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ABSTRACT
Inclusion is increasingly recognised as a major driving force for
educational reform and is a central goal of the international
political agenda. This paper describes and analyzes how a group
of schools in one region of Spain trialled a newly developed
review instrument, named ‘Themis’, with the aim of guiding their
efforts to promote greater inclusion. In so doing, the paper
focuses on how schools can be helped to review progress on their
journey to becoming more inclusive. Some of the challenges
perceived in its use were the practicalities of generating credible
evidence and the problem of making sense of this evidence; the
need to develop trust among stakeholders; and the relevance of
resolving contradictions and tensions, and deciding on priorities
for moving forward. A strong theme that permeates the analysis
presented in the paper is the importance of developing review
instruments that relate to particular contexts and take account of
the varied ideas of those involved.
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Introduction

The political agendas of many countries promote reforms aimed at developing more
inclusive education systems (OECD 2015). In this respect, the Education 2030 initiative
represents an important step forward, where the priority is clear: to ensure inclusive
and equitable quality education and promote lifelong learning opportunities for all
(UNESCO 2015a). In terms of policy and practice, inclusion has gained ground interna-
tionally over the past decades (UNESCO 2017). It has also been subjected to close scrutiny
in theoretical discussions, and the meaning of inclusion remains confused and, sometimes,
controversial (Álvarez and Verdugo 2012; Echeita and Ainscow 2011).

In this paper, we explore what can be done to help educators to make sense of this con-
fusing context in order to move schools forward. We do this by describing and analyzing
how a group of schools in one region of Spain trialled a newly developed review and devel-
opment instrument to guide their efforts to promote greater inclusion. In so doing, we
focus on the following research question: How can schools be helped to review progress
on their journey to becoming more inclusive? We begin, however, by considering what is
involved in promoting inclusion in education.
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Rethinking inclusion in education

Inclusion may be seen as an ongoing, active process, which requires shifts in policies, prac-
tices and values, but it can also represent a messy compromise between policy positions
and contradictory practices (Parry et al. 2013). Within the academic context, there are
those who consider inclusion as part of a tendency or change strategy policy (Jull
2009), whilst others who see it as a utopia that is far removed from the practical realities
of classrooms (Ruaire 2013). This dichotomy has been widely addressed in the contempor-
ary literature (e.g. Ekins 2017; Guerrero 2016). As a result, the term inclusive education
has accumulated diverse meanings and has proven to be a matter of great debate (Arm-
strong, Armstrong, and Spandagou 2011; Moliner et al. 2011).

It is therefore necessary to promote reflection about what inclusion means and what
actions need to be taken in order to move policy and practice in a more inclusive direction.
However, capturing the concept of inclusion as both an educational principle and a prac-
tical application remains amongst the most challenging tasks related to education
(Shyman 2015).

Having analysing the evolution of thinking about inclusion in education, Opertti,
Walker, and Zhang (2014) suggest a series of stages in what they see as an ongoing
journey. These stages, which begin with the United Nations Human Rights Statement
in 1948, through to the present day, are as follows: (1) the human rights based perspective,
(2) attention to students with special educational needs, (3) responses to marginalised
groups, and (4) the transformation of educational systems. In moving to a conceptualis-
ation of inclusion as a process of transformation, the idea is to eliminate exclusionary pro-
cesses from education and negative attitudes or responses to diversity in relation to race,
economic status, social class, sexual orientation, ethnicity, religion, gender, language, and
attainment, as well as with regard to disabilities (UNESCO 2009).

Elsewhere, the much cited book Improving Schools, Developing Inclusion, suggests a
typology of six ways of thinking about inclusion (Ainscow et al. 2006): (1) inclusion as
a concern with disabled students and others categorised as ‘having special educational
needs’, (2) inclusion as a response to disciplinary exclusion, (3) inclusion in relation to
all groups seen as being vulnerable to exclusion, (4) inclusion as developing the school
for all, (5) inclusion as ‘Education for All’, and (6) inclusion as a principled approach
to education and society. The sixth perspective, which is the one adopted in this paper,
involves learning how to live with difference and learning how to learn from difference.
At the same time, the work of (Messiou et al. 2016) represents an example of learning
from difference as a strategy for teacher development in respect to student diversity. Fur-
thermore, Echeita (2008) sees inclusion as an aspiration, when the expectation is that edu-
cation contributes to the development of fairer, more democratic societies that display
greater solidarity. In summary, it has been argued that, in a democratic society, education
is either inclusive or it is not education (Casanova 2011; Slee 2011).

Some authors use the metaphor of the ‘journey towards inclusion’. For example,
Nguyen (2015) thinks of inclusion as a journey that questions societies’ values and policies.
Meanwhile, Messiou (2012), in Confronting Marginalisation in Education, offers an inter-
esting framework to promote inclusion through collaborative journeys; others refer to
journeys towards an improvement of schools’ capacity to respond to the challenge of
diversity (Azorín n.d.; Echeita 2006) and journeys which put inclusive values into
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action. Likewise, Marchesi (2004) states that the way towards inclusion is not an easy
undertaking, but rather an ongoing, never-ending process which requires continuous
effort and the will to modify all these structures that may appear in society as a whole,
in the functioning of schools and in the work in the classroom.

Reflecting on her analysis of a large range of publications in this journal, Messiou
(2017) argues that it is time for a rethink of research carried out in the field of inclusive
education so that it can contribute to developments in the field. She concludes that
most studies are only concerned with certain groups of learners and that a limited
number make use of what she calls ‘collaborative, transformative approaches’. Messiou’s
argument is that only focusing on some students – rather than on all – is contrary to
the principle of inclusive education. At the same time, she argues that more research
needs to adopt collaborative approaches that set out to change thinking and practice in
the field. Her perspective is consistent with the view that inclusion should be seen as a
journey, as each school carries out a process on contextual analysis in order to identify
barriers to progress and resources that can be mobilised to address these difficulties.

Staying with this idea of inclusion as a journey, in this paper we describe and analyse
the trial of a new school review instrument, ‘Themis’, developed to help schools in a region
of Spain to plan their next steps. In so doing, we explore its potential, as well as identifying
the challenges involved in its use. As we will explain, Themis is an example of a range of
similar instruments that all attempt to help schools to review themselves in order take
action to become more inclusive.

School review instruments

The question of how schools can be more effective for all has been widely discussed
(Azorín 2016; Avramidis, Bayliss, and Burden 2000; Boyle and Topping 2012; Cullen,
Gregory, and Noto 2010; Echeita et al. 2014; Erten and Savage 2012; Florian, Black-
Hawkins, and Rouse 2016; Jansen et al. 2014; Miles and Ainscow 2011; Mitchell 2017;
Slee 2016). One inescapable aspect is what approaches have to be embedded in order to
truly promote inclusive cultures (Messiou and Azaola 2017). According to Intxausti, Etxe-
berria, and Bartau (2017), future research should therefore analyse how schools success-
fully implement evidence-based practices in order to become more effective and inclusive.

Of course, teachers have always faced the challenge of how best to respond to the differ-
ences among their students (Messiou and Ainscow 2015). However, with inclusion being
now much higher on policy agendas, there is a growing interest in assessing how the
response to diversity is actually taking place. It is therefore important to have instruments
which enable us to examine this in greater depth.

Fortunately, there is a variety of international guides and resources that support the
promotion of inclusion in education (e.g. UNESCO 2015b, 2016, 2017; UNICEF 2010).
In some of these, the assessment of schools is conducted using instruments (mainly ques-
tionnaires and scales) which have been designed specifically to guide schools on their
journey to becoming more inclusive (Azorín 2017). These instruments assist schools in
reviewing practices, seeing self-assessment as a process for inclusion (Bourke and
Mentis 2013).

A helpful list of indicators and questions in relation to this is provided by the Index for
Inclusion (Booth and Ainscow 2011), a framework for examining school factors that may
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create barriers to learning and participation. These are organised in relation to three
dimensions: ‘cultures, policies and practices’. The Index has been updated a number of
times since it first appeared in 2000. It is now available in many languages and is
widely used internationally (see The International Journal of Inclusive Education,
volume 8 number 2, for articles about some of these developments). Its approach suggests
that, in order to become inclusive, school communities should restructure overall school
organisation, acknowledge student diversity, increase participation of all students and
remove barriers.

In the Spanish context, the Guía para la reflexión y valoración de prácticas inclusivas
(Guide for reflecting on and assessment of inclusive practices), created by Marchesi
et al. (2009), is also well known. This instrument enquires into a school’s cultures,
actions, practices and supports, understanding inclusion as a process of innovation and
improvement. The guide is divided into two sections: (1) the starting situation in which
the reality of each school is taken into account, and (2) the teacher self-assessment of
their practices.

Looking at a wider range of sources, we note that other relevant studies focus on: cul-
tural diversity beliefs (Chiner, Cardona, and Gómez 2015; López and Hinojosa 2016;
Vázquez, Just, and Triscari 2014), measures to responding to diversity in schools
(Álvarez et al. 2002; Domínguez and Pino 2009; Ferrandis, Grau, and Fortes 2010), effec-
tive factors for inclusive education (Brandes et al. 2012; Kitsantas andMason 2012; Sharma,
Loreman, and Forlin 2012), attitudes toward diversity and inclusion (Beacham and Rouse
2012; Colmenero 2006; Forlin et al. 2011; Vélez 2013), teacher training for the response to
diversity (González et al. 2013; Pegalajar 2014), and inclusive education opinions (López,
Echeita, and Martín 2009).

Drawing lessons from these earlier initiatives, in this paper we focus on the develop-
ment and use of another instrument, the Themis Inclusion Tool. Its name, inspired by
the Greek godess, is intended to symbolises a view of inclusion through social justice
and equality. This godess is often depicted blindfolded as a sign of impartiality, since
we are all equal in the face of the law. She carries a set of scales, as a bulwark of equality,
and a sword, which represents justice. All these aspects are closely linked to the inclusive
philosophy and the idea of justice as fairness in education (Benfeld 2012; Bolívar 2012;
Boyadjieva and Ilieva 2017; Costa 2013; Rawls 2002). The following section presents an
explanation about why we decided to develop a new instrument which is focused on
school contexts, resources and processes.

A new tool for promoting inclusion

In deciding to develop yet another instrument for promoting inclusion, we were driven by
the belief that inclusion has to be understood in relation to particular contexts. Put simply,
barriers to the presence, participation and achievement of learners take many forms and
vary from place to place (Ainscow et al. 2006). This also means that such instruments
should draw on the experiences and understandings of those involved within a given
context.

In Spain, a Save the Children report (2015) revealed that since 2009 the number of
people in a situation of poverty has grown, with impacts mainly on children of school
ages that are most determining for their future. The report showed the need to continue
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advancing towards more inclusive policies and practices. Similarly, the report ‘Disinher-
ited’ (Save the Children 2017) states that Spain is among the leading countries in
Europe in terms of inequality. Recently, UNICEF (2017) also highlighted austerity
among Spanish children, focusing on the impact of the deep economic recession on
child poverty and also its unfavourable consequences for inclusion.

This situation prompted some Spanish Local Education Authorities (LEAs) to develop
strategies and mechanisms to analyze the current state of progress toward inclusion. In the
case of the province of Murcia, where our work is located, the idea of designing an instru-
ment started when a legislative programme ‘Plans for Improving School Success and Edu-
cational Participation’ was being set up in the academic year 2012/2013. This programme
states that improvement plans should be related to the following areas of intervention:

(1) Acquisition of basic skills. Actions aimed at improving the mathematical competence
and the linguistic competence of students.

(2) Support, guidance and socio-educational intervention. Actions aimed at supporting
students with difficulties in achieving adequate levels of learning.

(3) Transition between educational stages. Actions to facilitate the transition between
different teachings, during the process of change from one educational stage to
another.

(4) Promotion of the school and collaboration and participation of the social environment
in it. Actions that improve the results of the diagnostic evaluation of schools and
others that promote the collaboration and participation of the social environment
in the school by the extension of school time, encouraging the involvement of the stu-
dents through leisure and free time activities, noncurricular activities, school sports
and development of values and social skills, as well as actions for the participation
of the educational community, particularly families.

This policy initiative sought to encourage schools to develop improvement plans. It also
included economic help for the self-assessment of the contexts, resources and processes
of schools, and the identification of strengths and weaknesses, with the overall aim of spe-
cifying lines of change oriented toward achieving more inclusive practices. Of course, these
lines had to be connected with the areas of intervention provided by the law specified
above. However, the LEA did not recommend instruments that would be useful in review-
ing school practices. This decision was left to the schools.

This being the case, the main reason to develop a new resource was to provide an
approach designed specifically for the local context and its policies. It was also felt that its
design should be inspired by the Index for Inclusion, due to the effective results that this
tool has had internationally. However, the most recent version of the Index (Booth and
Ainscow 2011) contains items that did not seem to be relevant to the Spanish context,
such as: B1.12 The school reduces its carbon footprint and use of water; B1.13 The school con-
tributes to the reduction of waste; C1.2 Children investigate the importance of water; C1.7
Children investigate the earth, the solar system and the universe; C1.8 Children study life
on earth; C1.9 Children investigate sources of energy. In Spain, these concerns are addressed
through the curriculum subject, ‘Natural Sciences’. Indeed, there are schools in the country
that participate in ecology networks (Azorín and Muijs 2017). Therefore, it was considered
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appropriate to create a tool which contains only aspects related to educational inclusion
within the specific context.

With this in mind, a process was instigated by an Advisory and Research Team (A&R
Team), consisting of colleagues from the University of Murcia and the University of Man-
chester, in order to determine the extent of the progress towards inclusion in schools in
Murcia. In particular, a pilot version of the Themis review instrument was designed to
be trialled in a group of schools that had participated in the Improvement Programme
of the LEA and were interested in collaborating.

At this stage, it is relevant to explain how the Themis tool differs from the Index for
Inclusion. Table 1 shows the dimensions of Themis and its comparison with the Index,
including the content and routes to the inclusion journey that these tools offer.

As we see in the table, both instruments are specifically focused on helping schools
move forward on their journey to inclusion, promoting teacher reflection with the aim
of introducing changes into the daily dynamics of the schools. It is also intended that
these reflections will lead to the development of contextualised improvement plans for
promoting inclusion.

In designing the structure of Themis, we were also influenced by the CIPP (Context,
Input, Process and Product) model developed by Stufflebeam (1971) for the evaluation
of educational programmes. We focused our attention on its structural dimensions, think-
ing that these could provide a suitable framework for thinking about issues related to
inclusion. In Spain, for example, there are investigations that have used this model and
its structure to evaluate the quality of response to diversity (Muñoz, Casar, and Abalde
2007), and other research has applied the CIPP model in the study of factors that
promote intercultural sensitivity (Ruiz, Ferrández, and Sales 2012). The first of these
papers provides clues as to how the model can be used to provide support for schools
on their journey towards inclusion. In this sense, as we will explain, Themis was designed
to offer a self-review tool, able to map a route for greater inclusion in school settings. The

Table 1. Dimensions and routes of the Index for Inclusion in comparison with Themis.
INDEX FOR INCLUSION THEMIS INCLUSION TOOL

DIMENSIONS
Dimension A: Creating inclusive cultures Dimension A: Analyzing school contexts
A1. Building community
A2. Establishing inclusive values

A1. Within school borders: inclusive aspirations
A2. Between scholar collectives: teachers, students and families
A3. Beyond school gates: stakeholders and society

Dimension B: Producing inclusive policies Dimension B: Valuing resources for inclusion
B1. Developing the school for all
B2. Organising support for diversity

B1. Personal: teacher training
B2. Institutional: human, material, technological, physical, and
the school as a resource

B3. Local: neighbourhood
Dimension C: Evolving inclusive practices Dimension C: Developing inclusive processes
C1. Constructing curricula for all
C2. Orchestrating learning

C1. Presence: taking diversity into account
C2. Participation: empowerment of all
C3. Achievement: progress and assessment

ROUTES TO THE INCLUSION JOURNEY
(1) Getting started, (2) finding out together, (3) producing
a plan, (4) taking action, and (5) reviewing development

(1) Starting with reflective questions, (2) filling out a
questionnaire, (3) analyzing the data, and (4) choosing of
improvement lines oriented toward more inclusive
practices
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next sections provide an explanation about how the instrument was developed and
trialled.

Developing Themis

An initial draft of the instrument was developed, drawing on a literature review of exist-
ing instruments in the inclusion field. Once the dimensional structure had been estab-
lished, the A&R Team, mentioned above, drew on the CIPP Model (and the choice of
the first three evaluative dimensions: Context, Resources and Process), to decide on a
list of indicators, along with relevant questions for reflection related to these. This
draft instrument was reviewed by 31 British and Spanish researchers to help determine
its content validity. These professionals were asked to draw on their knowledge and
experience of responses to diversity, inclusive education and research methodology.
The work of Azorín et al. (n.d.) describes in depth the design process phases of
Themis, which involved:

(1) The discourse created through the semi-structured interviews with the British
researchers during the revision of the initial version of the instrument.

(2) The rating of the material generated through a group discussion of the participants
from the home university of the authors in Spain.

(3) The evaluation of other Spanish reviewers who completed a custom-built evaluation
chart, using the aggregated individual method (Cabero and Llorente 2013; Corral
2009). The quantitative and qualitative information gleaned from the chart was ana-
lyzed and the reviewers’ suggestions were incorporated into the final version of the
instrument.

Drawing on the findings of this process, the initial version of the tool was further refined
for the purpose of trialling it with schools. This pilot version comprised of twenty-seven
reflective questions, a questionnaire with sixty-five items, and five response options to rate
the degree of agreement or disagreement about each of the questions posed. There was also
a final section for respondents to indicate three positive and negative aspects regarding
responses to diversity in their classroom/school.

Trialling Themis

Following the validation process, we set out to examine the relevance of the pilot instru-
ment to teachers in Murcia schools. In particular, we wanted to find out:

. Are the contexts, resources and processes relevant dimensions to assess progress
towards inclusion?

. Are the items in Themis meaningful to the teachers?

. Do the reflective questions stimulate teacher discussions about inclusion?

. Do teachers think that the instrument can help them to review their school’s stage of
development?

The trialling was conducted during the second term of the school year 2015/2016. Meet-
ings were held with the leadership teams in each school, during which they were given a
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covering letter outlining the aim of the research and assuring the anonymity of
participants.

The instrument was reviewed by 38 schools (25 nursery and primary, and 13 second-
ary) that had previously participated in the improvement plans initiative with the LEA and
had expressed a wish to incorporate a review process of their practices in order to promote
inclusion. Of these, 35 were state schools and three were private. Regarding the location,
three are in rural areas, four in peri-urban areas and 31 in towns.

Those invited to take part were 1,630 teachers, i.e. the total number of teachers working
in the 38 schools where Themis was trialled. The return rate was 33.43%, providing a
sample of 545 teachers. This sample represents 2.24% of the overall Murcia teacher popu-
lation (n = 24,261). The majority were female (66.5%); 68.4% were public tenured; 40.3%
had more than 20 years of work experience and the age range with the highest percentage
was 41–50 years, with 32.3%. The distribution by phases shows 44% from secondary edu-
cation, followed by primary education (40.3%) and nursery education (15.7%). In terms of
occupation, 84.9% were teachers; 2.4% hearing and speech specialists; 4.1% special needs
teachers; 8.3% belonged to the leadership team; and 0.3% were others.

During the process, we organised three focus groups per school (including leadership
teams and teachers who were representing the different educational stages and special-
isms). This corresponded to 100% of the sample. The selection of these professionals
took into account their voluntary participation in the trialling and their involvement in
the LEA programme mentioned above.

The Themis strategy for reviewing school practice, which was inspired largely by the
Index for Inclusion phases, contains the following steps (Figure 1):

Step 1: Starting with reflective questions. At the beginning of the process we wanted to
know what was meant by inclusion for the stakeholders involved in each school. The trial-
ling of another instrument conducted by Sharma et al. (2017), who used indicators as a
catalyst for inclusion, states that inclusive education will become effective if leaders and
teachers are sufficiently trained. However, this is only possible, they argue, if all stake-
holders have a clear understanding of the concept, and governments provide the appro-
priate infrastructure and support to enable them to achieve this.

In the Murcia study, we set out to create ‘interruptions’ to thinking about inclusion
(Ainscow2005), resolve some contradictions (e.g. the concepts of integration and inclusion),
and address different tensions generated by practice (e.g. barriers to learning and other dif-
ficulties, such as the need to increase resources for students categorised as having special
education needs). It has been argued that strategies for developing inclusive practices
have to involve interruptions in thinking in order to encourage an exploration of overlooked

Figure 1. Themis strategy to help schools to plan their next steps.
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possibilities for moving practice forward (Ainscow et al. 2006). For this purpose, we organ-
ised focus groups formed of 4–5 teachers with the support of a ‘critical friend’ (a university
researcher), a role that has led to good results in other experiences in the field of inclusion
(Durán et al. 2005). One of us acted as the critical friend, exercising a guiding and facilitating
role that was intended to encourage reflection on how to promotemore inclusive practices in
schools. In this sense, we followed the advice of Kaplan and Lewis (2013, 29), who state in
their guide, Promoting Inclusive Teacher Education Methodology:

Having someone to talk about your work can make teaching feel less isolating and be a good
way to reflect on and improve your practice as a teacher and an inclusive educator. Of course,
it is very likely that you will talk informally with colleagues about work when you get the
chance. However, it is also useful to have a more structured approach to talking about
your experiences of teaching and learning.

Table 2. Questions to promote reflection in focus groups.
DIMENSION A: ANALYZING SCHOOL CONTEXTS (First reflective session)
A.1. Within school borders: inclusive aspirations
A.1.1. Socioeconomic situation. Are teachers aware of the socioeconomic situation of the families whose children attend the
school?
A.1.2. Cultural diversity. Does your school have students from different cultures?
A.1.3. Education policy. Is the attention to diversity measures envisaged under current legislation suitable to students’ real
situation?
A.1.4. Leadership. Does the Leadership Team employ an inclusive leadership approach?
A.1.5. Pro inclusion values. Do teachers promote values associated with the idea of inclusion?
A.1.6. Prevention of discriminations. Do teachers see the prevention of discriminations as part of their teaching?
A.2. Between scholar collectives: teachers, students and families
A.2.1. Teacher and student relationship. What is the relationship between the teachers and students?
A.2.2. Collaboration between teachers. Do teachers work together collaboratively?
A.2.3. Family and school links. What is the family/school relationship like?
A.3. Beyond school gates: stakeholders and society
A.3.1. Community engagement. Do local community agents collaborate with the school?
A.3.2. Networks between schools. Is the school involved in collaboration networks or partnerships with other schools?

DIMENSION B: VALUING RESOURCES FOR INCLUSION (Second reflective session)
B.1. Personal
B.1.1. Training resources. Do the teachers receive training in attention to student diversity?
B.2. Institutional
B.2.1. Human resources. Does school have sufficient human resources to response to diversity?
B.2.2. Material resources. Do the school’s material resources respond to the needs of all its students?
B.2.3. Technological resources. Are the technological resources at your school appropriate for the diversity and number of
the students?
B.2.4. Physical resources. Are the school’s installations accessible to all?
B.2.5. The school as a resource. Is the school used as a community resource?
B.3. Local
B.3.1. Neighbourhood resources. Does the school manage the community resources available to students and parents
effectively?

DIMENSION C: DEVELOPING INCLUSIVE PROCESSES (Third reflective session)
C.1. Presence: taking diversity into account
C.1.1. Celebration of diversity. Do teachers celebrate student diversity in the learning process?
C.1.2. Teaching planning. Does your teaching planning consider all the students?
C.1.3. Education process. How is the education process carried out?
C.1.4. Variety of methodology. Do teachers use a wide range of methodological strategies?
C.2. Participation: empowerment of all
C.2.1. Flexible heterogeneous groups. Is student heterogeneity a basic criterion when organising work groups?
C.2.2. Organisation of times and spaces. Are times and spaces flexible in order to adapt to students’ characteristics?
C.2.3. Support. Does the student support process carry out inclusive?
C.3. Achievement: progress and assessment
C.3.1. Evaluation. When evaluating, is a student’s progress measured according his or her possibilities?
C.3.2. Transit between stages. Does the school provide guidance to students and their families in the transit from one
educational stage to another?
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One of the aims of using focus groups was to promote discussion of the questions formu-
lated by Themis (see Table 2). Three sessions were scheduled, one per dimension (con-
texts, resources and processes).

During the course of these sessions, we observed how the focus groups helped to encou-
rage interactions between participants with different views of inclusion (Fletcher et al.
2010). At this stage, we recognised the importance of developing trust amongst stake-
holders. We also saw how the group discussions prompted teachers to ask questions
about their experiences in school. We felt that, to varying degrees, this helped participants
to open their minds and reflect on the situation in their own working contexts. However,
different views remained and, as in other studies, some resistance to the idea of inclusion
continued to be apparent (Ainscow et al. 2006).

In the main, the teachers who reviewed the instrument argued that it was useful for
thinking about the meaning of inclusion. For example:

During the reflective sessions with Themis I realized that the concept I had of inclusion was
more closely related to integration. I am now able to distinguish the difference between the
two terms and to discuss it with substance. I have been practicing teaching for more than 25
years and I have been listening to the word inclusion for a long time, although at school I
have never had the opportunity to ask myself and my colleagues what it really means and
the scope and significance of this process in our students’ lives. (Head Teacher, Private
School).

In our daily school routine, we do not usually have moments to think about issues such as
inclusion. We are always working and we dedicate the free time in our timetable to pro-
gramming and revising the educational standards imposed by law. We try to address diver-
sity in the best possible way, but it is true that most of the time we do not ask ourselves if
we are responding to diversity in an inclusive form or not. I think the use of Themis in
school has helped me to question my own practice as a teacher. (Music Teacher, Public
School).

Step 2: Filling out a questionnaire. The questionnaire (see Appendix 1) was adminis-
tered in printed format and schools were provided with a letter-box where teachers
could deposit it individually, once completed.

Step 3: Analyzing the data.We led the information analysis and returned the data to the
schools. Likewise, PowerPoint presentations about the strengths and weaknesses found
were prepared, which were well received by the participants and seemed to facilitate
understanding of the results. The analysis of the data collected by Themis identified
strengths and weaknesses in relation to the practices of the schools. In general, the
main strengths were concentrated in the processes dimension, referring to the actual
teaching work, while the weaknesses were found in contexts, with scarce engagement
between schools and their communities. The use of mixed forms of data (qualitative
from the focus group and quantitative from the questionnaire) helped to provide a
better understanding of inclusion and how contextual factors were influencing thinking
and practices (Gruner 2007). As has been argued, evidence of various kinds can be a cat-
alyst for stimulating other forms of organisational learning (Ainscow 2016). This involves
using different approaches that are part of a broad agenda to increase trustworthiness and
facilitate complementary information (Newby 2010). Some of the challenges involved
during this stage were the need to generate credible evidence and the problem of
making sense of this evidence.
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Step 4: Choosing improvement lines. At this stage, each school decided its priorities for
moving forward toward, which were presented at a meeting of all the participating schools
(Figure 2).

On the basis of the findings, and taking into account the areas for development deter-
mined by each school, the improvement lines to be adopted were discussed and selected by
the stakeholders involved. At this time, we made our recommendations through a report
and PowerPoint exhibition, although schools had the final decision on the areas selection
in which they wanted to work. In the end, schools voted what were their priorities. Some of
these were associated with topics of interest such as: support networks between schools;
cooperative learning; peer tutoring; welcoming immigrant students; tutorial action; atten-
tion to diversity; transit between stages; community engagement; coexistence in school;
and teacher collaboration.

Drawing the lessons

Throughout this paper, we have stressed the importance of addressing the idea of
inclusion in relation to particular contexts. This reminds us of the complexities of the pro-
cesses involved and the challenges that have to be overcome in order to promote more
inclusive schools.

Following the trialling of Themis, we have drawn several lessons that throw further
light on these challenges and how they can be addressed. These lessons are summarised
in this concluding section, which is structured in relation to the research question pre-
sented at the start of the paper: How can schools be helped to review progress on their
journey to becoming more inclusive?

Firstly, we conclude that review instruments such as Themis can help schools along their
inclusion journey. However, what is clear from this experience is that the various meanings

Figure 2. Image taken during one of the meetings held to choose the improvement lines.
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of inclusion that are likely to be there amongst the stakeholders involved have to be discussed
and, if possible, resolved. In this way, the aim must be to arrive at a shared understanding
that can help draw people together around a common purpose. Having said that, it has to be
accepted that a complete consensus within a school is unlikely. This is why leadership is
such an important factor in helping those involved to live with and learn from the different
perspectives that exist within their school community.

With regard to our research question, our study suggests that, if we want to help schools
to review their progress in terms of inclusion, we need to know where they are on their
journey. In this respect, the logical starting point for inclusive development within a
school is through a detailed analysis of existing practice and with the sharing of expertise
amongst staff members (Ainscow, Dyson, and Weiner 2014).

Evidence from the trials presented in this paper suggests that the formulation in the
new instrument is promising in this respect. Indeed, following the trialling, many of the
teaching staff affirmed that Themis had promoted a rich debate about inclusion in their
schools. As a result, the tool appeared to stimulate self-reflection processes as a starting
point for moving thinking and practice forward.

Secondly, these experiences suggest that improvements have to be planned jointly, based
on the strengths and weaknesses found in each context. Schools can be helped to review
progress on their journey to becoming more inclusive through collective discussions
aimed at selecting improvement areas for further development. In short, Themis looks
to be a promising way of raising awareness of a school situation amongst the teaching
staff in order to incorporate improvement actions oriented towards organising collective
processes of change and developing more inclusive practices.

Thirdly, the experiences we have described confirm that changes toward inclusion must
start from the interests and motivation of the school as a whole. Furthermore, the later
assessment of the evidence collected has to involve a feedback process in which the par-
ticular concerns of individuals are addressed and any other questions that arise are
dealt with through collective effort. All of this is inspired by a view of inclusion as a
never-ending process of social learning – a continuous search that has no end – a formu-
lation that is closely linked to the thinking behind the Index for Inclusion.

This leads us to conclude that research into evidence from these types of experiences
could be of great value in the coming years for the review of the progress on the inclusion
journey within the Spanish context. However, there has to be a recognition of the limit-
ations of only having teacher perceptions. There are other instruments, not least the
Index for Inclusion, that encourage schools to compare the views of different stakeholders,
including parents and students. Indeed, research of Messiou and Ainscow (2015) on
teacher professional development suggests that it is listening to the views of students,
more than anything else, that makes the difference as far as responding to learner diversity
is concerned. In particular, these researchers argue, it is this that brings a critical edge that
has the potential to challenge teachers to invent new possibilities for engaging students in
their lessons.

Finally, returning to the themes we presented at the start of this paper, improving
schools by making them more inclusive is central to the world agenda for education.
However, in order to be aware of the strengths and weaknesses in schools, efficient
tools and guidance on their use is needed. In this respect, Themis has proved to be
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useful in a particular context by fostering reflection amongst teachers about the contexts,
resources and processes that underpin their work.
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Appendix 1. Themis inclusion tool

Please mark with an X the response that best reflects how much you agree or disagree with the statements (1 = Totally
disagree, 2 = Disagree, 3 = Neither agree nor disagree, 4 = Agree, 5 = Totally agree)

DIMENSION A: CONTEXTS
1. I am aware of my students’ socioeconomic situation 1 2 3 4 5
2. I have information to advise students who are more vulnerable/at greater risk of exclusion 1 2 3 4 5
3. Students come from different cultures 1 2 3 4 5
4. I believe that the attention to diversity measures under current legislation respond to the needs of the
students at my school

1 2 3 4 5

5. The Leadership Team distributes tasks equally 1 2 3 4 5
6. The Leadership Team considers the opinions of others when taking decisions 1 2 3 4 5
7. The Leadership Team promotes the development of inclusive practices 1 2 3 4 5
8. I identify with values linked to the principle of inclusion (equity, equality, tolerance, solidarity, social
justice, respect for diversity)

1 2 3 4 5

9. My daily practices foster inclusive values among my students 1 2 3 4 5
10. Preventing discriminations is part of my teaching work 1 2 3 4 5
11. Teachers and students have a mutual respect 1 2 3 4 5
12. There is a good coexistence environment in the school 1 2 3 4 5
13. I collaborate with my colleagues 1 2 3 4 5
14. I share teaching materials with other teachers at my school 1 2 3 4 5
15. I perform co-teaching activities (two or more teachers giving lectures in the same classroom) 1 2 3 4 5
16. I maintain ongoing communication with the families 1 2 3 4 5
17. I encourage the families to get involved in their children’s education 1 2 3 4 5
18. Families participate actively in the school life 1 2 3 4 5
19. There are volunteers who collaborate in the education process (old students, retired people, families and

others)
1 2 3 4 5

20. During the school year I carry out activities with associations that cooperate with the school (those
devoted to disabilities or other purposes)

1 2 3 4 5

21. The local authorities are receptive to requests to get involved in campaigns or to provide services within
the school

1 2 3 4 5

22. The school is involved in networking projects with another schools (regional, national or abroad
partnership)

1 2 3 4 5

23. The school collaborates with other socio-educational institutions in the area 1 2 3 4 5

DIMENSION B: RESOURCES
24. I take part in ongoing training in attention/responses to diversity (Courses, Seminars, Conferences) 1 2 3 4 5
25. I collaborate in teaching innovation projects for improving inclusion 1 2 3 4 5
26. The staff at the school includes enough specialists/auxiliary workers to attend to its student diversity 1 2 3 4 5

(Continued )
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Appendix 1. Continued.
DIMENSION A: CONTEXTS
27. I have external advice whenever I need it (e.g. Educational Guidance and Psychopedagogical Services) 1 2 3 4 5
28. I use peer tutoring for students to help one another 1 2 3 4 5
29. The families are a valuable human resource for the school 1 2 3 4 5
30. I enjoy a wide range of teaching resources that respond to all my students’ characteristics 1 2 3 4 5
31. I regularly take stock of the materials so as to take maximum advantage of my school’s resources 1 2 3 4 5
32. All the classrooms are technologically equipped (beamer, projector, computer, smart board) 1 2 3 4 5
33. The computer rooms are equipped with enough computers for the numbers of students 1 2 3 4 5
34. Students who need alternative means to access the curriculum, information and communication have

these available
1 2 3 4 5

35. The school’s installations are accessible 1 2 3 4 5
36. The school’s equipment and furniture is adapted to students’ needs 1 2 3 4 5
37. The school offers out-of-school activities (theatre, cinema, choir, dancing, radio, press) 1 2 3 4 5
38. The school offer out-of-school sports activities 1 2 3 4 5
39. The school allows its installations to be used for other activities during holiday periods 1 2 3 4 5
40. The school organises out-of-school activities for families (Workshops, Schools for Parents) 1 2 3 4 5
41. The school has a resources bank for students who need it (e.g. loan of textbooks) 1 2 3 4 5
42. The school manages the community/district resources effectively 1 2 3 4 5

DIMENSION C: PROCESSES
43. Student diversity enriches the education process 1 2 3 4 5
44. I plan my teaching taking all the students into account 1 2 3 4 5
45. I incorporate all students’ interests into my teaching 1 2 3 4 5
46. I frequently review my teaching programme to update and adapt it to the class group 1 2 3 4 5
47. I design back-up/curriculum support activities 1 2 3 4 5
48. I design activities to extend/enrich the curriculum 1 2 3 4 5
49. I use various methodological strategies throughout my teaching (e.g. learning by projects, learning

corners, research work, cooperative learning)
1 2 3 4 5

50. I set up heterogeneous work groups in the classroom 1 2 3 4 5
51. I rearrange the classroom distribution according to the type of activity 1 2 3 4 5
52. I use flexible grouping of students 1 2 3 4 5
53. I offer extra time to students who do not finish a task in the set time 1 2 3 4 5
54. I have extra activities for students who finish tasks early 1 2 3 4 5
55. The support takes into account possible barriers/obstacles in students’ learning and participation 1 2 3 4 5
56. All students receive the specific support they require 1 2 3 4 5
57. Students preferably receive support in the classroom with their reference group 1 2 3 4 5
58. The support action lies with all the teachers, not just the specialists 1 2 3 4 5
59. The assessment criteria in my programme are flexible 1 2 3 4 5
60. I use various tools to evaluate learning 1 2 3 4 5
61. My assessment is based not only on the final grade but on the progress made by the student 1 2 3 4 5
62. It is important for students to be assessed with individual and group grades in order to rate their

individual and group work
1 2 3 4 5

63. Students who need more time to complete tests and exams are allowed it 1 2 3 4 5
64. The school provides students and families with information about the transit from one educational stage

to the next
1 2 3 4 5

65. The school runs activities to familiarise students with their next school (e.g. visit to the primary/
secondary/vocational school or university)

1 2 3 4 5

Indicate 3 positive aspects regarding attention to diversity in your classroom /school
1
2
3

Indicate 3 negative aspects that you would like to change regarding attention to diversity in your classroom/school
1
2
3

Thank you for collaborating.
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