
	1

	Malta
	1


3.3
Respondents were also asked which countries they did their teacher training in. Table 4 provides a breakdown of the 88 answers to this question.


Table 4: Training background of respondents

	Country of training
	Number

	Scotland
	45

	Netherlands
	14

	Norway
	9

	England
	5

	UK*
	5

	Macedonia
	2

	Romania
	1

	Ireland
	1

	Malta
	1

	Israel
	1

	Italy
	1

	Not teacher trained
	4


* it is not clear whether those who gave the response UK meant Scotland, England, Wales or Northern Ireland. They have therefore been listed separately. 

Further analysis showed that the majority of teachers have stayed in their country of training with the exception of the respondents from Italy, Romania and Israel. The individuals who trained in Italy and Romania now teach in the UK. One individual trained in Israel and now teaches in Norway. One individual trained in the Netherlands and Suriname but now works in the Netherlands. One individual trained in Norway and Britain but now works in Norway.

3.4
Respondents were asked whether equity, inclusion and anti-discrimination issues were currently included within their teacher education progammes. Eighty-eight respondents (94%) answered this question, of which 73 respondents (83%) indicated that these issues were addressed within their programmes, 5 (6%) indicated no and 10 (11%) said they were not sure.


Twelve respondents chose to provide further comment. In the main, these comments were positive, suggesting that many teacher education programmes were now including issues of inclusion, and some indicated that these issues are ‘a key driver’ in shaping their programmes and that these issues were now ‘embedded’ across the whole programme. Others, however, were less positive:


‘...to some extent but insufficient in my opinion’

‘But only superficially, by those who are committed and mainly in the area of disability’  

‘What is included is the topic of “Inclusion” – which really is about special needs. Anti-discrimination is not really addressed.’ 


 and a few others acknowledged that this was an area still being developed within their courses:

‘Partly, because it is in development’

‘Yes, though not nearly systematically enough.’ 

4.
Embedding equality into teacher education programmes
4.1
This section explored how equity, inclusion and anti-discrimination issues were being embedded into teacher education programmes. Of the 94 who began this survey, only 79 (84%) completed this section. Of those that did respond, 46 (58%) indicated that there were specific or discrete modules within their programmes addressing the issues, 48 (61%) indicated that the issues were addressed in a permeative way and 11(14%) were not sure how the issues were being addressed within their programmes. The figures indicate that for some programmes a dual approach is adopted where the issues are addressed in both a discrete and a permeative way.  

4.2
Respondents were asked which equity area was addressed within their programmes. Once again only 79 of the original 94 who started this survey completed this question. Of these, 62 (79%) indicated that issues of race/ethnicity, gender, disability and poverty were being addressed. Issues receiving least attention were those of sexual orientation, transgender issues (nil response) and inequity based on rural/urban dimensions.

4.3
There was no material difference in how women or men responded. However, age did provide some variations with more from the older age groups (51 and above) indicating that gender and disability were addressed in programmes. Those within the 41–50 age group indicated that race and disability were areas most addressed and the younger age groups indicated that gender and language were issues most addressed.
4.4
Ten respondents provided additional comments. Some of these respondents indicated that there was limited cover of the range of equality issues other than on disability issues. Some respondents indicated that issues such as special needs, learning difficulties, behaviour difficulties and social problems were covered in their programmes. One respondent felt that the digital divide was an equity issue that needed to be addressed and to date has had insufficient attention from an equity perspective and another indicated that the issue of children in care required greater attention.

4.5
Respondents were asked if their courses provided opportunities for student teachers to learn about ways of supporting pupils who do not speak the language of the host country. This question was answered by 83 respondents (88%), of whom 21 (25%) indicated that this was part of the core curriculum within their teacher education programmes, another 21 (25%) stated such information was offered as part of an elective, 13 (16%) indicated that their programmes did not offer such learning and 28 (34%) said they were not sure.


The 21 respondents who answered ‘yes, part of the core curriculum’ teach in the countries shown in Table 5.

Table 5: Countries that provide lectures/courses for student teachers on supporting bilingual pupils

	Country
	Numbers

	Scotland
	12

	UK
	4

	Norway
	3

	Netherlands
	2



The 21 who answered ‘yes – voluntary/elective module’ teach in the countries shown in Table 6.

Table 6: Countries that provide electives for student teachers on supporting bilingual pupils

	Country
	Numbers

	Scotland
	15

	UK
	3

	Netherlands
	2

	Macedonia
	1


4.6      Nine respondents provided additional comments. A selection of these are cited:

‘However, even then some colleague lecturers complain that too much time is being given over to bilingual issues.’ 
‘It is taught but only very basic knowledge.’ 
‘This issue is now much further up our agenda and is currently being addressed.’ 

 ‘However, students still do not move away from a negative attitude to anyone who cannot speak English.’
4.7
Respondents were asked if they considered equity, inclusion and anti-discrimination issues as part of their practice. There were 83 responses, i.e. 88% of all respondents. Respondents indicated that they considered these issues in a range of areas. These included consideration of issues as part of
· their personal ideological framework

· the content of lectures/seminars they present

· student supervision

· research frameworks

· course/resource development

· learning and teaching (classroom ethos)

· course administration (marking, setting of assessment)

· employment practices.
That so many respondents indicated high levels of engagement with the issues is not a surprise, given that those who responded to this questionnaire may be a self-selecting sample with those most interested in the issues choosing to respond.

5.
Continuous Professional Development

5.1 Respondents were asked if they would value more discussion about how equity, inclusion and anti-discrimination might be relevant to their subject or practice area. Seventy-two  people (76% of the respondents) answered this question. Of these, 46 (64%) indicated they would like more discussions, 13 (18%) did not and 13 others were not sure. No one aged 40 or under 40 indicated ‘no’ and the majority of respondents who responded ‘no’ came from the 51–60 age group. 

5.2      Areas concerning which respondents were interested in further discussion      
included, in no order of priority,
· faith and belief issues and how they relate to professional practice

· how to convince colleagues to take equality issues on seriously

· the interplay of disability and intercultural issues

· widening access into teacher education taking on board issues of students with young families, students who are carers, students who have financial difficulties and students from different ethnic backgrounds

· how to embed social justice issues into teaching, placement supervision and assessment

· having a better theoretical understanding of the issues

· looking at inclusive pedagogies

· gender issues

· equity and ICT

· conceptual clarity between inclusion and anti-discrimination 

· more on linguistic parity as well as issues of social and cultural backgrounds.
6.
Improving the addressing of equity, inclusion and anti-discrimination issues within teacher education programmes

6.1
Respondents were asked for ideas on how teacher education programmes could improve their delivery for equity, inclusion and anti-discrimination. Fifty-six people (60% of respondents) answered. In the main, respondents stated that more could be done to embed issues within the core teaching programme rather than issues being left to specialists or option modules.  

‘Embed within all programmes, including placement supervision’

‘Develop a more systematic, holistic programme that could be implemented Europe-wide; ensure coverage of all key issues throughout the course rather than in optional modules.’

‘By getting rid of special needs deficit thinking [and associated optional modules] and incorporating inclusion in all areas particularly in secondary teacher subject areas.’

‘should be considered as cross-cutting themes in all programmes therefore capacity building for teacher educators needed’

6.2      Some respondents indicated that frameworks required to be reconsidered with
           equity issues in mind. 
‘By internalising these subjects within your ideological framework and work attitude.’

Others felt that developing ‘a situated understanding of practice within diverse communities’ might be a way forward for student teachers to develop their awareness of the diverse communities they will be serving.

Others stated that making these ‘compulsory’ and areas for formal assessment were ways to ensure the issues were addressed.

‘Make this a mandatory requirement during revalidation of programmes. Involve specialist staff in course design and redesign from the outset. Insist that all staff attend seminars to further their knowledge and understanding.’

‘By making it a core component and relating it to teaching practice.’

‘Build it into an assessed aspect of ITE programmes.’

Others suggested that reviewing and monitoring could assist the embedding of the issues.

‘By inviting people to join the review of courses and to actively encourage an audit by those who have been or may be disadvantaged on a course.’


‘Constant review with a view to revision’

6.3 The tensions of reality, such as the lack of time within a course, were cited as factors that might hinder a robust consideration of equity, inclusion and anti-discrimination issues. 

‘It is very difficult for us to do anything other than a permeative approach on PGDE courses: more time can be offered on 4 year BEd programmes. PGDE very constrained by time (hence permeative – though you risk information about equity getting “lost” amongst all the other information that students have to assimilate into their existing knowledge, as well as meeting new challenges to their thinking)’

6.4      Some respondents found the lack of interest of their own colleagues a barrier.

‘Only the interested and committed lecturers at present really address the issues. It is not an approach that is embedded by all. Some see the issues as unnecessary, encroaching on time that is really for “proper teaching and pedagogy”’
One respondent felt that the presence of political correctness had to be addressed so that teachers and student teachers were enabled to discuss issues more openly.

‘Discrimination is part of real life in Country X. Political correctness does not help. It should be taken into account and discussed with the students.’

7.
Improving the diversity of teacher education staffing profiles
7.1
Respondents were asked what the benefits were if the profile of teacher education staff were more diverse. Fifty-eight people (62% of the respondents) provided comments. This question area provoked enthusiastic responses and suggestions. Overwhelmingly, respondents said that increased diversity would enrich the culture of the working environment, enabling tutors and students to engage with different perspectives, provide diverse role models and better reflect society.

‘It enriches the professional sphere and the manner of working because we can tap into different perspectives on several themes, and guidance of students.’

‘This gives a wider perspective on the impact a particular arrangement or situation can have on the receiver. It is likely that aspects of practice have been identified where improvements could be made but these improvement suggestions were not seen as a priority. Only when there is someone on the staff who requires particular attention does the practice change. e.g. only recently has the faculty senior officers taken to use a microphone in large meetings – this came from a specific request although it had been identified for some time that this was necessary.’ 

‘If dialogue and creativity is encouraged it can help us to open our minds to other ways of doing and being in education.’
‘Role models for students – and staff. Brings diversity of experiences and views to course delivery and development.’

‘It makes these issues contextually central, not marginal.’

‘Equality is then something that is evident in behaviour and relationships – not just debate.’

‘Greater diversity of opinion and background; better reflection of society as a whole; a more diverse teaching staff will attract a more diverse student body’

‘We might have a 21st century curriculum rather than more of the same... also students will have more diverse role models. This is particularly an issue in countries which are still culturally and ethnically fairly homogenous.’

7.2
One respondent, however, cautioned that diversity should be arrived at through merit and not through political correctness or quota systems. Another indicated that there would be no benefit in having more diverse staff unless culture sharing occurred.
7.3
When respondents were asked how such diversity might be achieved, the answers were varied with several respondents indicating this was not possible. Several respondents from Country Y appear to make similar comments.


‘This is difficult, given that in Country Y, the teaching population tends to draw from fairly narrow ethnic and social class groupings: initiatives to encourage minority ethnic entrants and entrants from non-traditional backgrounds have had some success in widening teacher demographic, but unless you widen social and ethnic backgrounds of teaching population initially it will be difficult to increase diversity of teaching staff in teacher education institutions – more diversity among research and support staff exists.’


‘Wider recruiting. In Country Y, we tend to recruit within national boundaries.’

7.4       Other suggestions included:

· ‘Having a more diverse recruitment and selection panel (e.g. including black managers/advisors within the panel)’
· ‘Ensure recruitment and selection practices are not discriminatory and the current equality and employment legislation is being met.’ Concern was expressed that currently the tendency is to appoint people ‘who are like us’.
· ‘Recruitment and retention policies needed to be reappraised with diversity issues in mind (e.g. where advertisements are placed and how they are worded)’ 

· ‘Creating workplace culture changes to attract certain under-represented groups: for example, paying attention to initiatives such as LGBT
 history week to make LGBT issues less invisible; providing for better disabled access, including access to lecturing spaces’ 

· ‘Develop mentoring schemes for teachers from under-represented groups to consider teacher education teaching as a career route’
· ‘Consider ways of attracting international staff to the institution’
· ‘Provide international staff exchanges, advertising for posts internationally, recruitment of international PhD students who can then continue as staff members, engage in international research programmes so that allows staff to contribute to teaching’
· ‘Build a teacher education programme that requires input from different perspectives. This may force the change that is required.’
· ‘Offer short-term placements, exchanges and sabbaticals to teacher educators from diverse groups from other teacher education institutions with the remit to investigate how to recruit and improve recruitment chances from within local pool of potential teacher educators whilst meantime auditing courses and recruitment procedures for improvements and providing positive role models’
· ‘Adjust the pay structure to attract experienced teachers who have expertise in this area out of schools’
7.5       One area where views diverged was in the use of positive discrimination. Some respondents suggested that positive discrimination could be used as a way of ensuring diversity and others were emphatic that positive discrimination should not be allowed. Those who did not agree with positive discrimination considered that ‘the best candidate for the job’ should always be appointed, rather than who the candidate was being taken into consideration.

8.
Improving the embedding of equity, inclusion and anti-discrimination into teacher education programmes

8.1       Thirty-two respondents (34%) provided further comments. The responses can be 
grouped into four areas:

(a) those that state that equity issues are still marginal and more needs to be done;
(b) those that feel not much more can be done as courses are stretched to the limit and teacher education colleagues are tired of constant changes;
(c) those that want to engage in more self-development and awareness raising so as to improve practice; and 

(d) those that indicated that more required to be done at management and professional body levels to provide a ‘leadership’ signal that these issues are important.
9.
Concerns and tensions in embedding equity, inclusion and 

anti-discrimination into teacher education programmes

9.1
Twenty-four people (26% of respondents) provided comments in this area. Several respondents aired their concerns about the marginal nature of this subject area.


‘Even when covered, these issues are often marginalised at present. There is a need to give more than token lectures. Opportunities for workshops and experiential learning are required.’


Others indicated that some subjects were either slipping off the agenda or could benefit from more attention.


‘Social class seems to be slipping off the agenda because it's so difficult to talk about without sounding essentialist – we discuss poverty, but not social class, and they are different. Not sure how to address this.’


‘Anti-discrimination particularly on religion and religious matters.’


‘Whilst teacher education institutions may claim to be addressing issues of inclusion, experience suggests that poverty and social class are avoided alongside issues of sexuality.’
9.2     There were also concerns about how concepts related to equity, inclusion and anti-

discrimination were being interpreted. The respondents who expressed these concerns wanted more time for teacher education colleagues and other staff to debate and discuss issues rather than reducing such engagement to a ‘tick box’ approach.

‘There is a confusion that discussions about inclusion and equality is automatically addressing of big issues like racism, homophobia, sexism – this is an erroneous link. You can do the former without ever discussing the latter. Primary teachers in particular needs to engage more actively in these issues at a conceptual level.’

‘We need to discuss the structural characteristics of racism, exclusion within our societies, how to combat them on an individual and collective level.’

‘Who decides what is equitable, inclusive and anti-discriminatory beyond what an institution has to be seen doing as stated in Law?’

‘I worry sometimes that we are encouraged to adopt a tickbox approach to show where we have tackled “topics”, for example, ADHD or Drugs. For me teacher education is about seeing difference as diversity rather than discrimination and therefore a consideration of our own values and beliefs about learners and learning can be a more powerful use of time that can underpin the ways in which we think about a wide range of educational issues.’


9.3 Some respondents stated that lack of physical access was a concern.

‘Access is a real issue in our establishment which is a disgrace! There are laws, but they are not enforced as far as I can see. Staff and students with physical disabilities find that this makes their lives harder – which is unacceptable. I also have concerns that so few men enter teaching, and those that do are promoted far more quickly than the women. It is hard to believe that these men are always better than female applicants.’

10. Summary

10.1
It is assumed that those that responded to the survey were in the main teacher educators who had an active interest in equity, inclusion and anti-discrimination issues. 

10.2
This survey, though open to all ATEE members, appears to have attracted responses from teacher educators in only seven countries. The fact that this survey was only available in English may well have affected the response rate. 

10.3
Of those who responded nearly three-quarters were women in the over-40s groupings. The ethnicity category which was a self-classification question drew a degree of confusion with respondents conflating issues of nationality, ethnicity and colour. Most respondents, nearly two-thirds, declared that they did not practise any religion or belief; those who did state one were mainly of the Christian faith.
10.4
Most respondents taught in both undergraduate and postgraduate programmes though those from the younger age groups (under 40s) were more likely to just teach within the undergraduate programme.

10.5
Most teachers worked in the country they were trained in with the exception of three respondents, from Romania, Israel and Italy. There were a few respondents who trained in more than one country.

10.6
Most respondents indicated that equity, inclusion and anti-discrimination issues were being addressed within their programmes. A minority indicated that these issues provided the foundation to their courses while a significant majority indicated that the topics were included in a superficial and ad hoc manner.

10.7
The responses suggest that in many teacher education institutions, programmes address these issues in a discrete as well as permeative way. Issues of race, gender, disability and poverty were most frequently cited as issues already being addressed with equity issues related to sexual orientation, geography (rural/urban) and transgender issues being less or not addressed. Other issues respondents wanted to see addressed were those of children in care and ICT issues.

10.8
Only 21 (25%) of 83 respondents indicated that student teachers were being offered an automatic opportunity to develop skills and strategies for supporting pupils who did not speak the language of the host country. Half of the 83 respondents either did not know if such training was offered or knew that such training was not on offer. 

10.9
The majority of respondents indicated that they had considered the issues as part of their practice covering the areas of pedagogy, learning and teaching, assessment, student support and research. This is not a surprise given that respondents to this survey are likely to be self-selecting and represent those with explicit interest in equity issues. 

10.10
A significant majority of respondents would value more discussion about these issues in relation to their subject area or for general professional development. Areas in which more discussion was wanted were varied, ranging from having greater conceptual clarity between concepts like equity, inclusion and anti-discrimination to developing greater awareness of specific issues such as the interplay of disability and intercultural issues, and providing for greater equity for students with caring commitments or who are in financial difficulties.

10.11
Though respondents stated that equity, inclusion and anti-discrimination issues were being addressed within their programmes, many accompanied such statements with phrases like ‘superficial’, ‘tokenistic’ and ‘marginal’. Some respondents indicated that making these issues a ‘compulsory component’ for assessment would assist tutors and students to focus on the importance of the issues. The reality of daily tensions of lack of time, colleague apathy and complacency as well as lack of funding were also cited as needing to be considered as these provide the context within which these issues have to be embedded. 

10.12
Respondents were very clear that an increased diversity of teacher education staff would enrich the culture of teacher education establishments, provide role models, enable different perspectives to be heard and better reflect contemporary society. Caution was however given that diversity should be arrived through merit not via positive discrimination.   

10.13
Respondents were less clear as to how that diversity might be achieved. Some suggestions included having a more diverse recruitment and selection panel when selecting tutors, providing international staff exchanges, advertising posts internationally, developing mentoring schemes for teachers from under-represented groups to consider teacher education as a career route and changing workplace cultures.

10.14
Respondents were concerned that, unless time was provided for teacher education staff to develop awareness and confidence in issues of promoting equity and challenging discrimination, a superficial or minimalist approach would be taken. Some respondents indicated that it was important for those in leadership such as those in educational management, those that set education policies and teacher professional associations to show greater understanding and commitment to issues of equity, inclusion and anti-discrimination.
� LGBT stands for Lesbian, Gay, Bisexual and Transgendered.
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