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Executive Summary and Main Findings

This report is a bottleneck analysis of inclusive education in Greece. It is a
qualitative research-based analysis, and stems from the assumption that inclusion
for marginalized student groups (migrant, refugee, Roma), and students with
Disabilities and/or Special Educational Needs (D/SEN) is a friction field between
two opposite but coexisting perceptions: education as a human and social right,
and education as an economic and commercial good. The report takes the stance
that without ignoring the latter perspective, shaped by globalisation and
neoliberalism, policy makers and educators should approach it critically.

The report also implies that understanding educational inclusive policy
involves more than analysing the policy texts; it also involves understanding
the processes prior to, during and after the production of texts, as well as the
voices, interests and values that are represented in the texts. As an important
consequence, this is an evidence-based report. It maps the field of inclusive
education in Greece, it contains a thorough literature review, it raises research
questions using a Rapid Outcome Mapping Approach (ROMA), and finally it
makes use of ethnographic and discourse analytic tools that created rich
qualitative data. Text analysis took place in Spring 2021, and then ethnographic
fieldwork was undertaken in May and June 2021.

The report is based on critical discourse analysis of official texts (educational
policy documents) and on individual interviews and focus groups with
stakeholders representing several groups: Ministry of Education and Institute of
Educational Policy executives, education advisors and professionals, schools’
principals, educators, and parents. Due to the COVID-19 pandemic, digital
ethnography techniques were used, and the main communication channel
between participants and researchers was videoconferencing.

The analysis takes the deliberate decision to research the problems, but to focus
on solutions. So, this is a report that analyses obstacles to propose measures.
The main findings of the research lead to the definition and recommendation of a
series of reforms both at policy and school practice levels.

Inclusion is considered in this report as a universal human right, and its main aim
is to give access and opportunity to all children to participate equally,
confidently, and independently in everyday activities. The main difference
between ‘integration’ and ‘inclusion’ is that the former is a process where children
from vulnerable groups have to change, adapt and fit into the mainstream
education system and its schools; the latter, on the other hand, is a process where
the school has to change so that all the children benefit from equal opportunities
and just participation.

% Bottleneck Analysis 7
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A prerequisite of inclusive education is the conceptualization of school as a
whole. From a focus on students with disabilities and/or special needs, after the
Salamanca Statement and Framework in 1994, inclusive education has been
extended to anyone who may be excluded from or marginalized in education. In
other words, inclusive education has become more inclusive...

As a consequence, the distinction of two main groups of students in this report,
namely a) students D/SEN (with disabilities and/or special educational needs),
and b) students with a migrant/refugee background and Roma students, is made
for practical and programmatic reasons. It's a distinction that reflects specific
expertise and experiences of the participants in the research, even though
criticism may be developed against this specialization as being an artificial one. In
fact, the actual, unified concept of inclusive education may, sooner or later, lead to
the development of ‘inclusion teachers and professionals’, rather than qualified
experts on special needs or on teaching of a second language.

The research shows that important achievements have been realised regarding
inclusive education in Greece. They take the form of policy texts, hybrid
education structures, qualified teaching staff, and they are operationalised as
laudable efforts of schools and stakeholders.

Nevertheless, the report acknowledges that several challenges remain in key
areas of inclusive education in Greece.

At institutional level, (a) a more coherent and realistic inclusive education
policy is needed, as well as (b) a consistent interagency collaboration.
Participants in the research regularly report operational problems that could be
tackled with (c) an increase of the national budget spent on inclusive
education. A crucial aspect of the budgetary and bureaucratic shortcomings is the
(vear in, year out) belated recruitment of teachers appointed in structures
destined to students from vulnerable groups (DYEP, support and reception
classes). This repeated practice sends a message of emergency solutions and not
of a constructed action plan for inclusive education. Stakeholders pointed out the
need for (d) revising and updating the curriculum and textbooks so that
appropriate educational material is available to cater for all specific needs of
D/SEN students, and students from minoritized groups. A holistic view of
education should go through (e) stronger interconnections between D/SEN
pupils’ education/training and labor market, minoritized groups and the
wider community.

At school and class level, the key ideas that are quite apparent in the research
outcomes include: (a) cultivate an inclusive school ethos, based on trust and
empathy; (b) strengthen partnerships; (c) revise or specify the way inclusive
structures work; (d) develop and provide assessment and evaluation
processes and procedures, (e) enhance communication between schools,
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families and communities, f) assure continuous and updated, but also practical,
experiential and sentimental teachers’ training, g) invest on the application of
differentiated instruction and learning model.

At all levels, needs analysis and availability of data are crucial; research and
evidence are required before any policy-making, but also during and after
measures are applied. The education of children in need may become a positive
field for international cooperation, visibility and mutual understanding of
national school systems. Local, evidence-based decisions should be
encouraged; systematic feedback from the field, including children’s voices, and
independent evaluation are indispensable levers of improvement.

The raising of awareness regarding students with disabilities and/or special
educational needs as well as different linguistic and cultural pathways must be
achieved not only through teachers’ training, but also by exploring public
sensitization activities. Unfortunately, cases of discrimination, heterophobia
and bullying have been reported by participants in the report. Against such
phenomena, it is imperative that schools, as a whole, develop readiness to actively
enact zero tolerance policies.

Initial assessment procedures for newly arrived migrant and refugee students
may prove inadequate to the challenges that these children face. The same applies
to Roma children, whose competences and potential are often overlooked.
Previous knowledge and competences of children of the report’s target groups are
rarely explored in Greek schools, and this often leads to low expectations and,
subsequently, to low performance among minoritized children. It is problematic
that policies on learning support tend to focus exclusively on students' academic
needs and, to a great extent, ignore students’ social and emotional needs.

Itis recommended that steps are taken towards the development of wider school
communities, as schools that are open to parents and to society are more
supportive of diverse students. Of course, this is the case for any type of school!
For instance, teaching sign language, and the family languages of migrant,
refugee or Roma students is a powerful, symbolic, and effective inclusion tool, but
strong stereotypes and monolingual ideologies prevent schools from applying it.
Openness to the community may take the form of using the services of teaching
assistants and intercultural mediators, a practice that has been very rarely
observed in Greek schools so far.

Regarding, particularly, Roma students, the report demonstrates that the
substantial diversity of contexts in Greece, both linguistic and social, is not
systematically taken into consideration for educational planning. A rights-based
approach of Roma students should be enhanced, and the fight against
discrimination and negative stereotypes must become an everyday affair for all
stakeholders. Participation of Roma communities is found to help in inclusion.
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Segregation in schooling still persists, sometimes covertly, and the same stands
for migrant and refugee children.

In general, family participation in the school activities and initiatives may be a
determining factor for inclusion purposes. Translation of school documents, use
of interpretation and sign language, and the creation of a multilingual written
environment in schools are valuable bridges to this direction. Then, planning
collaborative actions concerning democratic values, solidarity, and empathy
among school and society, are keys to awareness and understanding.

More generally, the instauration of a democratic culture in schools is a key
element for accomplishing inclusion. The model of Competences for Democratic
Culture of the Council of Europe is a particularly useful tool in this regard. The
Model contains twenty competences grouped in four broad clusters: values,
attitudes, skills, and knowledge and critical understanding, and implies that the
development of such democratic competences requires a systemic engagement in
an enabling environment. School is definitely such an environment (Council of
Europe, 2018: 27).

Given the crucial role of the schools’ principals, special attention should be paid
to their continuous training and development. As principals have attained an
important threshold in their careers, they are typically in the second half of their
professional trajectory, and they are charged with major administrative
responsibilities, they should be boosted in their motivation to keep abreast of
scientific and social developments relating to inclusive education.

As expected, the role of educators is important, too. Teachers who are perceived
and perceive themselves as respected professionals, agents of equality, and micro-
researchers in their classes, become able to create an inclusive climate that helps
all children. The participatory and to-the-point training of educators is a requisite
for that.
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Introduction, Authorship and Acknowledgements

This report presents a bottleneck analysis on the implementation of an inclusive
school in Greece and is the deliverable of Outcome 1 of the project “Bottleneck
Analysis and Teacher Trainings for Inclusive Education”. The project was
implemented by the Greek Language and Multilingualism Lab (GLML) of the
University of Thessaly from December 2020 to June 2021, pursuant to a Call
published for Greece by UNICEF in Autumn 2020. The project falls within the
scope of Phase III of the Preparatory Action for a Child Guarantee, an initiative
of the European Commission (EC), in partnership with UNICEF Regional Office for
Europe and Central Asia (ECAR), which aims to ensure progressive
implementation of the most vulnerable children’s rights in Europe. During this
Phase of CG, projects ran in seven EU Member states: Bulgaria, Croatia, Germany,
Greece, Italy, Lithuania and Spain.

The Child Guarantee (CG) Initiative of the European Union aims at preventing
and combating social exclusion, by guaranteeing the access of children in need to
a set of key services. In doing so, the initiative contributes to fostering equal
opportunities for children in need and combating child poverty. To achieve
this objective, CG helps Member States target support measures at children in
need, understood as persons under the age of 18 years who are at risk of poverty
or social exclusion. When identifying children in need and within this group, CG
offers a framework so that Member States take into account, wherever
appropriate, specific forms of a disadvantage, such as the needs of:

(i) homeless children or children experiencing severe housing
deprivation;

(ii)  children with a disability;

(iii)  children with a migrant background;

(iv)  children with a minority racial or ethnic background (particularly
Roma);

(v) children in alternative (especially institutional) care; and

(vi)  children in precarious family situations;

As steps in this direction, CG

- calls on Member States to guarantee for children in need effective and free
access to early childhood education and care, education (including school-
based activities), a healthy meal each school day and healthcare; making
certain services cost-free is one of the ways of increasing effectiveness of
access;

. Bottleneck Analysis 11
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- calls on Member States to guarantee for children in need effective access to
healthy nutrition and adequate housing;

- provides guidance to Member States on how guaranteeing access to these
services could be supported by corresponding measures;

- establishes governance and reporting mechanisms;

- provides for the implementation, monitoring and evaluation
arrangements.

The present report is meant to provide a documented framework for Greece to
address exclusion from education that has been exacerbated during the Covid-
19 pandemic. It assesses the consistency and coherence of existing relevant
policies in relation to their communication, understanding and application in
schools. The report identifies the challenges for providing adequate education for
children in need, and highlights the importance of a ‘whole school’ approach,
considering the inclusive school as an ecosystem promoting quality
education for all, also related with the Sustainable Development Goals
(SDGs), adopted by the United Nations in 2015 as a universal call to action to end
poverty, protect the planet, and ensure that by 2030 all people enjoy peace and
prosperity.

Therefore, this research aims at providing an overview of the common bottlenecks
related to the inclusive education of children in need. The analysis discusses three
target groups: a) students with disabilities and/or special educational needs
(D/SEN), b) Roma students, and c) students with migrant/refugee
background. The categorization of three groups of pupils mentioned in this
research is for programmatic reasons. Actually, a global approach is dictated
by the data generated during the fieldwork, showing a trend of common causes
and consequences for the bottlenecks of different target groups, despite the
partial expertise of many of the participants (e.g., experience in working only with
D/SEN students, or only with refugee students).

During the organisation of the fieldwork, target groups (b) and (c) were treated as
one, as several stakeholders possess binary (i.e.,, Roma & migrant) responsibilities
and experience. Furthermore, although some data and findings of the research are
of particular relevance to refugee students, conclusions and recommendations
concerning target group (c) above are presented jointly for migrant students and
for refugee students. For the purposes of this analysis, students with a refugee
background are generally considered as a sub-group of the students with a
migrant background, recognising, though, certain differences between the two
groups. For the challenges associated with defining “children with a migrant
background”, the remarks by Bircan et al. (2019: 10) are useful and appropriate.
At any rate, previous research has shown that the duration of schooling, rather
than the country of origin or the legal status of the students’ family, is the main
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differentiating feature in the target sub-groups included in (c). Of course, this
report recognizes that the needs of refugee children may differ from those of
children with a migrant background, for instance regarding the readiness for
mobility and the living conditions (e.g., accommodation sites), but this remark
concerns mainly the content of education, and not the principles of inclusion.

The present report is evidence-based and draws on substantial qualitative
research, undertaken in a focused timeframe (February to June 2021), in an
intensive and comprehensive way, by a research team composed of ten
experienced and specialised researchers of the Universities of Thessaly and
Athens. After a first stage involving literature review, fieldwork research was
undertaken, which relied on Critical Discourse Analysis, ethnography, digital
ethnography, implemented 19 interviews and four focus groups with
stakeholders as data collection tools, and generated a thematic analysis
framework for exploring and interpreting the data collected.

Extensive data extracts are included in this report, as excerpts that give “voice”
to the participants. The research team firmly believes that educational policy and
practices cannot be effectively and sufficiently understood just by analysing policy
texts and official documents. By the way, policy is closely linked, but not identical
to politics, the latter being defined as the set of processes based upon which
governments come to choose among a variety of collective goals, including goals
of education. Then, the analysis showcases that there may be a long way to go
from policy to practices.

Factors that must be taken into account in order to explain inclusive policy and
practices for students with disabilities and/or special educational needs and
minoritized students include:

a) the political and social context;

b) the structure of the education system;

c) school operations and parts of the school community involvement;

d) support and networks of education professionals;

e) class practices;

f) specific provisions for diversified target groups of students.

Understandably, the educational context for children with D/SEN, Roma, and with
a migrant/refugee background is usually considered as a complex one.

The report is organised in three Parts and ten Chapters. Part 1 (Theoretical
and educational underpinnings) reflects desk(top) research and review of
information relevant to the bottleneck analysis, whereas Part 2 (Research findings
in Greece) presents the design and outcomes of the fieldwork. Part 3 is shorter,
and it contains recommendations formulated by the research team, after the
analysis of the research findings.
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There is a one-to-one correspondence between most Chapters of the report:
Chapters 1 and 6 discuss the concept of inclusion and educational policies about it.
Chapters 2 and 7 concern the transfer of policies for inclusion to schools. Chapters
3 and 8 describe and comment on inclusive principles and practices in schools.
Finally, Chapters 4 and 9 contain criticisms, proposals and perspectives for inclusion
on Greek schools. In all the above pairs of Chapters, the former refers to literature
review and texts analysis, and the latter to fieldwork findings and results. Of the
two remaining chapters, Chapter 5 is dedicated to Research Methodology, and
Chapter 10 to Recommendations.

In order to run this project and undertake this bottleneck analysis, the GLML of
the University of Thessaly, which has a long-standing research tradition on
multilingualism and intercultural education issues, partnered with the National
and Kapodistrian University of Athens (NKUA), and a team specialised in children
with disabilities and/or special educational needs (D/SEN). Professor George
Androulakis (University of Thessaly) was the Coordinator and Principal
Investigator of the project, and the Co-Investigator was Associate Professor
Diamanto Filippatou (NKUA). The research team was composed by eight
qualified, and experienced female researchers and educators: Roula Kitsiou,
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Key definitions

Differentiated instruction

Differentiation means tailoring instruction to respond to variance among learners
in the classroom in order to create the best learning experience possible. Using
ongoing assessment and flexible grouping, teachers can differentiate at least four
classroom elements based on student readiness, interest, or learning profile:

(a) Content - what the student needs to learn or how the student will get access
to the information; (b) Process - activities in which the student engages in order
to make sense of or master the content; (c) Products - culminating projects that
require students to rehearse, apply, and extend what they have learned in a unit;
and (d) Learning environment - the way the classroom works and feels
(Tomlinson, 2000).

Disability

According to the United Nations’ “Convention on the Rights of Persons with
Disabilities” (article 1), “[p]ersons with disabilities include those who have long-
term physical, mental, intellectual or sensory impairments which in interaction
with various barriers may hinder their full and effective participation in society
on an equal basis with others”.

Educational Policy

Educational policies are mainly approached from a top-down perspective. Such an
approach reflects the reality of planning and design processes in Greece. More
specifically, educational inclusive policies are decisions about the inclusion of the
minoritized groups of students such as their formal access to school, pedagogical
and teaching approaches, curricula, etc.

These decisions are developed by local stakeholders directly related to education
such as the Ministry of Education, and the Institute of Educational Policy.
Decisions are also influenced by guidelines of European and global organisations.
At the same time, education policies are also supported by bodies indirectly
related to the education process, such as the Ministry of Migration and Asylum.
Educational policies are disseminated to schools, usually through formal
guidelines and training seminars for principals and teachers.

However, through our research, it is crucial to include, also, a bottom-up
perspective that means to include policies that are “carried out” from teachers and
students.
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(Social and Educational) Exclusion

Social exclusion is the process in which people or social groups, often referred to
as minorities, are deprived of their basic rights, which are normally available to
members of a dominant group. In particular, factors other than an individual’s
skills and efforts, such as ethnicity, age, disability status, place of residence etc.,
affect their access to opportunities and resources thus leading to systematic
exclusion. Social exclusion also refers to inequalities in access to education, health
care and other basic services, in addition to limited access to employment, and
thus low income, uneven participation in social, political, and civic life. Minorized
social groups, such as migrants, refugees and pupils with disabilities that are
socially invisible in the countries and societies in which they live, are at risk of
social and educational exclusion. Regarding the educational exclusion, schools,
functioning as part of both an education system and a wider social, economic, and
political context, tend to socially reject minoritized students, either by refusing
access to school to these students or by not providing the educational support
needed.

Good Practices

Good practices are defined either as training practices, i.e., practices adopted by
stakeholders to transfer educational inclusion policies to schools, or as
pedagogical practices adopted by teachers for a more inclusive classroom. Good
practices must fulfil two main characteristics: i) the practices are successfully
implemented, i.e., they achieved the purpose of inclusive education in a specific
field of application, and ii) the practices are successfully implemented in fields
other than the one in which they were first applied.

Inclusion

Inclusion, its conceptualization, and its pedagogical achievement are placed at the
heart of the present study. Inclusion is seen as a universal human right, and its
main aim is to give access and opportunity to all children to participate equally,
confidently, and independently in everyday activities.

For an extensive discussion of this notion, please refer to Chapter 1 of this study,
“The notion of educational inclusion and policies for achieving it”.

Inclusive class

An inclusive class is a specially organised and staffed class, which operates in
mainstream schools and provides two types of educational support programmes.
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e Differentiation of curriculum, according to students’ diverse educational
needs in the mainstream class;

e An individualised educational program that can be implemented outside
mainstream class in a resource room and does not exceed 15 hours per
week.

As far as the Greek context is concerned, the laws in force encourage support in
the mainstream class, offered by specialised teachers in co-operation with the
class teachers, aiming at the differentiation of activities and educational practices
and the adaptation of the educational material and the educational environment.

Integration (Vs. Inclusion)

Integration and Inclusion are often used interchangeably in the field of education,
and specifically in the education for children with minoritized background (for the
sake of brevity, we refer to these children as ‘multi-’ children) or with Disabillities
and/or Special Educational Needs (D/SEN). In this study, we clearly opt for the
use of ‘inclusion’ (instead of ‘integration’) as one of the most crucial aims of
education.

The main difference between the two notions is that ‘integration’ is a process
where ‘multi’ and SEN children have to change and fit into the mainstream
education system and its schools; on the other hand, ‘inclusion’ is a process where
the school has to change so that all the children benefit from equal opportunities
and just participation.

Minoritized Groups

Minoritized groups are groups of people whose physical and cultural
characteristics, ethnicity, practices, religion or other characteristics are different
and fewer in numbers than the main groups of those classifications in the society
in which they live. So ethnic minorities, forced migrants and refugees, pupils with
disabilities, students with special education needs, are all communities where
people vulnerable to exclusion are found, they are singled out from others for
differential and unequal treatment, and who therefore regard themselves as
objects of collective discrimination. Minority group members often face
discrimination in multiple areas of social life, including housing, employment,
healthcare, and education, among others.

Racism and Antigypsyism

Racism refers to the discrimination of individuals and groups of humans,
characterized as minorities, based on race, religion, sex, skin colour, practices,
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beliefs or past experiences, i.e., experiences of war or migration. Racism tends to
associate negative characteristics and traits to the individuals of these specific
groups. Regarding refugees, immigrant, and Roma people, these traits associated
with them cause negative impact on their physical, psychological, social and
financial state. Also, racist behaviours against refugee, immigrant and Roma
students causes their exclusion from the educational system, since they are
labelled as “at risk”, causing the reduction of their attendance rates.

Antigypsyism is a special form of racism against the Roma, and it is about the way
in which the majority and institutions view and treat those portrayed in public
imaginary as “Gypsies". It includes a wide range of manifestations: “from hate
speech to discrimination, from denial of identity to forced and massive expulsion
and from racist jokes to mass killings and attempts to exterminate the whole
group” (Rostas, 2017: 762). This phenomenon has existed in various forms for
more than 500 years. From its beginnings, it has been a huge threat to the lives of
people who are stigmatized as "Gypsies". The culmination of this phenomenon
was the Holocaust committed against half a million Roma, Sindhis and other
people considered "Gypsies". Its main assumption is inferiority and deviance of
Roma. Antigypsyism has been the cause of stigmatization, segregation,
discrimination and physical attacks against Roma, Cindy, travelers and other
people considered as "Gypsies". In contrast to Romaphobia, which may indicate
an unreasonable fear of the Roma, the term "anti-Gypsyism" includes direct
actions against the Roma and emphasizes its systemic character by discussing the
role of the state in the production and reproduction of this irrational racially
biased fear and hostility. Antigypsyism is therefore deeply integrated in social
structures, especially in state institutions and the education system, and is
constantly reproduced (Rostas, 2017).

Special Educational Needs (SEN)

Students with disabilities and/or special educational needs (SEN) are those who
have significant difficulties in learning for the whole or some period of their school
life, due to the lack of support to deal with sensory, intellectual, cognitive or
developmental impairments, mental health and neuropsychological disorders
that affect the process of their school adjustment and learning. Low achievers and
learners with learning difficulties due to external factors, such as linguistic or
cultural diversity, are not considered to have a disability or SEN. Pupils with
complex cognitive, emotional, and social difficulties, delinquent behaviour
because of abuse, parental neglect and abandonment or domestic violence as well
as gifted pupils with one or more talents are considered to have SEN (Article 3,
Greek Law 3699/2008).
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Special education teacher

A special education teacher is a teacher who has either undergraduate studies in
special education as a bachelor degree or a postgraduate qualification in special
education. The definition also includes teachers who have in- service year-long
training in special education.

Special education teachers are mainly employed (a) at special schools or (b) as
Parallel support teachers in mainstream school classrooms and can provide two
types of educational programs

- Differentiation of curriculum according to students’ special educational
needs OR

- Individualised educational programs in a resource room according to
students’ special educational needs (Greek Law 3699/2008).
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Part 1

THEORETICAL
AND EDUCATIONAL UNDERPINNINGS



Chapter 1

The concept of educational inclusion and policies for
achieving it

1.1. The whole school approach idea

The well-established traditional mechanism for hosting the diversity of an
education system based on the recognition/observation of something different
(for some learners) to that which is available to others of similar age (most
learners) depends on a logic of exclusion (Allan 2006; Slee 2010) that is no longer
tenable (Florian 2019).

On the other hand, the ‘whole school’ approach seems extremely promising for
the research team of this report. The ‘whole school’ approach idea targets ‘ideal
inclusion’? where the school as a whole is expected to be a place where special
and specific education services are provided. Special education is no longer to
be considered a place to which students are sent. By the way, ‘special’ services
refers to and responds to specific needs... Special education is rather a service or
set of services across all activities of the school offered to the students (Lipsky &
Gartner, 2012, 19). Whole school re-culturing programs such as the Index for
Inclusion, Whole Schooling, Quality Indicators for Inclusion and Indicators of Success
offer a framework through which school communities can move towards the
aspirations of inclusion that is based on their collaborative nature involving all
members of the school community, and the praxis of reflection, planning, acting,
and reviewing outcomes in a dynamic process that involves constant (re)defining
of inclusive practices (MacMaster, 2013). Florian (2019) explores how the
conceptualisation of inclusive education has been extended since Salamanca from
a focus on learners with disabilities to anyone who may be excluded or
marginalised from education. This then is the starting point for developing
inclusive education in a post-Salamanca era.

Ekins and Grimes (2009) propose a model of whole school development which
attempts to unify different processes and systems and which they call Inclusion in
Action. The model is (re)shaped in each school reflecting various patterns of
working. Inclusion in Action is dynamic as it enables the interlinking of processes

1 Karten (2011) distinguishes between ‘ideal inclusion’ and ‘pseudo-inclusion’, the latter referring
to practices such as the standardization of assignments despite student diversity, the provision of
identical goals, methods and materials for the entire class, the restricted time students with
disabilities spend with non-disabled peers in age-appropriate activities, and the permanent
secondary role the special education teacher has compared to the general education teacher.
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that draw together the three broad educational fields of inclusion, school
development and self-evaluation at all levels of the school community, without
which inclusion cannot move forward effectively within schools (MacBeath 2006).
Inclusion in Action responds to the unique nature of the individual school context,
and thus cannot be reduced into a predefined and restrictive list of particular
activities. Rather Ekins and Grimes (2009) suggest ways to start to think about
how to link relevant and essential school systems into a whole school
development model which can then respond to the particular needs and issues
arising directly out of the school context (see Figure 1)
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Ekins & Grimes (2009), scheme for ‘Inclusion in Action’

1.1.1. The inclusive school as an ecosystem promoting quality education for
all in the context of SDG goals

The discourse of inclusive education in UNESCO has changed over the past 20

years, and it appears to be a contested concept in relevant literature about its

definition (see for example Goransson and Nilholm 2014); enactment (Florian

2017) and evaluation (Loreman and Chris Forlin 2014). In 1994, the Salamanca

Framework for Action called for responsiveness toward children’s ‘conditions’
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that has gradually refocused on the removal of organisational and pedagogical
barriers. ‘Inclusive education’ in the 21st century can thus be understood by its
focus on: (a) plural rights (Mégret, 2008); i.e. the concept of ‘all’ is held in tension
with the acknowledgement that particular populations need specific attention
because of historic exclusion from the benefits of universal rights; and (b)
systemic barriers that deny opportunities for presence, participation, and
achievement in schools (Johnstone, Schuelka & Swadek, 2020).

On a broad and conceptual level, the Sustainable Development Goals (SDGs) were
set forth based on an agreed-upon global ‘aim for a combination of economic
development, environmental sustainability, and social inclusion’ (Sachs, 2012, p.
2206). A key feature of the SDGs is the focus on the term ‘inclusion’, and in terms
of inclusion in education, the SDGs contain both social inclusion discourse (focus
on the opportunities for participation in existing systems) and relational
discourse (demonstrated by the frequent use of the term ‘equitable’). The ‘plural-
relational’ approach to inclusive education draws upon legal and development
scholarship to conceptualize inclusive education in the SDGs (Johnstone, Schuelka
& Swadek, 2020).

More specifically, SDG 4, in addition to naming plural rights, aims to ‘ensure
inclusive and equitable quality education and promote lifelong learning for all’,
and goes as far as identifying ‘inclusion’ as a solution to marginalization (UNGA,
2015b, p. 17). Sustainable development scholars Gupta and Vegelin (2016) define
inclusion in economic and social terms, citing inclusion as a goal that requires
structural change in how people participate in development and how scholars
evaluate its outcomes. Gupta and Vegelin characterise inclusion in three ways:
social inclusion, focused on participation of all in the sphere of development
(Thorbecke, 2006); ecological inclusiveness, which focuses on development of
ecocentric norms (Chambers and Conway, 1991); and relational inclusiveness,
which focuses on issues of power and structural inequalities (Harriss-White,
2006; Mosse, 2010). SDG 4 identifies pluralistic rights by naming girls, rural
children, children from the bottom fifth wealth quintile in their countries, persons
with disabilities, indigenous populations, conflict-affected children, students from
developing countries, least developed countries, small island developing states,
and African states as pluralistic rights bearers.

Despite the contested nature of inclusive education, and the many different socio-
cultural-historical contexts in which schooling occurs, use of the term has
broadened over the past 25 years in recognition of disparities in education
systems throughout the world (Florian 2019). This broader view now necessitates
a wider consideration of what it means to educate all children together. Such a
consideration can address the limitations inherent in current approaches to
inclusive education that have tended to focus on including children with
disabilities in mainstream schools. While inclusive education challenged the
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concept of special needs education as ‘different from’ or ‘additional to’ that which
is provided for the majority of learners, the processes associated with it have
tended to replicate rather than replace special needs education in many situations
leading some to warn that inclusive education risked becoming another name for
special education (Slee and Allan 2001), and others to question whether the
concept of inclusive education has outpaced practice (Artiles et al. 2006). (Florian
2019)

Inclusive education represents a rights-based approach to education that aims to
ensure that: ‘those in vulnerable situations, persons with disabilities, indigenous
peoples, those in remote rural areas, ethnic minorities, the poor, women and girls,
migrants, refugees, and displaced persons whether as a result of conflict or natural
disaster’ (UNESCO 2018, 2), are not excluded or marginalised from or within
education systems. It is important to note that special needs education and
inclusive education are not synonymous concepts but they are both imperfect
practices with scope for future development that support the equity agenda of
SGD 4 (Florian 2019). SDG 4 represents a new era for inclusion and inclusive
education placing greater emphasis on accountability for marginalised
populations through examination of disaggregated data than ever before.

1.1.2. Main groups addressed by this research

The three main groups of pupils mentioned in the current study, pupils with
special educational needs, with multicultural background and Roma students, are
identified in separate sections for programmatic reasons. In addition, in order to
not leave outside of what policy makers frame as ‘all’ risking to contribute to what
Anastasiou and Keller (2014) call a ‘politics of silence’, it is considered important
to name specific subgroups employing a population-specific right approach
because of historic inequalities. By naming students with SEN or with a
migrant/multicultural background thus, we follow Johnstone et al.’s (2020, p.+++)
argument in that ‘certain children need to be highlighted for the sake of
unravelling legacies of exclusion’. The process of identifying marginalised
populations raises new questions of course about who is not named as a plural-
rights bearer or potential beneficiary of relational inclusion efforts. To this end,
global initiatives such as the SDGs, their targets, and the metadata used to evaluate
progress must remain flexible and in a state of constant renewal to ensure that
inclusive development both pursues the benefits of all and recognises the
particular rights and equity needs of those for whom traditional development
approaches have not succeeded (Johnstone et al., 2020).
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1.2 Inclusion and inclusive policies for students in need

1.2.1. Inclusion and inclusive policies for students with Disabilities and/or
Special Educational Needs (D/SEN)

One of the principal children’s rights is the right to knowledge and to education
on the basis of equal opportunities. As article 28 of the UN Convention on the
Rights of the Child (1989) states:

States Parties recognize the right of the child to education, and with a view to
achieving this right progressively and on the basis of equal opportunity, they
shall, in particular:

(a) Make primary education compulsory and available free to all;

(b) Encourage the development of different forms of secondary education,
including general and vocational education, make them available and
accessible to every child, and take appropriate measures such as the
introduction of free education and offering financial assistance in case of
need;

(c) Make higher education accessible to all on the basis of capacity by every
appropriate means.

In addition, Article 24 of the above Convention, and the subsequent General
Comment No. 4 of the UN Convention on the Rights of Persons with Disabilities
(CRPD) also recognize the right of persons with disabilities to education by
ensuring an inclusive education system at all levels and lifelong learning
(European Agency for Special Needs and Inclusive Education, 2015: 1).

According to the European Agency for Special Needs and Inclusive Education:

the operational principles guiding the implementation of structures and
procedures within inclusive education systems must be those of equity,
effectiveness, efficiency and raising achievements for all stakeholders -
learners, their parents and families, educational professionals, community
representatives and decision-makers - through high-quality, accessible
educational opportunities. (2015: 2)

General Comment No. 4 on the right to inclusive education further clarifies that
“only inclusive education can provide both quality education and social
development for persons with disabilities, and a guarantee of universality and
non-discrimination in the right to education” (2016). This clarification is crucial
because it distinguishes between segregation, integration, and inclusion, and it
urges governments to transfer resources from segregated to inclusive settings.

In the literature, inclusive education is primarily understood as an ideology and
an approach to educational practice that respects the right of all children to
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receive quality education alongside their peers (Barton, 1997; Allan, 2007). Its
implementation entails a series of actions: Soriano, Watkins, and Ebersold (2017:
8-9), for instance, argue that inclusive education can be conceptualised in four
dimensions:

* Inclusive education as placement in mainstream education;

* Inclusive education as a process towards equal learning opportunities;
* Inclusive education towards equal achievement opportunities;

* Inclusive education towards equal citizenship opportunities.

Thus, the aim of inclusion is to embrace all people irrespective of race, gender,
disability, medical or other need. It is about giving equal access and opportunities
and eliminating discrimination and intolerance (i.e., the removal of barriers). It
affects all aspects of public life. In education, ‘inclusion’ has become the term used
to describe the right of parents and children to access mainstream education
alongside their peers. It involves a process of systemic reform embodying changes
and modifications in content, teaching methods, approaches, structures, and
strategies in education that aims to overcome barriers by providing the
environment that best corresponds to pupils’ needs and preferences.2

In 2010, the European Commission developed the EU Disability Strategy (EDS)
2010-2020, which outlines important EU initiatives in the domain of education,
some of which are the following:

* theJoint Report on the implementation of the Education and Training 2020
(ET2020) Strategic Framework, which prioritises enhanced access to
quality and inclusive mainstream education and training for all learners;

* in Erasmus+, specific funding provisions were also made available for the
participation of students and staff with disabilities in mobility actions. The
Inclusion and Diversity Strategy applied to the Youth strand of Erasmus+
also ensures that young people with fewer opportunities have equal access
to the programme, including young people with disabilities (Drakopoulou,
2020).

In 2021, the European Commission published the EU Strategy for the Rights of
Persons with Disabilities 2021-2030. This is the second strategy of this kind,
and it builds on the work done on the basis of the Disability Strategy 2010-2020.
The Strategy 2021-2030 aims at establishing the objectives of the EU as regards
the life improvement of persons with disabilities. From the perspective of equality
bodies, the main initiatives of the strategy elaborate on the role of such bodies in
drafting the strategy. The strategy itself focuses on the three main issues:

2 https://www.inclusion.me.uk/news/what does inclusion mean
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* EUrights;
* independent living and autonomy;
* non-discrimination and equal opportunities.

All the Member States in the European Union are committed to working towards
ensuring more inclusive education systems. They endeavour to achieve this goal
in different ways and through diverse practices, depending on their past actions
and current contexts. The ultimate vision for inclusive educational systems is to
ensure that all learners of any age are provided with meaningful, high-quality
educational opportunities in their local community, alongside their friends and
peers. This vision is in accordance with Luxembourg Recommendations
(European Agency for Special Needs and Inclusive Education, 2018c) where it is
clearly stated that students with special educational needs have equal chances in
their lives (education, vocational training, work, and social life) and that they
should be included and educated in the context of general classroom (UNESCO,
1994; Ainscow, 1998). The UN 2030 Agenda for Sustainable Development
(UNESCO, 2015) also calls for countries to “ensure inclusive and equitable quality
education and promote lifelong learning opportunities for all” (Goal 4 of the
Sustainable Development Goals).

The beforementioned visions, goals, and actions are based on the endeavours by
UNESCO and the European Agency for Special Needs and Inclusive Education
(2018a) to foster the development of more inclusive educational systems. This
attempt aims to:

(a) raise the achievements of learners by recognising and building upon their
talents and effectively meeting their individual learning needs and interests;

(b) ensure that all stakeholders value diversity;

(c) ensure the availability of flexible continua of provision and resources that
support the learning of all stakeholders at both individual and organisational
levels;

(d) ensure that effective continua of support in inclusive educational systems
encompass personalised approaches to learning that engage all learners and
support their active participation in the learning process (e.g., learner-
centred curriculum and assessment frameworks, flexible training and
continuous professional development opportunities for all educators, school
leaders and decision-makers, etc.);

(e) operate aslearning systems that work towards the continuous improvement
and alignment of structures and processes by building the capacity of all
stakeholders to develop their attitudes and beliefs, knowledge,
understanding, skills and behaviours in line with the goals and principles of
an inclusive educational system and to systematically reflect upon their
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achievements and then use these reflections to improve and develop their
collective work towards their shared goals; and

(f) raise the achievements, outcomes, and outputs of the system overall by
effectively enabling all stakeholders.

Within the above framework, it is therefore important that EU policies and
Member States’ education legislation fully harmonise with CRPD provisions.
However, the implementation of the recommendations on inclusive education is
notlegally binding for the EU Member States; rather, it depends on Member States’
willingness and priorities. This is the reason why many variations are to be
noticed in educational systems among the Member States. On the other hand,
despite the extensive literature on the topic, inclusive education remains a
controversial concept, as it is understood in different ways, according to the
individual researchers’ theoretical background and the national context (Meijer &
Watkins, 2016).

1.2.2. Inclusive educational policies for students with a migrant / refugee
experience and for Roma students

The notion of inclusive education

The relationship between inclusion and education begins in the context of the
educational integration of students with special educational abilities (Kiuppis &
Peters, 2014: 250, cited in Cerna, 2019: 54; OECD, 1996: 3, cited in Taylor, Kaur, &
Sidhu 2011: 53-54; European Commission directives). So, in recent years,
inclusive education has expanded its boundaries, due to intense diversity, and
now includes groups of students with refugee / immigration experience and Roma
students. Due to the multilevel diversity that characterizes the above groups, the
concept of inclusion cannot be limited to a single definition.

According to Mitchell (2005), inclusion is a complex and problematic notion that
can hardly be defined by an acceptable definition. It seems that the concept of
inclusion depends each time a) on the group of students to whom it is addressed
and their special needs in relation to the respective socio-political conditions, b)
on the agenda of the institution or the synergy of the institutions, c) on the
influence of previous directives, actions, d) on the government directives,
directives of the European Commission and International Organisations, e) on the
objectives of the action / synergy [our finding]. Nor can we fail to emphasize the
frequent confusion surrounding the terms ‘inclusion’ and ‘integration’. Groups of
children can be seen either individually (migrant students, refugees, Roma) or as
a whole, under the concepts of vulnerable social groups, children living on the
edge of poverty, etc.

At the same time, inclusion can be approached as a process of accessing the school,
as a goal, as aresult, as a goal (see objectives of Education for All [EFA] in Kozleski,
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Artiles, Fletcher, & Engelbrecht, 2007, and the Millennium Development Goals on
Education in Singal, 2008), as a value for a quality education, even as a
precondition of an inclusive society. In addition, we find that inclusive education
may differ -to a greater or lesser extent- from country to country, in relation to
its orientation (cf. regarding students with immigration / refugee experience,
Roma students) (Mitchell, 2005; Singal, 2008), from organisation to organisation,
and from program to program. A common basis for all educational policy makers
is the connection of inclusion with the values of justice, equality, access, and
equity, which are sometimes “on the same line” with inclusion, sometimes part of
it, and sometimes they are an umbrella that “includes” inclusion. Inclusion may
also be considered whenever one is invited to make a link to professional
development, taking into account the parameters mentioned above.

The concept of inclusion and inclusive education at global and European level

In Table 1 below we can see a summary of education policy makers at world,
European and national (Greek) levels.
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2

Global Level

European
Level

National Level

(Greece): Education

Policy Agents

National Level
(Greece):

Institutions /

Research

Research projects

UN Council of | Ministry of Education | Nationwide Research
UNESCO Europe and Religious Affairs | Programs by HEIs
UNICEF (policy
makers)
OECD European Institute of | University of Thessaly,
Organisation Union Educational Policy -|Greek Language and
for Economic IEP (policy makers) | Multilingualism
Co-operation Laboratory
and
Development)
PISA European Ministry of Labour | National and
(Programme Council [General Secretariat | Kapodistrian
for of Solidarity and | University of Athens,
International Alleviation of | University of Thessaly,
Student Poverty, Manpower | Aristotle University of
Assessment) Employment Thessaloniki,
Organisation] University of loannina,
University of Crete,
Aegean University
Ministry of Justice | Centre for
and Human Rights Development of
Educational Policy of
the General
Confederation of Greek
Laborers (CDEP-GCGL)
Independent
Authorities: the
Greek Ombudsman
and Children’s
Ombudsman
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Ministry of Migration
and Asylum

(Unaccompanied
Minors’ Integration
and Support Unit,
Special Secretariat of
Unaccompanied
Minors)

Table 1

Educational Policy-making bodies at world, European and national (Greek) level

Since the mid-1990s, the global trend in the field of education has been to
implement high quality education to ALL children, starting from the field of Special
Education. More specifically, the Salamanca Statement and Framework for Action
of 1994, a policy adopted in 1995 by 92 governments and 25 international
organisations, was the first to offer a clear outline of Inclusive Education as the
vehicle for the strategies outlined in Education for All. The structures of the
Salamanca Statement are further enhanced in the EFA Framework for Action in
2000 and in the 2008 UNESCO Education Summit (UNESCO, 2009).

“Inclusive education can be seen as a process of strengthening the capacity of an
education system to reach out to all learners in the community. It is, therefore,
an overall principle that should guide all educational policies and practices,
starting from the belief that education is a basic human right and the foundation
for a more just society” (Unesco, 2016: 20).

Global and European organisations conceptualize inclusiveness and,
consequently, inclusive education based on the human right to education
(Universal Declaration of Human Rights) and quality education. On this basis,
among other things, a framework of four interrelated key features, namely
accessible, available, acceptable, and adaptable education for each child, was
formed (cited in Ast, 2018). Specifically, at a global level, UNESCO, which seems
to influence the ways in which inclusion is conceptualized for other international
and local organisations, but also for the European Commission, defines inclusion
as a process that responds to the different needs of students while respecting all
forms of diversity (UNESCO, 2009, cited in Rutigliano, 2020: 31). The ultimate goal
of inclusive education is to eliminate all forms of discrimination (UNESCO, 2009,
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cited in Rutigliano, 2020: 31). In this context, inclusion is inextricably linked to the
principle of equity (UNESCO, 2009: 7-9) to lay the foundations for education
based on social justice. It is also important to note that the concept of inclusion
has recently expanded due to the COVID-19 conditions, as inequalities are
intensifying, i.e. (new) needs arise as an even larger percentage of students are left
out of formal education (United Nation Sustainable Development Goals Report,
2020: 32). UNICEF sets out as the starting point for inclusive education the right
to non-discriminatory education to ensure access to school for every child living
in extreme poverty (United Nation Sustainable Development Goals Report, cited
in Richardson, 2018: 1). It is understood that UNICEF connects (inclusive)
education with social reality and sets the existence of inclusive society as a
condition or as a result (United Nation Sustainable Development Goals Report,
cited in Richardson, 2018: 1). This relationship is highlighted by most of UNICEF’s
programs and synergies, including the most recent one: Child Guarantee (see
Phase III, https://www.unicef.org/greece/en/child-guarantee), of which this
study is a key part. In addition, the International Student Assessment Program’s
reports (PISA) indicate that the OECD views inclusion in relation to fairness to
measure equity (relative to core competency development), and to mitigate the
impact of dropout rates on students of vulnerable groups (OECD, 2020: 42-43).
Moreover, there is a long “tradition” of inclusive policies for Roma children. This
report distinguishes two types of policy: redistribution policy (towards
disadvantaged groups in general) and a policy of recognition (of the visible
minority concerned) (cf. socio-economic and cultural symbolic injustices, Nancy
Fraser, 2011, cited in Rutigliano, 2020: 30). Both are based on principles that
encourage social justice. At European level, and mainly through the principles
and directives of the European Commission, the concept of inclusion is
understood in accordance with the standards of global organisations. It is worth
noting, however, that in both the 2017 European Pillar for social rights and the
2020 European policy cooperation framework (ET2020), the values of equality
and equity also apply to adults who wish to continue their education for life.3

Finally, it has to be mentioned that there are correlations and associations
between inclusion and intercultural education (Salgado-Orellana, Berrocal de
Luna, & Sanchez-Nufiez, 2019, cited in Rutigliano, 2020: 65). Intercultural
education recognises equality of every language and culture, and therefore
educational projects include efforts to eradicate stereotypes and prejudices or
racist behaviours (Banks & Banks, 2004; Govaris, 2011). Inclusion is an active

migrants en, https://ec.europa.eu/education/policies/european-policy-cooperation/et2020-

framework en
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process of transforming ideology, policies, and practices of social institutions like
school in order to raise the barriers that hinder equal participation of every
student (Ainscow, 2006: 15). In this context, inclusive education also covers
intercultural education, since the former refers to equal participation of the whole
student population that is differentiated based on their educational needs,
whereas the latter focuses on students who are diversified based on ethnic,
cultural and/or linguistic identities (Blandul, 2010). Thus, inclusive education is
not only about inclusion of students in the educational system, which perceives
diversity as a personal deficiency and consequently as the student’s disadvantage;
rather it encompasses the transformation of the school, so as to meet the
educational needs of the children, thus ensuring not only access but also equal
participation (Zoniou-Sideri et al., 2006).

The points raised above emerge from scientific articles that draw on either field
research or literature reviews and comparisons of inclusive policies in different
countries. Barton (2000: 8) notes that inclusion can be seen as a process of
transforming the school into an open organisation in order to ensure the well-
being of all students. Other scholarship identifies the relationship between
inclusive education in terms of global / national citizenship and social cohesion
(Pinson & Arnot 2007, cited in Taylor, Kaur, & Sidhu, 2011: 54). Taylor etal. (2011:
54) draw, among other things, on the principles of the Tasmanian Education
Department (2008, cited in Taylor et al, 2011: 53-54), which highlight the
cruciality of the sense of belonging.

The concept of inclusion and inclusive education in Greece

As far as Greece is concerned, at a national level, the concept of inclusive education
—-and consequently inclusive practices- are officially shaped by the Ministry of
Education and the Institute of Educational Policy (IEP). The relevant discourse
also takes into account instructions, principles, and actions of other Ministries, as
well as Independent Authorities and University Institutions (see, e.g., Greek
Ombudsman / The Greek Ombudsman Children's Rights). In a recent interview
with other EU Ministers of Education, the Greek Minister of Education stated that
inclusive education pertains to vulnerable groups of students and it is
implemented through the establishment of policies for universal access to all
levels of education (including of lifelong learning - not to mention higher
education) (Action Plan for equal access for students with disabilities), and
through actions such as the creation of a National System of Vocational Education,
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Training and Lifelong Learning.# The strengthening of digital education also has
an important dimension —clearly influenced by the COVID-19 condition (digital
inclusive educational model).> In addition, the existence of a separate department
for “Educational Innovation and Inclusive Education” with a separate internal unit
for “Special and Inclusive Education” in the IEP seems to highlight the criticality
and usefulness of the relationship between educational policies and inclusive
education. Aspects of this relationship are evident at the national level from the
unit's objectives, some of which are developed in concepts such as rights,
interdisciplinarity, differentiated approaches, and multilingual-multicultural
materials / multilingual learning, and are addressed to all the groups mentioned
above. At the same time, inclusion is implemented through synergies with other
organisations. For example, the participation of the IEP in the recent research
project “Inclusive Schools” (InSchool 2019-2021), which was coordinated by the
British Council in collaboration with organisations such as Expedition Inside
Culture (EiC), the Scottish Development Education Centre (ScotDec), Asamblea de
Cooperaciéon Por la Paz (ACPP), the Organizing Bureau of European School
Students Unions (Obessu), Lifelong Learning Platform (LLLP), and EU funding
(Erasmus+), shows the influence and synthesis of principles and approaches of
different organisations. A point of convergence is the link between inclusion and
equal access to and participation in learning for all children “regardless of their
gender, abilities or disabilities, race, religious beliefs, sexual orientation,
socioeconomic status or any another difference” (Rodriguez Somlyay, 2020: 9). It
is important to note the explicit reference to children in the LGBTQI community
(Rodriguez Somlyay, November 2020: 1) as an indication of the broadening the
concept of inclusion. Another noteworthy aspect of the report is the recognition
of teachers, family, and communities as groups that should be taken into account
in policy making, to ensure coexistence and prosperity in education (Rodriguez
Somlyay, 2020: 9-11). Another body that influences / shapes the concept of
inclusion is the Ministry of Justice, Transparency and Human Rights, which is
tasked with improving the quality of life (and consequently the education) of
children in Greece, by designing the National Action Plan for the Rights of the
Child. Some axes of priority focus, among other issues, on combating child poverty
and ensuring the right of children to education (Report of the Ministry of Justice,

4 https://www.minedu.gov.gr/news/47875-19-02-21-i-symperiliptiki-kai-i-
psifiaki-ekpaidefsi-sto-epikentro-tis-atypis-tilediaskepsis-ton-ypourgon-
paideias-tis-ee

5 Op.cit.
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National Action Plan, 2017: 17).6 Reports by the Greek Ombudsman/ The Greek
Ombudsman Children’s Rights emphasize the importance of maintaining access
to education.”

1.2.3. Asylum seeking children

The term ‘asylum-seeking children’ can be used to describe unaccompanied
minors or children whose parents from third countries are in the process of
obtaining asylum, i.e. protection in a country after their forced migration route.
Specialised services carry out the examination of applications in the host countries
bound by the Dublin III Regulation (Ministry of Migration & Asylum). It is worth
noting that Asylum application procedures are not the same for all countries.
However, this procedure could be a pre-stage of social integration. Both at the
European and local level, the distinction between the privileges and entitlements,
prohibitions and options available to asylum seekers and beneficiaries of
international protection, especially in the field of education, is often not clear.
These people are children and adolescents who are in-between a (non) status and
enjoy privileges with an expiry date. In other words, they can lose these privileges,
such as access to education, within the time it may take to process their
application.

At European level

The European Asylum Support Office (EASO) provides essential insights every
year through various reports. In most European countries, asylum seekers enjoy
certain rights, including access to education for the children and adults to continue
the school life of children -same as the beneficiaries of international protection.
Many efforts are made every year to enable unaccompanied adolescents or
children whose parents and/or themselves are in asylum proceedings to attend
school. These efforts are related to providing information about the
right/obligation to access education and how this can be achieved, or/and the
provision of cultural mediators, etc. (European Asylum Support Office, 2021).
However, challenges may arise that prevent access to education even if it is
institutionally enshrined. For example, the difficulty in identifying previous
documents that prove a student's previous educational background or even the

6 https://www.minedu.gov.gr/news/47227-7-12-2020-symmetoxi-genikis-grammateos-k-gika-
sti-diadiktyaki-diavoylefsi-gia-tin-katastasi-ton-paidion-kai-ton-neon-stin-ellada.

7 https://www.synigoros.gr/resources/ekpaidefsi prosfygon lesvos-feb2017.pdf, see Recent
report on access to education for refugee children in covid-19 conditions
https://www.synigoros.gr/?%20i%20=%20childrens-rights.el.epanapatrismos.787548
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absolute lack of such documents. The covid-19 situation during 2020, 2021 was
also a period of restrictions concerning education. Like refugee and migrant
children, asylum-seeking children have been excluded from education for a long
time due to the lack of technological equipment for attending online classes or lack
of reading space etc. (European Asylum Support Office, 2021).

At national level

The Ministry of Migration and Asylum highlights that the Asylum services were
launched in 2011, where for the first time in Greece has created an autonomous
procedure for the examination of international protection claims ((Ministry of
Migration & Asylum). Through the official guidelines, the Ministry highlights that
asylum seekers have some rights and obligations. Among other rights, asylum-
seeking children and unaccompanied minors could have access to public
education for children. Children and adolescents have the same rights and follow
the same procedures for filing the necessary documents as native children
(Ministry of Migration & Asylum). As well as for adults, access to secondary
education and vocational training is provided (Ministry of Migration & Asylum).
Identical to other European countries, efforts are being made to inform asylum
seekers about attending compulsory education through officials guides translated
into the first languages of asylum seekers, or through the program ESTIA that
provides information services about access to education ((Ministry of Migration &
Asylum). Unaccompanied children also benefit from similar special procedures for
their access to education. UNHCR confirms through reports the same processes,
rights/obligations for asylum seekers (https://help.unhcr.org/greece/living-in-
greece/access-to-education/, see also Refugee.INFO, 2021). Indeed, UNHCR
remarks that in cases of lack of certain documents, such as a birth certificate or a
family status certificate, the access in school can be facilitated with the following
three documents: asylum seeker's card, health or vaccination booklet and Proof of
residence. For access to special schools, as in the case of natives, the
corresponding document from Evaluation and Support for Persons with Special
Needs (KE.D.D.Y.) is required. However, access to education for refugee children
(and asylum-seeking children) seems to be limited. This fact is highlighted
through the Report of the Greek Council of Refugees in the context of the
discussions carried out by the European Council on Refugees and Exiles (ECRE).
The Report mentions the significant restriction of children's access to schools (and
children of asylum seekers), especially during covid-19
(https://asylumineurope.org/reports/country/greece/reception-

conditions/employment-and-education/access-education/). Something that is
also confirmed by other sources (see EASO report, 2021). Finally, it is crucial to
point out that, according to UNHCR, children or adolescents "will need to fulfil
additional requirements (https://help.unhcr.org/greece/living-in-
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greece/access-to-education/) which probably indicates a more complex process
than that of full access like the natives, which is displayed in formal guidelines.

The approach to access to education in relation to the stage of the application
process

The request for international protection concerns a range of rights, including

education. A right that can be enjoyed by those who manage to do so. Furthermore,

we cannot discuss access to education in the context of inclusive education unless

we consider the restrictions on access or/and the right to enjoy other social

provisions such as accommodation and alimentation.

Linking the "status" of asylum seekers seems to bring to light, mainly,

functional/operational constraints that could be summarised in the following

questions:

* To what extend the process of collecting the documents affects the access to
education for children?

* To what extend linguistically and culturally non sensitive formal documents
for asylum seeking children could affect their registration in schools?

* Is there any provision for access to education for asylum seekers in detection
centers?

* And finally, providing the right to education through the same procedure that
native children are followed is actually an inclusive example?

1.3 The (co) development of educational inclusion policies

1.3.1. The (co) development of educational inclusion principles of policies at
international and European level

In various countries, the principles of inclusion policies and consequently
inclusive practices are formed at various levels. At a global level, European and
other international organisations influence the design of local inclusive policies
through various projects and research reports, as well as new directives from the
European Commission. For example, a lot of International Organisations stand up
for refugees, immigrants, Roma or D/SEN students such as:

(a) United Nations High Commissioner for Refugees

The United Nations High Commissioner for Refugees (UNHCR) aims to help raise
awareness among the younger generation on refugee issues, and to promote
positive attitudes and behaviours as well as respect for human rights, through
educational activities and programs of cooperation with institutions and members

% Bottleneck Analysis 37
/ for Inclusive Education in Greece




of the educational community. Indicative actions and programmes; “What if it was
you?” and the website: “Teaching about refugees”s.

(b) International Organisation for Migration

The International Organisation for Migration (IOM) implements projects aiming
at a successful social and labour migrant integration, legal and orderly migration
to EU and non-EU countries, enhancement of accommodation facilities,
improvement of migrants’ living conditions, counter of racism, xenophobia, and
human trafficking. Indicative actions and programmes; Operation of Six Shelters
for Unaccompanied Migrant Children in Greece, Includ-EU.

(c) UNICEF

UNICEF’s work in education is fundamental. Its statement that “all children have
the right to go to school and learn, regardless of who they are, where they live or
how much money their family has” has changed the meaning and the goals of
education globally. Unicef tries to offer a safe, friendly environment, qualified and
motivated teachers, and instruction in languages students can understand. Also,
works to provide learning opportunities that prepare children and adolescents
with the knowledge and skills they need to thrive through gender-equitable access
to quality education from early childhood to adolescence, including for children
with disabilities, marginalized children and those living in humanitarian and
emergency settings. UNICEF vision is to build a world where every child can grow
up healthy, protected from harm and educated, so they can reach their full
potential. UNICEF works to promote inclusive education and to close the
education gap for children with disabilities. To this goal, it supports government
efforts to foster and monitor inclusive education systems through Advocacy,
Awareness-raising, Capacity-building and Implementation support.

More specifically, for D/SEN students it tries to reduce stigma and discrimination
against children with disabilities. They are one of the most marginalized and
excluded groups in society. Facing daily discrimination in the form of negative
attitudes, lack of adequate policies and legislation, they are effectively barred from
realizing their rights to healthcare, education, and even survival. They are less
likely to attend school, access medical services, or have their voices heard in
society. Their disabilities also place them at a higher risk of physical abuse, and
often exclude them from receiving proper nutrition or humanitarian assistance in
emergencies.

As concerns refugees and immigrants students, UNICEF’s approach is largely
based on strengthening local and national capacity, investing in key priority areas,
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and providing substantial support to the most vulnerable refugee and migrant
populations. In particular, UNICEF Child and Family Support Centers provide
refugee and migrant children and their families with safe psychosocial support,
structured play and learning, prevention and treatment of gender-based violence,
legal aid, information office, case management support, referral to health care and
more. UNICEF non-formal education centers not only support children in Greek
public schools through the provision of remedial courses, but they also provide
life lessons and skills to those who do not have access to the Greek education
system. UNICEF also works closely with the national government to support the
National Refugee Action Plan in Greece. This includes providing technical support
to various ministries on children's rights, advising on draft legislative and
procedural frameworks, as well as training front-line workers and public sector
employees.

Thus, UNICEF works to ensure that Roma children are protected against rights
violations. Working with Children’s Ombudsman’s offices and the justice system,
UNICEF also supports the implementation of the rights of all children, including
those from Roma communities. Addressing child marriage requires a multi-
pronged approach, from increasing agency and resources for adolescents at risk
(especially girls), to enhancing legal systems and services that respond to the
needs of adolescents at risk of, or affected by, child marriage.

(d) DREAM (Disability Rights, Education Activism, and Mentoring
https://www.dreamcollegedisability.org/) is a national organization for and by
college students with disabilities. It is supported by and collaborating with the
National Center for College Students with Disabilities (NCCSD), which is based at
the Association on Higher Education And Disability (AHEAD). They try to include
in education every student of all ages with any kind of disability, explicitly those
who have traditionally been marginalized or under-represented in the disability
or higher education communities.

(e) National Organization on Disability (NOD, https://www.nod.org/) was
founded in 1982 and represents every person with a disability, regardless of
particular needs or circumstances. Its mission has always been to break down the
barriers that fence people off from the wider community, to eliminate isolating
barriers and to make a world where all people with disabilities enjoy full
opportunity for employment, enterprise and earnings, knowing how to make the

most of their talents.

Moreover, the European Union (European Commission) takes action toward
inclusion:

(a) EU Actions for D/SEN students

European Agency’s for Special Needs and Inclusive Education
(https://www.european-agency.org/) vision for education is to include learners
of any age to a high-quality education together with friends and with good
opportunities in the community where they live. It collaborates with governments
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and international organisations advising and guiding each one how to make good
and fair education policies, to make education systems more inclusive and to
check what works better and what needs change through a lot of projects and
written reports.

(b) EU Actions for Refugee and Migrant Students

The Commission Action Plan for the Integration of Third-Country Nationals
identifies three priorities for education: the integration of newly arrived migrants
into general education structures as soon as possible, the prevention of migrant
backwardness, and the prevention of social exclusion and the promotion of
intercultural interaction. The European Commission facilitates the exchange of
good practice between Member States through mutual learning activities. These
activities also promote networking between policy makers and enable them to
better meet current and future challenges. Indicative actions and programmes; E-
COURSE?, Online Linguistic Support (OLS)19, Inclusive School project!l, eTwinning
platform12, SIRIUS!3 immigrant education network.

In order to promote the efficient management of migration flows and the
implementation, strengthening and development of a common Union approach to
asylum and immigration, the European Commission established the Asylum,
Migration and Integration Fund (AMIF) to provide funding for the period between
2014 and 2020. The largest share of the AMIF (approximately 88%) was
channelled through shared management. EU States implemented their
multiannual National Programmes, covering the whole 2014-20 period. These
programmes were prepared, implemented, monitored, and evaluated by the
contact points in EU States, in partnership with the relevant stakeholders in the
field, including the civil society. For example, “ArtsTogether” and the U-CARE
project.

(c) EU Actions for Roma children

In 2011 the European Commission adopted the European Union framework for
national Roma integration strategies in collaboration with the European
Structural and Investment Funds (ESIF) which focuses on four key areas:
education, employment, health services, and housing. In order to achieve these
goals, the integrated use of European social, regional, and rural development
funds is crucial. A wide range of measures closely related to Roma integration can
be financed under the European Structural and Investment Funds programs, such
as infrastructural developments in social care, healthcare, education,
employment, housing, human capital investments, capacity building of local

9 https://e-course.eu/el/ecourse-kom/

10 https: //erasmusplusols.eu/en

11 https://www.britishcouncil.gr/en/programmes/education/schools/inclusive-schools
12 https://www.etwinning.net/el/pub/index.htm

13 https://www.sirius-migrationeducation.org/
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authorities, and others. Exemplary projects and programmes; REACT, ROMACT,
ROMED.

Another important partner for inclusion is the Council of Europe (CoE) which is
the continent’s leading human rights organisation. It aims to create a common
democratic and legal area throughout the continent, where respect for human
rights, democracy, and the rule of law are ensured. All the Council of Europe’s
actions are shaped by these values and by an enduring concern to promote social
inclusion and cohesion, and respect for diversity. For several decades one of the
Council’s major education programmes has developed policy and guidelines to
promote linguistic diversity and plurilingualism, and reference instruments to
support policy and curricula planning in member states. The Council of Europe
also provides for and implements a range of research and education initiatives.
Through these actions it disseminates its educational policies to the member
States. More specifically, the Council of Europe implements actions in the field of
language policies (e.g., European Centre for Modern Languages!4, Language Policy
Program?>, Linguistic Integration of Adult Migrants1¢) democratic education (e.g.,
Democratic and Inclusive School Culture in Operation!?), citizenship (e.g., Digital
Citizenship Education Project!8), etc. depending on the needs at European and
local level.

Since 1983, the Council of Europe has been involved in promoting the rights of
Roma children through the funding of research and educational projects of
relevant interest, the provision of professional development for teaching staff, and
the development of policy documents for the member States!®. In 2020, the
Council of the European Union adopted a three-pillar recommendation on Roma
equality, inclusion and participation. It also sets EU headline targets, improves
data collection, reporting and monitoring, and proposes a new portfolio of
indicators. This current approach is anticipated to improve effectiveness of efforts
and promote policy learning. The EU Roma strategic framework gives a stronger
focus to diversity among Roma, to ensure that national strategies meet the specific
needs of different groups, such as Roma women, youth, children, EU mobile
citizens, stateless and older Roma, as well as those living with disabilities. It
encourages an intersectional approach, bearing in mind how different aspects of

14 https: wwwecmla
15

16

17 https://pjp-eu.coe.int/en/web/charter-edc-hre-pilot-projects /home
18 https://www.coe.int/en/web/digital-citizenship-education/home
19 https: //www coe.int/en/web/roma-and- travellers/educatlon of roma-children,

of-roma-sinti- a[16808b3df
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identity can combine to exacerbate discrimination. It gives a stronger focus to
combining the mainstreaming of Roma inclusion across policy areas with targeted
measures supporting effective equal access of Roma to rights and services
(European Commision, 2020). More recently, through the joint project “Inclusive
schools: making a difference for Roma children??” the Council of Europe and the
European Commission with the Czech Republic, Hungary, Romania, the Slovak
Republic and the United Kingdom seek not only to develop inclusive policies but
also to enhance the level of their implementation at school.

1.3.2. The (co) development of educational inclusion principles of policies at
national level

At a local level, Greece also takes into consideration the various directives and
reports from European and international bodies. The Ministry of Education and
the Institute of Educational Policy are responsible for the dissemination of
inclusive policies to schools. In most cases, the two institutions cooperate with
other local or global bodies such as Universities, Research Centres or independent
experts.

(a) D/SEN students

In accordance with the Convention on the Rights of Persons with Disabilities and
UNICEF guidelines, Greece has officially recognised, since 1985, the right of
children with special educational needs and disability “to enjoy measures that
ensure their independence, occupational inclusion and participation in the social,
economic and political life of the country” (Art. 21, §6) (GG 120A/2008: 2184).
This policy is implemented through the publication of three successive Laws,
covering a time span of more than 20 years. According to the Greek State Law
1566/85 (Art. 1), which was a framework law for the whole educational system in
Greece, “[t]he purpose of primary and secondary education is to contribute to the
holistic mental and psychosomatic development of D/SEN students in order for
them to become independent, democratic and responsible personalities”.
Additionally, Law 1566/85 (Art. 2, §4) specifies that “[p]Jrimary and secondary
education pupils who have special educational needs attend special schools or
special classes or are integrated in mainstream classes, in order to receive
appropriate, in each case, special education and learning” (GG 167A/85: 2548).
These legal provisions are the first considerations of special education, which
was initially viewed within the framework of general education. In subsequent
legislation, Greek State Law 2817/2000 still aims at the development and

20 https://coe-romact.org/article/inschool---new-project-european-commission-and-council-
europe-inclusive-education-roma
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improvement of D/SEN pupils’ personal abilities in order for the D/SEN pupils to
be integrated in the mainstream school, if this is possible. It places emphasis, not
on the clinical aetiology of disabilities, but on the common educational needs of
disabled students. According to the law, attendance in special schools is only
recommended for children with severe and/or multiple disabilities. This was the
beginning of an era in which disabled people have been offered more equal
opportunities in education. From this point onward, the teaching staff became
more specialised and the accessibility to buildings and other facilities has been
improved. Inclusion classes have been established in mainstream schools, even
though they remained separate from mainstream classes. The number of special
schools is limited, and emphasis is given on the creation of vocational special
school units. Other important elements of Law 2817/2000 include the
continuation and reformation of Diagnostic and Educational Support Centres
(KEDDY, subsequently renamed to KEDASY) and the requirement for diagnosis of
students’ special educational needs in order to determine the type and the content
of their education.

In general, a gradual but stable shift from oriented-isolated special education
toward the implementation of more inclusive educational practices in the
mainstream schools has been observed in the Greek educational system over the
last three decades. Before 2008, children with special educational needs were
enrolled mainly in ‘special schools’. Since then, following legislation regarding
special education in 2008, the aim has been to remove physical and social barriers
to schooling for all Greek pupils (Law 3699/2008). More D/SEN students have
been included in regular classrooms, and the adoption of new strategies has been
proposed to support educational inclusion. Multidisciplinary support teams have
been established at school level, and the development of individualised
educational plans has been recommended. Intersectoral collaboration has been
encouraged in order to provide further educational, health and social support at
school level. Institutional capacity to manage, coordinate, monitor, and implement
inclusive education policies has been strengthened, and teachers have been
provided with training and support. The inclusive practices tend to be planned
and applied following the basic principles of ‘inclusion’, according to which the
individuality and every difficulty that students may face is conceptualised as a
difference rather than a problem (Hodkinson, 2010).

(b) Refugees and immigrant students

As already mentioned, at the national level, the Ministry of Education has set up
the Scientific Committee for the Support of Refugee Children and the Refugee
Education Management, Coordination and Monitoring Group. In June 2016, the
committee submitted a set of proposals, on which the general planning for the
following school year (2016-2017) was based. Based on the recommendations of
the committee, Facilities for Refugee Reception and Education (AYEII) were
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set up across the country, for early childhood education inside the Hospitality
Centers, while primary in primary and secondary schools that here in proximity
with the Hospitality Centres, where refugees are housed. In collaboration with the
Institute for Educational Policy (IEP) and the European Union, open curricula for
specific courses were developed, and the selection of educational materials and
professional development for teachers were also undertaken. Also, in 2019, the
IEP in collaboration with higher education institutions, issued training material
which can be used by those who carry out professional development work and
support primary education teachers who teach in Reception Classes or in Facilities
for Refugee Reception and Education.

At the same time, the Ministry of Education published a TV spot of the Research
Centre for Equality Issues (KETHI) and, in collaboration with the film department
of the Aristotle University of Thessaloniki, they produced a corresponding spot
entitled: "Knowledge is the most valuable resource. Especially for those who have
lost the most." In both cases, the aim was to inform and raise awareness of Greek
society.

(c) Roma students

In the framework of the collaboration of the IEP, the Athens Lifelong Learning
Institute, the NGO “Antirropon”, and the organisation “New Horizons for Greek
Roma” implement the project “Inclusive Schools for Roma”. The main goal of the
program is to address the needs of Roma students for educational social inclusion,
presenting a model of democratic and inclusive school development, based on
human rights principles and guidelines for intercultural learning. The program
works directly with Greek schools to support and address the educational needs
of Roma students and teachers.

Greek universities also participate in the implementation of integration programs
and activities for Roma children. An example is the project entitled “Inclusion and
education of Roma children”, which is part of the Operational Program “Human
Resources Development, Education and Lifelong Learning”, a programme that is
co-financed by European Social Fund, and implemented by the National and
Kapodistrian University of Athens in collaboration with the Aristotle University of
Thessaloniki (AUTH) and the University of Thessaly. Another example is the
project entitled “Supportive interventions in Roma communities to enhance
access and reduce dropout of children and adolescents”. This project involves
interventions across the educational community, i.e., it involves students, parents,
teachers, and education staff). A final example is the program “Integration of
Roma Children in School”. Initially implemented by the University of loannina,
this is the longest-running educational program for Roma children that has been
developed in Greece. The program focused on Roma populations all over Greece
and took into account all those involved in the field of education. It introduced
innovations in relation to previous programs in the field of student and parent

% Bottleneck Analysis 44
/ for Inclusive Education in Greece




support. There was also a complete and original educational proposal for the
education of Roma children that drew on the principles of Intercultural Education,
and was implemented through the production of new, online material. The
importance of the project can be deduced from the fact that, after a two-year
hiatus, it was continued by the University of Thessaly, and later by the National
and Kapodistrian University of Athens. From 1997 to 2008 the first programme
(‘Gypsy Children Education’), coordinated by the University of [oannina, operated,
and aimed at regulating and securing the unobstructed attendance of Roma
children at school. Also, during the period 2010- 2013 the second programme
(‘Roma Children Education’) operated and was coordinated by University of
Athens and Aristotle University of Thessaloniki which were in charge for its
implementation in different areas of Greece. This programme extended its actions
to pre-school education and adult education (Vasiliadou and Pavli-Korre, 2011,
pp. 49-52). Moreover, the programme ‘Roma Children Education’ that aims at the
inclusion, education and empowerment of the Roma. This project was
implemented and monitored by academics from the University of Thessaly
working within a programme coordinated by the University of Athens. The project
includes several strands, such as: adult education for illiterate Roma; parents’
classes; educational support for Roma pupils; inclusion classes for children with
Asperger’s syndrome; and nursery school provision for Roma children (Noula,
Cowan & Govaris, 2015).

Limited action has been taken worldwide to implement practices that meet the
needs of this population group (Cerna, 2019: introduction). The practices that are
applied are often not different from the inclusive practices that are applied to
students with immigration experience -this is done by many organisations,
although their needs seem to be different (Miller, Ziaian, & Esterman, 2017: 198,
cited in Cerna 2019: 54). The OECD encourages the implementation of a holistic
model that recognizes the complexity of the refugee students’ needs (Arnot &
Pinson, 2005: 152, cited in Taylor et al., 2011: 48; Sidhu & Taylor, 2009: 67) in
order to adapt policies for educational integration (OECD, 2019: 33).

A holistic model includes principles and practices related to the cognitive, social,
and emotional needs of children (OECD, 2019: 33). Inclusive practices for Roma
children seem to differ from inclusive practices in educational settings with
immigrant / refugee students. Here, inclusion practices seem to be expanding to
include children as students but also as children with different cultural values
(Rutigliano, 2020: 65). Awareness raising of the society also plays an important
role. In particular, a recent report (Rutigliano, 2020: 30) mentions two categories
of policies on the inclusion of Roma students and the Roma community in
(conventional) society, namely (a) a targeted approach, and (b) a mainstream
approach (European Social Fund [ESF] Learning Network, 2015; Alexiadou &
Norberg, 2017; Neumann, 2017; Alexiadou, 2019, all cited in Rutigliano, 2020:
30): In the first case, inclusive policies aim to alleviate prejudices in the
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community (Briggemann & D'Arcy, 2017, cited in Rutigliano, 2020: 30) . The
mainstream approach concerns the inclusion of the entire school population,
focusing on the school’s general policies on social inequality, based on the concept
of human rights, rather than focussing on characteristics that relate to the
student’s origin (Helakorpi, Lappalainen, & Mietola, 2018; Alexiadou, 2019; see
reference in Rutigliano, 2020: 30). In the first approach, the risks reported relate
to an ultimately more intense targeting, while in the second case they pertain to
the students’ visibility (Rutigliano, 2020: 30). This corresponds, respectively, to
two policies: a redistribution policy towards disadvantaged groups in general, and
a policy of recognition of the visible minority concerned. Finally, an important
element is the continuous review of practices (Rutigliano, 2020: 6). For students
with a migrant / refugee experience, inclusion draws on the theoretical
principles mentioned in the concept of inclusion (i.e., access and participation). In
practice, inclusion can be applied by means of an accessible curriculum that will
involve all students and create a supportive community with mutual respect. It is
also important to ensuring inclusive education practices that are embedded,
sustained, and evaluated (Tasmanian Education Department, 2008: 1, cited in
Taylor et al., 2011: 53-54; Triling, 2019). One should also note the various (joint)
projects to promote inclusive education at European level, such as the Migrant
Children and Communities in a Transforming Europe (MiCreate) project. The aim
of the project is to promote inclusive education based on a child-centred approach
on educational and policy level (http://www.micreate.eu).

1.3.3. Inclusive educational policies in Greece: conclusive remarks

The Greek state by the term “inclusive education” is referring to a quality
education which is focused on the equal access and participation of all students to
the “good of learning” (Inclusive Schools, 2020, available on
https://inclusiveschools.net/) and contributes to the overall, harmonious and
balanced development of the social, emotional, mental, cognitive and
psychosomatic strengths of all learners, regardless of gender, race, nationality,
socioeconomic profile and origin in order to become independent personalities
and live creatively’ (Law 1566/85 (Article 1, § 1) (GG A 167/85): p. 2547). The
elimination of educational disparities has been at the core of Greece’s education
policy priorities. As a result, some measures, combined with special programmes,
have been taken for the inclusion of vulnerable social groups such as learners with
disabilities, immigrant, refugees, repatriated learners and Roma children in the
education process (ibid). However, curriculum and textbook reform with
particular emphasis on differentiated instruction and the promotion of inclusive
structures and procedures in a whole school community have not yet been applied
in practice, fact that impedes the incorporation of the skills and cultural heritage
of migrant, refugee, Roma and D/SEN students in school curriculum and in
inclusive practices (European Agency for Special Needs and Inclusive Education,
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2018). As a result, including all learners and ensuring that each individual has an
equal and personalized opportunity for educational progress is still a challenge in
the Greek educational system (ibid).

Nowadays, Greece’s inclusive priorities are towards building a legislative
framework that will unite available human or financial resources for the creation
of a more inclusive and equitable education system. In other words, among its
goals is the development of a separate, recognizable action plan for inclusive
education within all educational policies and strategies, as European Agency for
Special Needs and Inclusive Education states (2018: 25).

Many steps are made towards the implementation of a diversity inclusive model
aiming to the successful and essential inclusion (Evans & Knepper, 2021) but the
absence of a holistic- horizontal inclusive model is filled by the application of
hybrid models which incorporates some aspects of inclusion, integration, or of
assimilation. For example, there are exclusive schools only for D/SEN students
(special schools) or only for Refugees, Immigrants and Roma (intercultural
schools and minority schools), but the objective of compensatory education is the
re-integration of students in the learning process to achieve the improvement of
their progress so as to complete compulsory education, reducing early school
leaving. As a result, many other models, which aims to inclusion, are applied which
focuses on participating in the same class/school or the one which focuses on
students’ individual needs, as following:

a) Full inclusion in mainstream class

b) Special classes in the mainstream school (inclusion class for D/SEN students,
reception classes or educational priority zones for Refugees, Immigrants and
Roma students)

c) teaching support for the participation in the same class (for D/SEN students is
called parallel support and for Refugees, Immigrants and Roma students is called
additional teaching support)

d) Individual learning arrangements (Eurydice, 2021).

During the last decades, inclusive education in Greece is found through a number
of stated intentions, written policies and actual practices but more have to be done
in order to move towards the achievement of more inclusive school communities.
Within this context, different models of provision have been into practice, but
inclusive education has not been conceptualised as whole-school reform, but
mainly as a means of increasing access to mainstream education for students with
disabilities and/or special educational needs and afterwards for migrants/
refugees and Roma students. In this context, the process of change towards more
inclusive practices seems to require, first of all, the creation of a coherent
education policy covering all aspects of education (curriculum, pedagogy and
school organisation) and should be based on the fundamental restructuring of the
educational system (European Agency for Special Needs and Inclusive Education,
2018).
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Based on the literature review of the previous sections, it is clear that the design
and development of inclusive education policies is a purely top-down process, in
which the only recognised experts are key agents from European and global
organisations, as well as from relevant Ministries and Institutes at national level.
This means that agents such as the family, whose role is considered crucial for the
inclusion of students in school, as well as students and even teachers or school
principals and counsellors, are de facto not considered as capable of co-designing
policies that directly affect them, nor are they involved in the design of said
policies. More specifically, families, especially families with migrant/refugee
experience or families with D/SEN students, are absent from the decision-making
processes regarding the inclusion of their children. This is due, both to the
absolute top-down policy design processes, which were analysed above, and to
“language restrictions”, a term that encodes exclusion based on linguistic, cultural
and educational differences. In the school environment, students also lack the
right to participate in processes of designing and developing educational policies
that affect them. The exclusion of students is evident even in some policy reports
or/and research and educational projects that otherwise adopt a child-based
approach with a view to designing more just inclusion policies. These are
sometimes typified by either (a) a limited presence of students' views, or by (b) a
silencing of students’ “voices” because of “discontinuous communication”
between different stakeholders and policy-making actors. Moreover, in a top-
down policy-making culture, the voices of teachers and other educational agents
are not taken into account, although they are tasked with implementing inclusive
practices and, consequently, they directly participate in them. They can therefore
express their views only through the evaluation of these practices. Given the
bureaucratic ethos of educational procedures, this evaluation becomes rare and
controversial. The same seems to apply with educational co-ordinators or
counsellors, who serve in institutions tasked with formulating policy at a regional
level (PEKES: Regional Centres of Educational Planning), but are nevertheless
assigned predominantly advisory and training roles.

In addition to that, communication between the Research Centres/Universities
involved in education research and the official policy makers such as the European
Council, the European Commission, the relevant Ministries, and Institutes is not
always efficient. The result is that research data that “carried” teachers’ and

)«

students’ “voices” do not appear / not taken into account in inclusive educational
policies. As a consequence, groups such as teachers and students, to whom
educational policies are addressed, are not represented, neither directly nor
indirectly, at the crucial stage of policy design and development. These are groups
who experience inclusive educational practices on a daily basis and who do not
have the right to actively participate in expert processes as they are considered

non-experts.
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The top-down mechanism of educational inclusive policy making results in a
‘democratically limited’ process, which becomes more intense in the context of
inclusive practices. So, an obvious paradox characterizes the participation in
shaping inclusive policies for education: on the one hand, these inclusive policies
are meant to promote equality and democracy in education; on the other hand,
they are policies decided and supported by a mechanism that generally lacks
democracy in terms of participation and involvement of education stakeholders.
On the other hand, the obvious lack of conceptualisation of the school as a
whole leads to local, partial or fragmented measures, but also to the creation
of qualified, but maybe too much specialised, teaching staff.
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Chapter 2

Transferring inclusive policies to schools: affordances
and constraints

2.1 Transferring inclusive policies for D/SEN students to
schools

2.1.1. Measures for including students with Disabilities and/or SEN in
schools

Although in recent decades Greek legislation regarding pupils with special
educational needs and disabilities has been formed on the basis of the inclusion
context proposed by the European Agency for Special Needs and Inclusive
Education (2018a), it is extremely important to examine how this vision for
educational inclusion is transferred to Greek schools through specific inclusion
policies and processes.

It is generally accepted that in Greece there is a long-term multi-level policy
framework for implementing quality inclusive education at national, regional and
/ or organisational levels. The Parliament and Government are responsible for
developing the policy, defining the goals, and setting the budgets for education.
The Ministry of Education and Religious Affairs is responsible for designing and
implementing national educational policy, with the Institute of Educational Policy
playing a key role for advising the Ministry and suggesting best solutions. National
standards are ensured through legislation, regulation, and national curricula.
Although Greece is generally considered as an example of centralised educational
policy, local education authorities have a range of structures and processes in
place and deploy staff to support inclusive education.

According to the European Agency for Development in Special Needs Education,?!
in 2017 the student population in Greece was 1,291,920, including 640,522 pupils
in primary education and 651,398 students in secondary education. More specific
data from the same source indicate that 64,372 students with learning difficulties
and disabilities were enrolled in mainstream schools (primary and secondary
education), and an additional 9,854 attended special schools (European Agency
for Development in Special Needs Education, 2017).

21 https://www.european-agency.org/data/greece/datatable-overview#tab-
population and enrolment
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As far as students with Disabilities and/or SEN are concerned, a number of legal
measures and pedagogical initiatives aim to reduce inequalities and to ensure
equal access to all levels of education and vocational training. In 2008, Law
3699/2008 (GG 199A/2008, Art. 6, §1) established a national framework
concerning the type of education is available to students with disabilities and/or
special educational needs (D/SEN). More specifically, D/SEN students may be
educated in: (a) classes in mainstream schools, supported by the class teacher;
(b) classes in mainstream schools with parallel support provided by qualified
special education teachers; or (c) inclusive classes, which operate in mainstream
schools and provide a specialised individualised or team programme. In addition,
the subsequent complementary laws 4115/2013 and 4186/2013, 4368/2016,
4415/2016, 4452/2017,4547/2018, 4589/2019, 4638/2019, 4713/ 2020 and
4823 /2021 set an effective framework for organizing interdisciplinary support
to special education.

According to the above Laws, the most prominent support structures to further
facilitate inclusion and joint education in mainstream schools of Greek pupils with
disabilities and/or special educational needs are: (a) the Multidisciplinary
Support Committee (EDY), which operates at mainstream school level in order to
support teaching staff in their endeavour to effectively apply inclusive policies in
mainstream class; (b) the School Network of Educational Support (SDEY) for
enhancing cooperation among mainstream and special schools; and (c) the local
Centres for Multidisciplinary Assessment, Counselling and Support (KE.D.A.
S.Y)Y). KEDASYs issue formal assessment reports describing the student’s special
educational needs. These reports include: (a) the student’s individualised
education programme, (b) the type of educational support required for the
student, and (c) advisory plans for parents, teachers, and special support staff. In
addition, this report makes recommendations on issues such as the provision of
special learning aids and accessible educational and instructional materials or the
need for oral or written student assessment. In 2016, Law 4368/2016 (Art. 82)
further specified the inclusive instructional practices that should be adopted in
mainstream school, stating that:

..teachers of inclusive classes support students with Disabilities and/or
SEN ithin the mainstream classroom context, in co-operation with the class
teachers, with a view to differentiating activities and instructional practices
and adapting the educational material and environment according to SEN
pupils’ educational needs. Support is provided on a one-to-one basis, in a
separate room, only if this is made necessary by the students’ special
educational needs.

In a similar vein, substantial psychological and pedagogical research provides
evidence that mainstream school is the most appropriate educational context for
a student with Disabilities and/ or SEN, by pointing out the demand of school
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adaptation to every student’s needs, interests, and special characteristics (IEP,
n.d.). In Greece about 98% of students with Disabilities and/or Special Education
Needs (e.g., Autistic Spectrum Disorder, Mental Retardation, Attention Deficit
Hyperactivity Disorder, Learning Disabilities, Sensory Impairment) are enrolled
in mainstream schools. Nevertheless, inclusion is often limited to the physical
presence of students with D/SEN in the regular class with few curriculum
amendments made by a general teacher, unless a support teacher is appointed.
Otherwise, special education is mainly provided in resource rooms outside the
regular class by special education teachers.

One of the main efforts outlined in the Action Plan for Education (2017-2020),
which was published by the Ministry of Education, Research and Religious Affairs
(renamed to Ministry of Education and Religious Affairs in 2019), was the
expansion, on 19 May 2017, of the notion of inclusion to the access to education
for all children. This expanded scope, which no longer refers exclusively to D/SEN
pupils, includes all those target groups of children who have traditionally been
excluded from educational opportunities, such as poorest households, ethnic and
linguistic minorities, and persons with disabilities and/or special needs. Emphasis
has been placed on the promotion of inclusive education and improvement of the
efficiency of education and training systems “by upgrading at all levels of
education the management and governance capacities of institutions, advancing
devolution and professional autonomy, strengthening teacher professionalism,
developing school leadership, providing and developing assessment and
evaluation capacities, reintroducing school self-evaluation and removing
bureaucratic barriers in the educational system” (European Agency for Special
Needs and Inclusive Education, 2018b). This action has also been adopted by the
Institute of Educational Policy, which has recently articulated a policy vision to
establish an inclusive school for all, with differentiated context and syllabus, early
intervention, and continuous training and sensitization of school staff, parents,
and society so that they can all work harmoniously together.

In order to achieve a "School for All", one of the most essential practices that is
being implemented in mainstream school is “parallel support”. This practice,
which was established in Law 3699/2008, gives students the opportunity for
more substantial social and learning interaction (Panteliadou et al., 2014; Metsiou,
2019). More recently, in 2019-2020, a programme entitled “Inclusive Schools” has
been established by the Institute of Educational Policy in collaboration with the
Ministries of Education of many EU countries. This pilot programme focused on
the creation of a school network at alocal and global level, which aimed to develop
and curate specific inclusion strategies proposed in teacher trainings, booklets,
teaching material, and action plans. Inclusive educational systems require high
quality curriculum and differentiated instruction, an accessible environment, and
teachers who are well prepared to address the educational needs of all students.
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2.1.2. Challenges and constraints for including students with Disabilities
and/or SEN in schools

Despite commendable progress that has been made over the past decades to
expand access to education for all children, especially the groups who have
traditionally been excluded (e.g., children with disabilities, speakers of minority
languages, children with a refugee or migrant background, and children from
marginalized communities), ensuring that each individual has an equal and
personalised opportunity for educational progress remains a challenge in the
Greek educational system. Although different models of provision have been put
into practice and some have functioned well as means to support mainstreaming,
the implementation of inclusive education for children with special educational
needs and disabilities still faces considerable barriers in Greece (Fyssa etal., 2014;
Fyssa & Vlachou, 2015).

The most significant constraints mentioned in educational research regarding
D/SEN inclusion are mostly related to the factors mentioned below:

Constraints for the inclusion of students with Disabilities and/or SEN

(a) Absence of support and guidance from the principal

(b) Limited specialised staff

(c) Lack of curricula concerning D/SEN education

(d) Nature and severity of students’ disability and/or special educational
needs

(e) Exclusion and stigmatisation

(f) Inclusive education as a time-consuming process

(g) Underfunding

(h) Teacher-parent of D/SEN student cooperation

a) Absence of support and guidance from the principal

Recent research has shown that, in addition to appropriate professional
development, teachers feel the need to be supported by their administrators in
order to implement inclusive policies at schools. Otherwise, negative attitudes
towards inclusion are observed and feelings of burnout develop (Hester, Bridges,
& Rollins, 2020; Saloviita, 2020). Special education teachers often experience
anxiety about inclusion, which seems to relate to the roles and responsibilities
undertaken by the principals, but also to the central office personnel
administration, and to the lack of resources. If administration fails to provide a
supportive work environment and meaningful professional development
opportunities, then teachers are likely to continue to experience disempowerment
and, ultimately, choose to leave the field (Hester et al., 2020). In Sakoula and
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Chourea’s (2020) study, it is noted that Inclusive Education is achieved through
the fruitful interaction of principals and teachers. Moreover, this study showed
how principals’ beliefs affect the efficacy of inclusive practices in Education. When
the principal promotes inclusive education and seeks to develop personal
relationships with teachers, the latter are sufficiently supported and respond
positively, trying to apply inclusive practices to their teaching. Nevertheless, in
reality it seems that principals are not involved in the work of teachers unless
assistance is requested, especially on administrative issues, difficulties, and action
planning. In these cases, they are willing to help. In addition, principals often seem
not to take initiatives to include students with learning difficulties in general
education, and also they rarely carry out the responsibilities described in relevant
legislation (Sakiz, 2017). However, teacher-principal interaction sometimes may
raise some difficulties.

b) Limited specialised staff

Research worldwide has shown that the teachers who exhibited more negative
attitudes towards inclusion were the ones who had little knowledge or training in
special education (Reusen, Shoho, & Barker, 2000). More recent scholarship
points out the constant demand by teachers to receive appropriate initial training
and long-term professional development focusing on inclusion (Avramidis &
Kalyva, 2007; Khochen & Radford, 2012). Research findings have shown that
teachers who think that they receive adequate support from the special education
teacher tend to have more favourable beliefs and attitudes towards inclusion
compared to teachers without enough support. On the contrary, teachers with
insufficient skills, resources, and support seem to have less favourable
perceptions of inclusion (Chiner & Cardona, 2013; Juvonen, Lessard, Rastogi,
Schacter, & Smith, 2019). Teachers need to be educated not only on instructional
inclusive strategies, but also on social processes and group dynamics so they can
use proactive strategies to unite students who come from diverse backgrounds
and have different attributes. They also need ongoing support to prevent and
handle situations involving peer victimization, rejection, and isolation (Juvonen et
al,, 2019). Lack of teachers’ knowledge about the legislation may affect the way in
which inclusion is applied in the school context. Bibliographic research confirms
the need for teachers to receive training on special education legislation
(O’Connor, Yasik, & Horner, 2016).

¢) Lack of curricula concerning D/SEN education

Teachers in Greece seem to be critical about the political effort toward inclusive
education. One of the significant constraints they describe is that, despite the fact
that Special Education has been organised for more than 25 years, adequate
curricula that respond to all the specific student needs have yet to be developed
(O’Hanlon, 2013; Pappas, Papoutsi, & Drigas, 2018). In addition, the claim has
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been put forward that the same curriculum cannot apply to all students, thus
disputing equal access to education (Lampropoulou, 2005). Back in 2004 an
attempt was made by the Greek Institute of Educational Policy to develop new
curricula, since the need for curricula in the field of special education was made
an obvious necessity. Until then, formally and officially in this field, the curricula
of general education were valid, so the need was for them to be adapted to the
special educational needs of the students. This ‘adaptation’ was regulated, either
by special legislative regulations, or by the practices each school unit and its
teachers implement. The revised curricula could then be implemented on parallel
teaching and integration classes of general early childhood, primary and
secondary education and were developed for six categories of students with
disabilities and/or special educational needs: a) with severe and moderate-
mild mental retardation, b) with hearing problems, c) with vision problems, d)
with motor disabilities, e), with autism and f) with multiple disabilities.
Furthermore, the Institute of Educational Policy adapted most of the textbooks
used on primary and secondary education but only for week-sighted students.
Also, e-books and digital educational applications and programs can really
support teaching and education of students with disabilities, as they significantly
contribute to inclusive education, by generating and sustaining interest, attention,
concentration, and enthusiasm (Pappas et al, 2018). In addition, university
curricula that address inclusion and inclusion issues at the pre-service level
should be re-examined, so that future teachers are prepared to teach in a
collaborative environment.

d) Nature and severity of students’ disabilities and/or special educational
needs

A survey of relevant literature shows that the type of disability is an important
factor that affects teachers’ attitudes toward inclusion (De Boer et al., 2012). In
the study conducted by Avramidis and Kalyva (2007), Greek teachers reportedly
felt that only children with mild special educational needs could attend
mainstream schools. Teachers pointed out that they feel inadequate to teach
children with brain damage, autism, and sensory disorders. In another study,
Greek teachers also exhibited restrictive and disabling beliefs about inclusion.
They supported that inclusive education is not possible for everyone, that it does
not have a positive impact on peers who do not have special needs, that it does not
benefit children with disabilities in terms of their cognitive development, and that
special education teachers should mainly be responsible for implementing
inclusive practices of pupils with Disabilities and/or SEN in mainstream schools
(Vlachou, 2004). Similarly, teachers outside Greece consider the inclusion of
students with mental retardation more difficult than the inclusion of mobility-
impaired students or students with learning difficulties (Gebhardt et al., 2011).
Specifically, teachers feel more adequate when it comes to including students with
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hearing impairments or students who use Braille or sign language, and they could
also agree with the inclusion of students with emotional and social difficulties
(Chhabra et al.,, 2010). In the same vein, Tant and Watelain (2016: 7, cited in Jury,
Perrin, Desombre, & Rohmer, 2021) conducted a review from which they drew the
conclusion that physical education teachers have “a negative attitude towards
students with emotional disorders and a rather favourable attitude toward
students with learning disabilities” (for a similar conclusion with primary
schoolteachers, see de Boer, Pijl, & Minnaert, 2011). Recently, a study by Jury,
Perrin, Rohmer, and Desombre (2021) showed that French teachers’ attitudes
toward the inclusion of students with Autistic Spectrum Disorder (ASD) were the
most negative, in comparison with attitudes regarding students with motor or
cognitive disability. However, a very important issue related to the inclusion of
children with special educational needs is what is described as “inappropriate
behaviour”, such as screams, outbursts of anger, and stereotypes, which does not
contribute to the socialisation of pupils with Disabilities and/or SEN, but rather
leads to their stigmatisation. Seen from this perspective, D/SEN pupils are
considered to hinder classroom teaching, while at the same time their presence
lowers the academic attainment of students without special educational needs.
Therefore, teachers report that the attendance of pupils with Disabilities and/or
SEN in mainstream classes is aimless and often reinforces inappropriate
behaviour among pupils with Disabilities and/or SEN (Patsidou, 2010). The
problem of ineffective inclusion is mainly found in the lack of support from special
teachers and auxiliary staff, while research findings show that the gradual
transition and preparation of children with developmental disorders and typical
developing peers lead to positive results (Myklebust, 2002). Another reported
burden towards inclusion is the delay of diagnosis delivery and the lack of specific
intervention guidelines for very difficult cases, by the Diagnostic and Educational
Support Centres (KESY) (Kourkoutas & Stavrou, 2017). In addition, the literature
review points out that a large number of D/SEN teachers are annually hired with
very significant delays after the start of the school year. This happens because
special education, as opposed to mainstream education, relies on substitute
teachers (Gelastopoulou & Mutavelis, 2017).

e) Exclusion and stigmatisation

A survey of the literature reveals that special education teachers believe that
students with special educational needs often experience social exclusion and
stigmatisation in activities that take place outside the classroom. Hence, social
interaction of students with special educational needs outside the classroom is
limited. One main explanation for this phenomenon is the fact that special
education teachers are always beside them, protectively standing next to them.
This situation leads students with special educational needs to have limited
interaction with their peers (Logan, 2006). An excessive dependence of these
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students upon the special education teacher, or the stigmatisation and
marginalisation by their classmates (Ainscow 2000; Liasidou & Antoniou, 2013;
Ftiaka & Symeonidou 2014) emerge as definite issues for future consideration.

Furthermore, the presence of special education schools marginalises people with
disabilities and affects their subsequent integration into society. Indeed, the
"feeling of refusal by the mainstream society" has been associated with low self-
esteem and low perception of intrinsic value, that give students with disabilities
the feeling that they cannot succeed, especially in their professional career
(Genova, 2015).

f) Inclusive education as a time-consuming process

On the other hand, many doubts have been expressed about the successful
implementation of inclusive education, due to the inability of the education system
to meet the requirements of including students with special education needs in
mainstream schools. According to a survey carried out in Australia, a very large
proportion of teachers pointed to the disadvantages arising from the
implementation of inclusion policies. To begin with, it has been mentioned that
preparing learning activities and material for children with special educational
needs is a time-consuming process. Additionally, some of the participants claim
that when they devote attention to children with special needs, they neglect other
students’ educational progress. Thus, learning opportunities are limited, and
behavioural and learning problems emerge among other children in the class
(Anderson et al.,, 2007).

g) Underfunding

Another major obstacle of inclusion mentioned in every education study is that of
financial constraints. Many schools lack the proper equipment, do not provide the
necessary logistical infrastructure, and are not staffed with specially qualified
teachers. This situation discourages students with learning disabilities and their
families, and it alienates them from the school system. Moreover, despite the UN
CRPD and the EU policy, transport systems and public buildings still act as the
main barriers to the successful inclusion of students with disabilities (Genova,
2015). The lack of technological assistance and the failure to ensure digital
accessibility for some disability categories increases the existing differentiation. A
high percentage of teachers believe that financial provisions and infrastructure in
Greece are inadequate for the successful implementation of inclusive education.
Construction of new school units, remodelling of old ones, and the purchase of
special equipment will enhance the implementation of inclusive education
(Koutrouba etal., 2008). From the above, it becomes clear that, despite the general
effort for a qualitative upgrade of the Greek educational system targeted to
inclusion (Antoniou et al, 2009), the progress in Greece remains low in
comparison to the average progress marked in the European Union.
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For example, technologically advanced tools that are used in other countries, such
as joysticks, Braille printers, special keyboards and pointing systems that are
mentioned in UNESCO (2008), are not currently available in Greece (Katsarou,
2020). In contrast with the Greek policies, according to the European Agency for
Special Needs and Inclusive Education (2019), the Cyprus Report on UN CRPD
(2015: 33, Article 24) mentions that Cyprus provides students with special needs
who are taught in public schools with “communication devices, closed circuit TVs
and other equipment to enlarge letters, special keyboards, special software and
other technological aids”. It is important to mention that Braille copies of
textbooks are also provided for all learners with visual disabilities who attend
Greek public schools (European Agency for Special Needs and Inclusive Education,
2015). Spain also seems more aware about inclusion of students with special
needs, as “Spanish schools can offer assistive technology for people who are blind,
augmentative and alternative communication systems, including support
products for oral communication and sign language” (European Agency for Special
Needs and Inclusive Education, 2015).

h) Teacher-parent of D/SEN student cooperation

Significant benefits are reported in the literature regarding teachers’ cooperation.
Co-teaching involving general and special education teachers is beneficial not only
for students with Disabilities and/or SEN but indeed for all students. Any kind of
collaboration can also benefit teachers, providing them with experience, different
classroom perspectives, and new ideas (Messiou & Ainscow, 2020). One important
mechanism is the creation of instructional support teams, where differentiated
instructional strategies that better support student learning are discussed.
Indeed, “through collective reflection teachers can share common difficulties,
identify common goals, and look into ways of addressing them” (Paulsrud &
Nilholm, 2020). However, findings show that the way co-teaching is applied in
Greece does not correspond exactly to any of the types of co-teaching that have
been recorded in the international literature (Mavropalias, 2013). It is observed
that general teachers are often responsible for teaching in the classroom, while
the special educators assume the role of an assistant, a model of superiority which
has been named “one teach, one assist” (Friend & Cook, 2007; Paulsrud & Nilholm,
2020).

In addition, parent-teacher relationships are often hindered. One of the most
important problems observed is the frustration of parents for the supplies
provided to their children. Research by Spann, Kohler, and Soenksen (2003)
records the frustration of parents, who report that their D/SEN children’s needs
are not addressed in schools. In addition, a significant number of parents express
their doubts, especially regarding to the availability of qualified staff and special
services, as well as concerns about possible rejection by peers.
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i) Educational inclusion and COVID-19

The COVID-19 outbreak has significantly affected the lives of learners with
disabilities. In the first phase of the pandemic, most European countries closed
schools as part of their measures to slow down the spread of the virus. In addition,
the EU provided a common platform on learning resources where students,
parents and teachers could find learning materials. The education for pupils with
D/SEN was turned to distance learning. The aim was for the EU States to provide
accessible learning resources for all students, by taking into account the specific
needs of learners with disabilities.

In Greece, schools suspended lessons on 10t March 2020 due to the Covid-19
outbreak. The Greek government issued three circular letters that were sent to all
schools and stakeholders in order to ensure the inclusion of pupils with
disabilities. More specifically, the first circular letter, entitled “General
instructions for implementing distance learning education” (F8/38091/GD4) was
issued on 16/03/2020. The second, entitled “Distance learning for pupils with
disability and/or special educational needs” (F8/39317/GD4) was issued on 19
March 2020 and the third circular letter, entitled “Distance support for pupils with
disability and/or special educational needs and their parents and teachers by the
Special Support Personnel” (F8/41070/GD4), was issued on 27/03/2020. The
beforementioned circular letters contained detailed instructions for a use of a
variety of available digital teaching material for all educational levels. In the
“prosvasimo”?2 (the Greek word for “accessible”) online platform of the Ministry
of Education information concerning teaching resources and material was
available, and adapted according to different types of disability and educational
needs. However, a lot of criticism was raised regarding the limitations to
accessibility on the online platforms for all students. For this reason, 9.000 digital
devices (at a cost of more than 1.48 million euros) were distributed to support
distance learning during lockdown. Other distance learning provisions included
the national television ERT2 TV channel, where students can follow some lessons
with the contribution of the Greek Sign Language interpreters. In the second phase
of the Covid-19 pandemic (7/11/2020-01/02/2021) special education schools in
Greece continued onsite operation, while D/SEN students enrolled in mainstream
schools were educated through distance learning (Drakopoulou, 2020).

The Position Paper of the EC Disability Support Group (EC DSG), issued on 30th
April 2020, pointed out several inequalities in measures taken by the European

22 http://prosvasimo.iep.edu.gr/el/

. Bottleneck Analysis 59
7 for Inclusive Education in Greece


http://prosvasimo.iep.edu.gr/el/

schools for learners with disabilities.?3 The lack of accessibility
and necessary support that would enable learners with disabilities to follow
online school programmes increased the risk of exclusion. More specifically,
Drakopoulou (2020) reports that, according to parents’ testimonials, the main
barriers identified during distance learning were the following:24

* online platforms have not been properly adapted for students with
disabilities;

* there is no universal accessibility to digital infrastructure due to financial
reasons;

* in countries using distance learning programmes, poorer children tend to
be less able to access them and are at risk of falling further behind if
additional support is not made available;

* there is no accessibility to distance learning platforms due to
technical/social reasons: A lot of problems with internet connection have
been noted, such as absence of internet connection, poor connectivity, and
absence of technical support to help students with disabilities and their
parents to connect to online platforms. Differences in the parents’ literacy
may also have driven further inequalities since, in the majority of cases,
parents were responsible for helping their children with connecting to
online learning material;

* it is not clear how distance learning was implemented, particularly with
regard to the communication of written material and feedback, especially
for D/SEN pupils. Most teachers had not received additional training to
support students with disabilities, thus they could not provide D/SEN
students with inclusive education material during distance learning;

* evaluations for submitted work were not available;

* there were limitations in proving students with Disabilities and/or SEN
with one-to-one support: Learners with disabilities who are educated in
mainstream education are mostly supported through one-to-one parallel
support. During distance learning, this option is not available to students.
Parallel support teachers had very limited opportunities to differentiate
instruction for pupils with Disabilities and /or SEN in distance learning in a
way that would not cause them to be segregated from the other pupils.
Students with high support needs might not be independent enough to
follow the instructions of the teacher during online learning. Therefore,
parents had to support their children themselves;

23 EC Disability Support Group. (30 April 2020). Letter to EDF on the EU Institutions and
European Schools Response to the covid-19 pandemic and Disability. Brussels.

24 https://en.unesco.org/COVID19/educationresponse
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» social connections were severed: The closure of social activities and the
disruption of everyday routine was an important barrier for pupils’ with
Disabilities and/or SEN social inclusion, which led to more serious
psychological problems (stress, depression, withdrawal), compared to
mainstream students.

In conclusion, distance learning has become a crucial barrier in the delivery of
quality inclusive education to learners with disabilities and /or SEN. Students with
disabilities have been impacted by COVID-19 not only through disruption to their
learning, but also by the additional stress, fear of failure, and isolation it has
caused. A major challenge for children on the autism spectrum has been adapting
to a new environment and to the changes in their daily routines. High rates in
domestic violence have also been noted, with girls with disabilities in particular
being more vulnerable to domestic violence during lockdown. Parents also have
had to cope with their own needs, which related to their fears and uncertainty of
losing their jobs and their pressure and lack of time emerging from taking on the
role of teachers during home schooling. More barriers were added depending on
the parents’ level of literacy and their capacity to provide practical assistance to
their children during distance learning. Furthermore, teachers have had to face a
lot of challenges as well. From one day to the next, they had to re-adjust their
teaching methods, re-organise the school curriculum, re-evaluate the learning
objectives for this academic year, be supportive to students, and finally cooperate
closely with parents and support teachers to ensure distance learning. Finally, the
planning of exit plans and the school return has also had a psychological impact
on students with disabilities, their parents, and teachers. All school staff felt
stressed and anxious because of the fear of the spread of the virus, and also due to
the changes in their everyday routine (Drakopoulou, 2020).

2.2 The crucial factor of communication and cooperation
between the institutions

Schools today seem to be undergoing a process of transformation, due to changes
in society and in the contemporary way of living. Flexibility, creativity, tolerance,
and diversity are some of the features that schools have to adopt in order to keep
up with the social changes, mobility of people, and the consequent diversity of
students (Arnaiz & Guirao, 2014; Sanchez, Rodriguez, & Martinez, 2018). For the
reasons above, inclusive education appears as a necessity in today’s educational
reality.

Booth and Ainscow (2002) point out that educational policies can promote or
prevent the inclusion of all students, preventing children with Disabilities and/or
SEN as well as students with different cultural and linguistic backgrounds from
having equal access to school. In this context, Slee (2018) insists on the need to
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analyse the educational and social policies related to inclusion in order to achieve
the reformation that will lead to supporting the needs of all students.

Research on educational inclusion reveals that the creation of welcoming and
inclusive schools requires cooperation between policy makers, schools,
community stakeholders and service providers to newcomers (e.g., refugees,
immigrants). Such co-operation is necessary, in order to find common ground, to
collaborate, and to provide appropriate support services and programs that
reflect cultural responsiveness and hybridity (MacKay & Tavares, 2005). Another
important element of this approach involves developing links and relationships
between the students’ families, local services, and the wider community, in order
to enhance and empower students’ participation in the school community (Arnot
& Pinson, 2005; Pugh, Every, & Hattam, 2012). According to Arnot and Pinson
(2005), this approach recognizes the multiple and complex learning, social, and
emotional needs of students with a different sociocultural and linguistic
background. Guo-Brennan & Guo-Brennan (2019) view this approach as a cyclical
process with eight dimensions, which include leadership involvement, shared
vision among all stakeholders, open and inclusive processes, linking to existing
priorities, empowerment of new students, community participation, and
professional development, and celebrating progress and success.

Leadership
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Celebration Shared
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Building a
Professional Welcoming & Open &

. Inclusive
Development Inclusive School Process

for Newcomers
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A Welcoming and Inclusive School for Newcomers (Guo-Brennan & Guo-Brennan, 2019:
80)

Pugh, Every, and Hattam (2012) argue that a whole school reformation (including
school leadership, teachers, and all support agencies) is also a key to achieving
equitable education for students with a different cultural and linguistic
background.

According to Bronfenbrenner and Morris (2007), children and their environments
are in a relationship of interaction, as they are affected by the environment, but
they also affect the environment throughout their lives.

Drawing on Bronfenbrenner’s (1986) ecological systems theory (ECT), we can
postulate that the development of migrant and refugee children is affected by
multiple ecosystems, namely the microsystem, mesosystem, exosystem, and
macrosystem. These ecosystems include the children themselves, close
relationships (e.g., family, school, teachers, and friends), interactions and
relationships between families and schools, school policies and regulations, public
policies, and the wider social environment (provincial policies, community
attitudes towards immigration and refugees, political views on diversity and
integration). Newly-arrived students, their families, their peers, teachers,
administrators, and settlement workers seem to be key stakeholders in building
host and inclusive schools. Policy makers, curriculum experts, and education
service providers are the main stakeholders in shaping the broader educational
framework through funding, regulations, curricula, services, and facilities.

In other words, the effective inclusion in education of students with Disabilities
and/or SEN and students from different linguistic and cultural backgrounds
requires the partnership of schools, universities, authorities, and society as a
whole in shaping this inclusive environment. Change can only happen if all these
stakeholders cooperate with the design and implementation of real inclusive
education, where all student needs are taken into account and no distinction is
made between dominant student populations and minorities (Siarova, 2013).

In this sense, inclusive education is represented through an ecological model
where community, family, educational centres, teachers, and students celebrate
diversity and work in cooperative, inclusive processes in order to enhance
equivalent presence and participation in schools (Mitchell, 2018). For these
reasons, policies on inclusive education, in their statements, actions and
measures, should ensure that there is little difference between the declaration of
intentions and educational practices (Arroyo & Berzosa, 2018; Martin-Lagos,
2018).
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2.2.1. Communicating inclusive educational policies into school practices

As mentioned in the previous chapter, several inclusive educational policies have
been designed at the national level in order to enhance the equal school
participation of refugee, immigrant, and Roma students.

Regarding refugee and immigrant students, in 2016 the first Reception Facilities
for Refugee Education (AYEII) were established. These aimed to assist with the
educational integration of refugee minors, taking into account the special and
difficult conditions of the refugee crisis, which in turn shape the diverse
educational needs of children. A 20-hour week-long learning program (i.e., four
hours per day) is implemented in these facilities, where students learn Modern
Greek, Mathematics, English, and ICT, and also engage in artistic and sports
activities. The Facilities operate either within reception centres (for early
childhood education) or within the school units, during the afternoon program.
There are two categories of staff: refugee education coordinators (SEP), who are
drawn from the permanent school staff upon their own request; and the teaching
staff, who are typically teachers on short-term contracts. A Joint Ministerial
Decree (180647 /I'A4/27-10-2016; GG 3502B/31-10-2016) outlines details about
the establishment and operation of the Reception Facilities for Refugee Education,
the scheduling and allocation of contact hours per subject, the role of refugee
education coordinators, the staffing by permanent and contract teachers, and the
supervision and pedagogical guidance by the school counsellors. Another
structure aiming at the inclusion of children with a different linguistic and cultural
background is the ‘Reception Classes’ (RC). The curriculum of RC mainly consists
in improving the skills of ‘multi’ students in Greek as a second language. There are
two levels of RC: one is offered for students with minimal or no knowledge of the
Modern Greek, who attend an intensive program of Greek language learning; the
second level is offered to students with a moderate level of Modern Greek
proficiency, which can create difficulties when they attend lessons in the
mainstream class. Refugee or immigrant students can attend both the Level One
and the Level Two of RC. Every year, circulars?> provide guidance regarding the
establishment and operation of the Educational Priority Zones, and the roles of
teachers, school principals, and the Regional Education Directorates.

Regarding the schooling of Roma students, the Greek Ministry of Education has
provided extensive support actions over the past twenty years, in association with
many different institutes, such as universities. These actions have aimed to
facilitate students, teachers, and parents to effectively participate in the learning
process. They have also aimed to alleviate school and social exclusion, school

25 See: https://edu.klimaka.gr/sxoleia/dimotiko/1496-prosklhsh-taxeis-ypodoxhs-zep (in Greek).
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dropout, negative stereotypes, and prejudices in the general population, and to
shape positive views and attitudes towards the Roma population. For the first
decade of the millennium, the main goal was the interconnection of the school and
the social institutions, in order to eliminate constraints to school enrolment. Many
educational programs were implemented by universities across regions in
association with the Ministry of Education. One of the main shortcomings of these
projects is the fact that they have not been systematically evaluated for their
achievements and outcomes. This reduced accountability is combined with
discontinuation, as funding periods depend on external factors, and not on the
needs of the field.

One of the main policies for the inclusive education of Roma students was the
extension, in 2016, of the pre-existing Educational Priority Zones (ZEP), to cope
with Roma students’ population. ZEP’s goal is the equal inclusion of all students in
the educational system, through support actions that improve learning
performance and differentiated teaching interventions.

2.2.2. The bottom-up approach

For the most effective design of educational policy, it is very important to place
students at the centre of the processes and to take into account their needs and
capabilities. Kefallinou and Donelly (2016) claim that students need to be “placed
at the centre” of their own understanding and inclusion processes, while teachers
and all those directly involved in their education (stakeholders) should emphasise
systematic observation and understanding of the needs, performance, and
capabilities of students (assessments). This process is necessary, according to the
two researchers, in order to identify obstacles and difficulties in students’ equal
participation in education and to make decisions about the design of educational
policy that will target the needs of the students themselves.

The same could be said to apply to the implementation of educational policy.
According to Graves (2008), the hierarchical approach that schools often follow
where curricula are transmitted becomes problematic as the materials used do
not fit the ever-changing environments in which teachers teach. When imposing
pre-existing curricula without differentiation or adaptation, teachers do not take
into account students’ abilities or cultural and linguistic differences, and the
strengths on which teachers need to draw in order to create instruction that meets
their students’ needs (Kumaravadeivelu, 2003; EI-Okda, 2005). Thus, a successful
endeavour begins with the students in mind, while also involving them in the
design processes. Research shows that when teachers use backward planning, a
process where teachers first approach the unit and lesson planning articulating
the desired outcomes, followed by assessments and learning experiences
(Wiggins & McTighe, 2006), students are more motivated and experience more
authentic opportunities for language use (Yurtseven & Altun, 2016).
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2.3 The sociolinguistic profile of refugee, immigrant and Roma
students, and their educational needs

According to Taylor and Sidhu (2012), policy makers and researchers have
neglected to address the distinctive educational needs of refugee students. In
addition, when students are recognised as refugees, their characteristics tend to
be generalized, despite their different backgrounds, different experiences, and
different needs. Furthermore, while recognizing that those students’
their need for support is crucial, there seems to be a tendency to adopt a deficit
model that treats people with refugee background as victims, rather than
acknowledging their capabilities and their resilience (Correa-Velez, Gifford, &
Barnett 2010; Keddie 2011, 2012).

trauma” and

Students with refugee or immigrant background have different needs and
capabilities. Many students have developed language skills in more than one
language, they are likely to constantly increase their intercultural awareness and
understanding and they have different personal stories and experiences. The
experiences and skills they have developed are very important prerequisites for
becoming citizens with critical thinking in the modern globalized environment
(Schleicher, 2015). New students, especially refugees, need hospitable
environments and teachers who care about them in order to help them deal
with isolation, uncertainty, and fear (Dryden-Peterson, 2015a). When properly
guided and supported, new students can thrive in a range of uncertain contexts by
developing skills in resilience, adaptation, problem solving, and adversity
handling (Dryden-Peterson, 2017).

In the case of students from ethnic minorities, and particularly of Roma origin,
according to Hellgren and Gabrielli (2018), there are some structural constraints
on their attendance, such as lack of resources and frequent discrimination. In
some contexts, national Roma students also perform worse in comparison with
students with an immigrant background (Rozzi, 2017). This phenomenon is due
to a complex set of factors, including discriminatory practices against Roma
communities that can have a direct impact on Roma students’ well-being and
academic performance. To meet the needs of Roma students education systems
must be able to implement mechanisms that foster an appropriate environment
for the well-being of these students and that would allow them to attain their full
potential. Also, they should feel that the education system is in accordance with
their own cultural values and representations while being enrolled in mainstream
schools. The role of policy makers and educators is to address these challenges -
guaranteeing the educational achievement of all while strengthening intercultural
understanding and social justice (Rutigliano, 2020).

Furthermore, societies based on literacy usually ignore important aspects of oral
cultures, i.e., “of cultures where their members value oral tradition and use oral
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educational strategies to teach, communicate or transmit culture" (Thompson,
2015, p. 7). The predominance of orality in Romani culture seems to reinforce
the fluid and temporal perception, as Walter Ong (1999) pinpoints when he writes
about this aspect of oral cultures where words “have no focus and no trace [...],
not even a trajectory. They are occurrences, events. [..] [They are] not simply
perishable but essentially evanescent, and [...] sensed as evanescent”. However, as
stated by Leavitt (2018), the emerging consensus about literacy and orality to
these cultures seems to be that, while each mode of communication has specific
properties that make some kinds of activity relatively easier and others harder,
what stands out is the great diversity of kinds of oral, written, and electronic
communication and of the types of interaction among them.

Roma children therefore grow up in a culture that has a rich oral history and they
speak an oral language. They learn Romani through communication in their
extended family and in their community and, especially, through songs, fairy tales,
language games, teasing and jokes, by taking an active role in the community life
and by participating in different activities. The Western way of learning the
language, then, is not always familiar in an oral culture like Roma community
(Kyuchukov, Villiers, & Tabori, 2017).

2.4 The professional development and awareness of teachers

Global mobility of populations and the distinctive academic, social, and
psychological needs of immigrant and refugee students create three new
challenges for school staff. Teachers in classes attended by many of these students
often have difficulties in balancing between meeting the individual learning needs
of their students, who have different linguistic and cultural backgrounds, and
implementing and teaching the required curriculum content. Not all teachers feel
confident and adequately prepared to work with students whose cultural and
linguistic backgrounds are different from their own (Guo-Brennan & Guo-
Brennan, 2019). On the other hand, teachers who work closely with students of
refugee or immigrant origin, especially teachers who teach any language as a
second language or teachers who have a good understanding of the needs of
refugee and immigrant students, often feel alone due to the lack of an inclusive
approach from the rest of the school staff or the disconnection between schools
and the institutions involved in the inclusion of these students (Stewart, 2009,
2011).

Preparing teachers and school principals to eliminate or reduce discrimination
and inequalities in teaching and learning and to support students with a refugee
or immigrant background is a critical requirement for building hospitable and
inclusive schools (European Agency for Development in Special Needs
Education, 2011). For this reason, the professional development of teachers (as
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well as other members of the school community) constitutes an initial stage of
educational policy dissemination in the school context, with a view to forming
specific professional profiles for those working with students with refugee
experience (Stewart, 2011; MacNevin, 2012; Tuters & Portelli, 2017; Fullan,
Quinn, & McEachen, 2018; Eurydice 2019; Guo-Brennan & Guo-Brennan, 2019).
The professional development activities usually have topics that sensitize
teachers to the principles of inclusive education, lifelong learning, second
language teaching and learning, or even first language teaching (Eurydice 2019:
115). What is important, however, is the synergy of different agencies and
professionals through a whole-school approach that can be disseminated and
maintained through strong leadership skills of principals (Eurydice 2019: 115).
Professional development for members of the school community is usually
provided by educational policy makers as well as academic institutions, due to
their scientific knowledge and experience in designing training programs.

However, research that has focused on educational policy and practice design in a
wide range of European countries, undertaken with the support of international
organisations such as the Council of Europe and UNESCO (Council of Europe,
2010; UNESCO, 2009, 2017), has revealed a large gap between the main goal of
creating inclusive societies and schools, and the ways that teachers are being
prepared for their key role in this process.

2.5 Education executives: school counsellors and principals

School counsellors and principals must undertake additional educational and
administrative responsibilities, especially in cases of schools attended by
increasing numbers of students with refugee or immigrant background. These
responsibilities involve promoting new meanings and concepts related to
diversity and inclusion, creating a welcoming and inclusive school environment,
promoting inclusive and culturally responsive programs and courses, and building
relationships with refugee or immigrant families and other community
stakeholders (Banks, 2016/2017; Riehl, 2017; Tuters & Portelli, 2017). School
counsellors need to promote social/emotional adjustment by ensuring
positive relationships with students and their families. They also need to ensure
collaboration among the school personnel and the local community in order to
ensure the adjustment of refugee students (Sullivan & Simonson, 2016).
Furthermore, school counsellors support the refugee students by re-designing
educational policies, by promoting inclusive education and by eliminating any
racist or discriminatory practices in the school environment (Rumsey et al., 2018).
According to Liou and Hermanns (2017), school principals should have the
skills to transform school community practices by supporting their colleagues
in recognizing and changing behaviours that lead to unequal treatment of their
students. In this way, principals and teachers will transform school practices and
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create an environment free of racism and discrimination against students of
refugee or immigrant background.

2.6 Factors and challenges for inclusive education

2.6.1. School context: Inclusive practices of the educational community

Classrooms and schools are important microsystems, which influence children’s
development, learning, and wellbeing, while also being shaped by children’s
characteristics (Bronfenbrenner & Morris, 2007). International comparisons
consistently show academic achievement gaps among children from low
socioeconomic status families or with immigrant/ethnic-minority background
(OECD, 2015). Furthermore, immigrant children in most countries experience a
relatively low sense of belonging at school, even after accounting for
socioeconomic status (OECD, 2015). Importantly, social exclusion and perceived
discrimination have been consistently linked to poorer psychological and
school adjustment as well as lower academic achievement (Hood, Bradley, &
Ferguson, 2017). These disadvantages jeopardize equality and inclusion in
Europe’s educational systems. Schools may promote inclusion through
comprehensive equity schemes, including universal access to education,
encouraging the involvement of families and communities, preparing teachers to
handle linguistic and cultural diversity, and increasing proficiency in both first and
second languages (OECD, 2015, 2016).

The literature on inclusive education of students with refugee and immigrant
background, according to Guo-Brennan and Guo-Brennan (2019), is not coherent,
while the complex and dynamic nature of education creates an ambiguity as to the
definition of the term. Many researchers, however, perceive a welcoming and
inclusive school as a culturally responsive learning community that
welcomes students and families from all backgrounds, demonstrates a
commitment to inclusion and equality and has the potential to enable growth and
development of all students’ well-being, regardless of their abilities, nationality,
cultures, languages, gender, socioeconomic status, religions, and country of origin
(Hamilton & Moore, 2004; Rutter, 2006; Esses, Hamilton, Bennett-Abu Ayyash, &
Burstein, 2010; Cities of Migration, 2018; Guo-Brennan & Guo-Brennan, 2018).

There is also a growing body of research that analyses the necessary prerequisites
to foster the success of marginalised Roma students. Scholars seem to increasingly
agree on the significance of inclusive education policies and discourses at national
and local levels, school systems that offer educational pathways to disadvantaged
students, support, mentoring and career guidance, good family relations with
school and peer help in academic engagement, as well as well-being of young
people (Alexiadou, 2019). Inclusive education is understood to be built not only
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on anti-discrimination policies concerning Roma students, but also on the
identification of compensatory mechanisms in education to create systems
that are affordable, accessible, acceptable, and adaptable to all learners’ needs.

Regarding educational practices, a welcoming and inclusive school usually
undertakes actions aimed at combating discrimination among students,
implementing educational programs, and utilizing resources that support the
learning needs of students with a migrant or refugee background. Such schools
consist of educators and principals with culturally sensitive teaching and
learning methods, collaborate with culturally responsive immigration and
refugee counselling services, as well as with all stakeholders, and provide equal
participation opportunities for the immigrant/refugee parents or school
community (Guo-Brennan & Guo-Brennan, 2019).

Arnot and Pinson (2005) analyse three case studies of schools that applied “good
practices” to the inclusion of refugee students or asylum seekers in the United
Kingdom. The common features of these school cases were that all three schools
considered refugee students as students with multiple and complex needs and
established support systems to meet all aspects of these needs. These schools
therefore provided a targeted support system for refugee students (see Arnot &
Pinson, 2005, part 5) and also emphasised the importance of the involvement of
the students’ parents in school processes and collaboration with other
stakeholders. Other characteristics found in these schools were their “inclusive
ethos”, their respect for diversity, and their great educational experience in
educating culturally diverse students.

Taylor and Sindhu (2012), following Arnot and Pinson (2005), report on cases
from other schools, and they identify many common features with the previous
research that are associated with a successful implementation of inclusive
education. One of these features is the appropriately designed educational policy
that accounts for the students’ needs and strengthens schools to facilitate student
support. Other features include social justice as a key school priority, and making
the school a supportive learning, social, and emotional environment for children
and their families. They also note the principal’s guiding role in the inclusion of all
three students, the inclusive school culture, the focus on children’s language needs
and abilities, and, finally, cooperation with other institutions and organisations.
Overall, key elements of good practice identified by Taylor and Sidhu (2012) and
Arnot and Pinson (2005) are targeted support, parental involvement, multi-
agency approach, and community involvement.

Concerning the inclusion of Roma students, three Nordic countries have
presented good practices in terms of a diversity-conscious curriculum. Helakorpi,
Lappalainen, and Mietola (2018) analysed policies from Finland, Norway, and
Sweden and concluded that they all propose measures related to the need of
providing knowledge about Roma and Travellers in school. In Sweden, the
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green paper on Traveller policy clearly mentions the duty of schools to teach
knowledge on Roma history, culture, conditions, and language. This knowledge
should be integrated in subjects such as social sciences and history. Moreover,
both Swedish and Finnish policy documents imply that including Roma
knowledge in the curriculum contributes not only to the representation of Roma
culture, but also to the need of its preservation. However, it has been observed
that if schools show a commitment to inclusive education, questions remain about
how to design a diversity-conscious curriculum (Helakorpi, Lappalainen, &
Mietola, 2018).

2.6.2. Classroom context: Inclusive practices during the planning,
implementation, evaluation of the course

A basic requirement for universal equal participation in the learning process is the
admission and acceptance of diversity. This diversity does not only concern
students with different linguistic and cultural backgrounds, but also characterises
the entire student population, which differs in terms of learning needs, learning
level and profile, interests, and skills (Stergiou & Simopoulos, 2019). Teaching
based on needs and skills diversity, known as differentiation, ensures equal access
to the learning process through the adaptation of content by teachers to the
students’ needs and skills.

According to Stergiou and Simopoulos (2019), Greek language courses for
students who do not have Modern Greek as their first language presuppose
essential knowledge and teacher specialisation on the teaching of a host language.
It also requires cooperation between the school staff, appropriate teaching
material, deep knowledge of the students’ needs, the use of diverse teaching
approaches, and the provision of appropriate language support.

An inclusive learning environment is one that provides a curriculum that serves
a wide range of students and accommodates different voices and
perspectives so that all children feel that they belong to the classroom
community and that they can contribute to it (Taylor & Sidhu 2012). When the
success and integration of immigrant and refugee students becomes a natural part
of curriculum planning and classroom instruction, new students really feel
supported, motivated, and involved in the learning process (Guo-Brennan & Guo-
Brennan, 2019).

In their study, Aguiar et al. (2020) describe effective and promising interventions
in the classroom and school microsystems to increase equality for immigrant, low-
income, and Roma children in eight countries: the Czech Republic, England,
Germany, Greece, Italy, the Netherlands, Poland, and Portugal. They found that
although a large part of the interventions provided some type of language support,
there was no substantial interest in student’s family languages and there were
very few multicultural curricula and collaborative learning activities, and
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there was very little student contact and family involvement in school activities.
At the same time, a study in the Italian educational context (Cavvichiolo et al,
2020) reveals that educational inclusion for students with immigrant background
could be improved if there is a sufficient number of students from different
cultural backgrounds in the classroom and if the school supports them in language
learning.

2.6.3. Challenges and difficulties faced by schools in the implementation of
inclusive practices

In their research on the barriers to the inclusion of students with a refugee or
immigrant background, seen from the perspective of principals, McIntyre and Hall
(2018), identify problems relating mainly to bureaucratic procedures, as well as
challenges related to the syllabus and the official instructions for following it.
Significantly, concerns were reported by principals about the difficulty in
monitoring children’s attendance, which they attribute to issues such as their
mobility from region to region or from school to school and the bureaucracy that
accompanies the registration and identification processes of these students. Also,
mention was made to school infrastructure and staffing with teachers who are
trained to effectively educate students with varied educational experiences and
low levels of linguistic proficiency (UNHCR, 2019).

Another crucial parameter that influences the successful implementation of
inclusive practices is the broader socio-political and socioeconomic context,
since success at school relates immediately to the dominant socio-economic level
and the culture of the society, where children grow up influencing their behaviour
and their expectations from school. Specifically, low performance is recorded
among students who attend schools in underprivileged areas with various socio-
economic problems, such as high unemployment rates, low academic background
of citizens, great number of migrants, and high percentages of biological and
psychological issues (Muijs et al., 2004). The same applies to school performance
in areas where phenomena of great poverty and social exclusion appear
(Michalak, 2012). Achieving an inclusive school and improving students’
performances is therefore a greater challenge for teachers and leaders/directors
of schools located in non-privileged areas (Leo & Barton, 2006). Flexibility and
adaptability seem to be an important preconditions towards inclusive schools in
these contexts, as they allow schools to try various administrative models at
different times and in response to situations (Maden, 2001).

According to Hollenweger (2011) another challenge related to the inclusion of
students with a refugee or immigrant background is the teachers’ level of
understanding of the needs and abilities of these students. Teachers need
targeted and appropriate support to develop their skills in effective data review,
data collection and analysis, and the use of a range of information to improve their
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practice. This makes it necessary to invest in the development of skills and
abilities of teachers to evaluate their students at a learning, emotional and social
level. The ability to effectively evaluate students' performance and behaviour is
considered an important component of teacher education and training
(Hollenweger, 2011).

2.6.4. Relations among students

According to Stergiou and Simopoulos (2019), the primary concern of an inclusive
school should be the sincere acceptance of diversity, which implies the
development of interpersonal relationships between students with a refugee
background and their peers. Enhancing the interactions among these students is
crucial, as essential relationships develop, such as friendship, trust, support, and
respect, and the students’ resilience is enhanced (Stergiou & Simopoulos, 2019).

Unfortunately, stereotypes, which can lead to biased judgment or even
discrimination against specific groups of students, can have a negative impact on
integration and, in particular, on student relationships. Alesina, Miano, and
Stantcheva (2018) report strong indications of anti-immigration stereotypes in
many host countries. The problem is especially important in the case of possible
discrimination experienced by students in schools. It is possible that young
students with an immigrant or refugee background who experience
discrimination may be discouraged, or they might develop the belief that the effort
does not yield rewards for immigrants, not only at school but also in society at
large. Thus, negative stereotypes are likely to influence immigrant students and
lead them to make decisions that will affect their future careers and well-being.

Communicating stereotypes to the school community and informing students and
teachers may help address these issues. When existing students at a school are
asked to play an active role in welcoming and involving new students, they are
motivated to build social relationships and to learn about their personalities,
languages, cultures, religious traditions, and learning needs associated with
different cultures and languages. These relationships can lead to greater
cultural awareness for all students and provide opportunities for mutual
learning between local and new students. Thus, social inclusion and intercultural
communication can be enhanced with respect and interaction, academic,
behavioural, and emotional well-being of all students and by eliminating any
effects of prejudice, discrimination, and conflict among students. It is very
important that students with a refugee or immigrant background will strengthen
their learning identity, consider themselves members of the school community
and develop academic, social, and language skills (Guo-Brennan & Guo-Brennan,
2019).
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2.6.5. Relations between teachers and parents with migration/refugee
background

The cooperation between school and the family of students with an immigrant or
cultural background is crucial for the inclusion of students (Guo, 2012). According
to Stergiou and Simopoulos (2019), the family environment of students of refugee
or immigrant origin plays an important role in the process of acculturation of
children, while the inability of the family to participate in school processes affects
the students’ educational needs and academic performance. Their research on the
integration of refugee students in the educational system, which elicited the views
of teachers, also showed that, from the teachers’ point of view, the lack of
connection between the school and refugee or immigrant families is one of
the main obstacles to the inclusion of students of refugee background in the
school (Stergiou & Simopoulos, 2019). According to Guo (2012), the knowledge
that parents of students with an immigrant or refugee background bring to their
children is an important resource for school teachers, because if they are used
properly, they can bridge the gap between students’ previous educational
experiences in their countries of origin and experiences in the current educational
situation.

Involvement of parents with a migrant or refugee background in their children's
education is usually very limited, because, compared to parents of local students,
parents of students with a migrant or refugee background face more barriers and
challenges in their participation in school. These barriers include language
problems in communication with teachers, lack of familiarity with the school
environment and school regulations, lack of financial resources to enhance their
children's attendance, and unequal opportunities for parent-school interaction
(Guo, 2012, 2013; Liu, 2016).

According to Androulakis et al. (2017), the communication of parents with an
immigrant background with their children's school seems to function under the
power relations that are sustained and controlled by the Greek school, while the
aspects of language hierarchies and of the “legitimacy” of a particular linguistic
and cultural capital restrict their access to their children’s education and lead
them to further weakening and invisibility.
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Chapter 3

Implementing inclusion in schools: principles and

practices

3.1 Students actively participating in their school and in the
wider community

The ideology of a “school for all” implies the integration of all students in learning
and social level. Students beyond their personal peculiarities in behavior, skills
and development belong to a society in which they live, act and evolve. Society can
make a significant contribution on improving the quality of life. Thus, students will
receive equal - fair treatment, love and acceptance. Unfortunately, it is observed
that children with special needs and / or disability as well as children with a
migrant / refugee experience are often withdrawn from the field of education,
unable to cope with the demands of both the learning and the social environment.
Vice-versa, it is the school system that seems uncapable to change and adapt to
the needs of these groups of students.

It is generally accepted that school drop-out rates are a reflection of the schools
and the communities they serve (Alspaugh, 1998). Generally, the school is a
system, the members of which should corporate together harmoniously, and
based on trust relations, in order to offer the maximum opportunities to its
students. However, as mentioned in previous sections, the current impression is
formed in today's school that special educators (either for D/SEN students of for
migrant/refugee/Roma students) take the “responsibility” for student’s
education. In a “school for all” however, practices developed in special education
should be extended to the general education, helping general educators solve
some of the key difficulties in educating students with learning difficulties or in
high-risk (Sailor & McCart, 2014). It is also important that all members of the
school community (security guards, paraprofessionals, psychologists, secretaries,
etc.) are aware of the learning process and offer students resources based on their
learning needs rather than an eligibility label (Wenger, 2000).

Students should also be given the opportunity, as members of the ‘whole school’
community, to express their views and take an active participation in school
events. More specifically, it is necessary to give students the opportunity to make
frequent choices and make decisions about their lives. Because the ‘whole school’
not only prepares students to become citizens in the future, but also functions as
a democracy hub where students are actively engaged. By giving students more
opportunities to make decisions, we help strengthen their personal perception of
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choices, and at the same time, their autonomy (Wehmeyer & Garner, 2003). The
possibility of dialogue for children also enhances their active participation in
school events. A recent study conducted in primary schools in five countries
(Austria, Denmark, England, Spain and Portugal) with the aim of developing
strategies to enhance school inclusion. The main practice used in this study was
the dialogue between children and teachers accompanied by cooperation
relationships among teachers in order to plan teaching. The results of this study
indicate positive benefits to children, enhancing their autonomy and participation
(Messiou & Ainscow, 2020). Also, according to Ryan and Deci (2000), a
fundamental principle of mobilization is that people make more intense efforts for
goals that they set themselves, compared to goals that others set for them (Ryan
& Deci, 2000). Therefore, in order to enhance students' motivation and
participation it is important to encourage them to set their own personal goals. In
general, students should be given the opportunity, to act in a way that reminds
them that the school seeks to be actively involved in learning process and they
actually feel like members of the school. Research shows that participating in
extracurricular activities such as sports or a music band are also important factors
in promoting a stronger identification with the school (Alspaugh, 1998).

The school as a system can offer a lot, but when it chooses to engage directly with
the community, it is no longer an institution that is isolated from the real world by
offering sterile knowledge, but a part of the community that is recognized by its
members (Mogensen, Breiting & Mayer, 2005). The “Community Schools adopt a
wide and varied range of services to address the comprehensive needs of students,
families, and communities. A common element of community schools is the
utilization of external partnerships to transform a school into a neighborhood hub
for social services and integrated student support” (Jenkins & Duffy, 2016).

Many theories have expressed the need for school, family and community
cooperation to promote the full development of children. Epstein's conceptual
model of "overlapping spheres of influence" is well known. This model has a clear
systemic orientation and expands the form of school-family cooperation,
recognizing the role of the community in the multifaceted development of the
child. (Epstein, 2018). Cooperation with parents is essential as they are the ones
who they care more about their children than anyone else and they know better
than any other specific aspects of them. With the participation of parents, the
teacher receives useful information about students’ motivations, fears, habits and
needs such us information for previous training programs to be re-applied
(Heward, 2012). Parents, not only offer their own perspective, but can also help
bringing a new perception and way of thinking to create more effective methods
of inclusion. Also, parental involvement could be extended to engage and build
capacity and networks, creating parent support groups, parental training, or
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building the advocacy skills to negotiate with schools and authorities (Ainscow,
2020).

“The community provides the real educational environment within which
students and teachers, but at times even parents, can propose actions and
construct significant knowledge» (Mogensen, Breiting & Mayer, 2005). Therefore,
when school adopts a reactive approach to the community, students learn to act
and use their knowledge in a real context and learn above all to be active and
conscientious citizens. Indeed, school learning, if we are really interested in
preparing young people to become good citizens, must offer something beyond
the academic content, that is usually found in most classrooms. In order to create
well-structured democratic community, a place with dedicated and responsible
youth participation, we need to teach young people themselves how to make the
changes required to improve our common life and protect and preserve the
natural resources and systems upon which human wellbeing depend (Smith,
2015).

Social inclusion of students should also be one of the main concerns of education.
It is not enough for students to be in the same place or in the same school as
students with formal development, but to be in fact "accepted in school, work and
community" (Walker et al, 2011). It is therefore emphasized that social inclusion
is a very basic condition, but it does not happen automatically. Especially for
students with difficulties, external support is needed (Pijl, Frostad & Flem, 2008).
In some cases, even if they manage to complete school life, one of the reasons
children may have not succeeded in any field, after completing their school life, is
because the education system did not adequately introduce them sufficiently to
social skills (Wehmeyer & Schalock, 2001), which will help them to be truly
integrated into society. Social capital plays a key role on basic psychosocial needs’
coverage, which refers to networks of social ties, support, relationships, trust,
cooperation, and socio-behavioral reciprocity (Walker et al, 2011). The teacher
should take into consideration the cooperation with the community, helping
children who have difficulty in social integration, through the expansion of social
capital.

Finally, the school's collaboration with the community can also prepare better
students for their future career development. Many researchers argue that
according to the current working conditions, community participation in school
events can contribute to a more capable workforce, utilizing the most of each
student's potential and inclinations (Sanders, 2005).
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3.2 Inclusion models and practices for students with
Disabilities and Special Educational Needs (D/SEN)

3.2.1. Inclusion models for D/SEN students

Inclusive education is a fundamental and important part of European and
international educational systems (Ferguson, 2008). In the context of inclusive
education, all students have the right to attend schools of their preference.
Students are also supported to learn, contribute, and participate in every activity
of school life. Inclusive education is considered as a pedagogical approach of
designing and developing schools, classrooms, programmes, and activities that
maximize learning opportunities for every child using specialised instruments,
resources, and technologies (UNESCO, 2009; Booth & Ainscow, 2011).

Within the framework of inclusive education, it is important that the teaching
process is adapted in a way that facilitates the needs and requirements of each
individual learner. In the Greek educational system, the following inclusion
models are implemented:

Inclusion models for students with Disabilities and/or SEN in Greek
schools

a) Full inclusion in mainstream class
b) D/SEN pupil participation in the same class
¢) Inclusion class in the mainstream school

d) Individual learning arrangements

a) Full inclusion in mainstream class

This particular model highlights the equal participation of all pupils in a school. In
this model, students who present mild disabilities are registered in regular
schools, where they fully attend ordinary education in mainstream classes. All
forms of separation are rejected. Additionally, there is a salient focus on the
interaction of all pupils in the school unit, without taking their differences into
account (Gerogiannis, 2015). Within this framework, children with special
educational needs do not receive any special support or specific training, since the
school environment has been designed to be appropriate and suitable for all
students. Needless to mention, the full inclusion model does not encompass any
institutional framework for pupils with special educational needs (Gerogiannis,
2015). Pupils following full inclusion are not typically recorded as D/SEN
students, though their number in Greece is estimated to exceed 130,000 (Eurostat,
2001).
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b) D/SEN pupil participation in the same class

In this model, pupils with Disabilities and/or SEN receive supportive teaching
within the mainstream class. Through this approach, psychologists or other
specialists co-exist with the teacher in the class at the same time. Moreover, a
legislative framework and curriculum are implemented to support pupils with
special educational needs in a mainstream school unit. Therefore, there are no
special education schools, but only schools with parallel classes operating in the
context of general education (Westwood, 2011). In Greece, a variant of the
participation model is implemented through “Parallel Support” (Law 3699/2008).
“Parallel Support” is a form of co-teaching, which is also mentioned in English-
language literature as “alternative teaching” (Panteliadou et al., 2014).

¢) Inclusion class in the mainstream school

This model refers to students with Disabilities and/or SEN who require extra
supportive teaching within the mainstream school in order to follow mainstream
education (Koutrouba et al.,, 2010: 414). Catering to the needs of these students
(estimated at 13,826 students, i.e., 72.62% of the officially recorded D/SEN
population), the law provides for the establishment of inclusion classes (IC) in
mainstream schools. Research shows that this type of inclusion is mainly
appropriate for children with mild special educational needs (Avramidis & Kalyva,
2007).

d) Individual learning arrangements

This model is mostly appropriate for SEN students with severe disabilities, who
require exclusive and integrated special education in a fully equipped and adapted
school environment. In the special education schools (SES), specially trained
educators support the education of D/ SEN students (who are estimated to be
5,212 students, i.e., 27.38% of the officially recorded D/SEN students) and
encourage them to participate in social educational programmes (Koutrouba et
al,, 2010: 414).

Even though the quality of provision is a matter of priority in the inclusive
education agenda, no consensus has yet been reached about what constitutes
quality and how it can be measured within the school context (Spiker,
Hebbeler, & Barton, 2011). The implementation of inclusion also requires
configuring an appropriate teaching framework. In other words, it is very
important for teachers to choose appropriate teaching methods, techniques, and
strategies, in order to provide an opportunity for all pupils to participate in the
educational process (Metsiou, 2019: 32).
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3.2.2. Inclusive practices for students with Disabilities and/or SEN

Published scholarship provides a number of differentiated practices and inclusive
strategies that could be implemented, such as differentiation and personalization
of teaching, holistic teaching design and learning frameworks, the implementation
of collaborative teaching, and the creation of a constructivist learning
environment (Soulis, 2008; Mavrou & Symeonidou, 2014). The most common
inclusive practices are the following:

Inclusive practices for D/SEN students

(a) Co-teaching:
¢ Alternative teaching
+ Parallel Teaching
¢+ Teaming
(b)  Participatory learning
(©) Participatory problem-solving
(d) Information and Communication Technology strategies
(e) Differentiated Instruction

(a) Co-teaching

In the Greek literature, this is often referred to as collaborative teaching. In the
context of co-teaching, teachers work with each other in order to design
appropriate programmes and to apply the necessary teaching methods (Metsiou,
2019: 32). Co-teaching is an inclusive approach, which is implemented with
D/SEN students within mainstream classrooms. More specifically, in a co-teaching
situation, general and special education teachers share the responsibility for the
organisation, instruction, and evaluation of educational practices for all students
(Friend, 2010). The main goal of this approach is to increase students’ interaction
and broaden the participation of students with special education needs in the
general classroom activities. A literature survey reveals three main types of co-
teaching:

* In the “alternative teaching” type, students are divided into two groups,
which consist of different number of students. One teacher instructs a
group which is composed of five to eight students, while the other teacher
instructs all the remaining students in the same classroom at the same time
(Friend & Cook, 2013). This practice is designed to work on the scheduled
lesson: the bigger group is expected to proceed to more complicated and
demanding activities, while at the same time the smaller group is expected
to engage in an alternative activity that is based on the same lesson. This is
done from the beginning, or through a different method, or aiming at a
different level and a different purpose. Moreover, teachers should be
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encouraged to develop inclusive practices within the framework of
“alternative teaching” tailored to the needs of the students, parents, and
communities they serve (Hornby & Lafaele, 2011).

* “Parallel Teaching” is another type of co-teaching. In this teaching type,
the two teachers plan teaching together, but each teaches to a
heterogeneous group of students within the same classroom. The students
have more opportunities to express themselves and to interact with each
other, as the ratio of students to teachers is low. It is used for tasks that
require close teacher supervision and more discussion. Parallel teaching
can also be used in order for each group to study on a specific topic and
then report to the class plenary (Friend & Cook, 2013).

It should be noted that, despite the similarity in the name, Parallel Support, as
implemented in Greece, does not correspond to parallel teaching, since -in the
former- the general education teacher usually has a leading role in the classroom
and is responsible for content teaching (Mavropalias, 2013). The Special
Education teacher, by contrast, acts as a classroom assistant. Moreover, Parallel
Support teachers are responsible for every activity and aspect that supports
D/SEN pupils. They usually implement individualised teaching programmes in all
aspects of the school life in which the student with special educational needs
participates, such as the breaks, events, and visits (Symeonidou & Ftiaka, 2014).
The Parallel Support model is usually applied without a prior common agreement
between the co-teachers and without a relevant schedule (Symeonidou & Ftiaka,
2014). In the case that Parallel Support is not offered, students with special
educational needs are often withdrawn from their classroom in order to receive
individual support in a different location, mostly in the resource room. However,
according to international literature, the implementation of the individualised
programme for D/SEN students should be conducted in the general classroom for
80% of the school time and in a different place or individually for 20% of the
school time (Eason & Whitbread, 2006; Panteliadou et al., 2014). Recent research
data (Mavropalias, 2013) point out that Parallel Support has a positive impact on
children participating in it, as it helps them to develop cognitive, social, emotional,
and individual skills.

* “Teaming” is the final type of co-teaching. In this framework, the two
teachers share the responsibilities of teaching as well as instructions to
pupils. For example, one teacher may describe an experiment while the
other performs it. Alternatively, one teacher might teach the theory to
students while the other notes the most basic points on the board, or
subsequently presents practical applications of the preceding theory
(Mavropalias, 2019). This method is an effective way to cultivate a climate
of discussion and cooperation in the classroom, as teachers themselves
practically demonstrate this skill through their attitude. According to
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Friend and Cook (2013), teaming is an appropriate type of co-teaching,
since students are actively involved in the teaching process.

(b) Participatory learning

Participatory learning is another teaching practice that can foster the inclusion of
students with Disabilities and/or SEN. Within this approach, everyone deserves
to learn, and everyone deserves an education that supports their potential. Every
student has a right to succeed. Participatory learning is structured for student
success and empowerment, which means including students in the learning
process through collaboration (Metsiou, 2019). This strategy supports each
individual child’s objectives via participation in a range of educational and social
processes (Eason & Whitbread, 2006; Spiker et al., 2011).

(c) Participatory problem-solving

Participatory problem solving is a learner-centred approach in which students
with Disabilities and/or SEN work collaboratively and cooperatively in groups
with typical students, applying knowledge and procedural skills required to
develop plausible solutions to cognitive and behavioural problems. In terms of
difficult behaviour that might occur in the classroom, participatory problem
solving can lead to a set of rules collaboratively laid down by the class community,
with appropriate behavioural incentives. The creation of a positive atmosphere,
the willingness to constructively resolve conflicts, and good interpersonal
relationships, all favour a positive cooperative environment (Mavropalias, 2019).

(d) Information and Communication Technology strategies

The contribution of Information and Communication Technology (ICT) in
supporting inclusive practices and ensuring accessibility is undeniable (UNESCO,
2008). Given the rapid development of technology and its increasing utilization in
schools, conditions must be created to enable every student to have equal access
to technological innovations. The use of this digitised material creates
opportunities for training teachers in the appropriate instructional practices,
resulting in better accessibility and more effective education (Vernadakis,
Avgerinos, Tsitskari, & Zachopoulou, 2005; Zaranis & Kalogiannakis, 2011). In the
case of students with special educational needs, the use of ICT in a variety of cases
is an important way to access knowledge, information, the curriculum, and
learning in general. In order to be accessible by all students, with or without
disabilities, this innovative adaptation and digitisation of textbooks has to be
implemented on a national level. Therefore, the needs of all students are met by
creating equal opportunities for learning, classroom participation, and equal
access to the curriculum (Papadopoulos & Gouridas, 2005).
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(e) Differentiated Instruction

Based on the theoretical frameworks of constructivism and multiple intelligences,
differentiated instruction is a philosophy of teaching that suggests that every child
can learn best, to the maximum of their learning potential, when the teacher
accommodates for potential differences in the child’s readiness level in relation to
a particular understanding or skill, or variations in their interests about particular
topics and skills, and differences in their learning profile (i.e., how pupils learn, as
influenced by intelligence, preferences, cultures, and learning styles) (Tomlinson
& Allan, 2000; Tomlinson et al., 2003). Differentiated instruction is a proactive
response to various pupil needs and it is based on the following five
interdependent fundamental elements, which lead to effective robust teaching: (a)
a learning environment which encourages and supports learning; (b) a quality
curriculum with clear goals which then leads to student understanding and
engagement in the process of learning; (c) ongoing assessment; (d) instruction that
responds to pupil variation (e.g., readiness needs, interests, and learning profile);
and (e) classroom leadership and management (Tomlinson & Moon, 2013).
Differentiated instruction is helpful to any teacher in inclusive classrooms since it
creates environments in which all learners can be successful. For inclusion to be
successful, all students must benefit. Inclusive education does not separate
students with disabilities who struggle to ‘keep up’ without significant support, a
fact which makes differentiated instruction strategies necessary. In inclusive
education, differentiated instruction serves two goals. The first is to maximize
attainment of the grade-level general curriculum standards for all students by
providing additional support for struggling students. The second goal is to provide
adapted curricula for students who need it. This goal is being achieved through
enriched and prioritized curriculum (Lawrence-Brown, 2004).

3.3 Evaluation of inclusive education policies and practices:
what, who, how?

The concept of inclusive education relates to adopting a multifaceted approach to
educational reform, which encompasses the way that the educational system deals
with exclusion (UNESCO, 2009). State policies exclude students either by
commission or by omission (Bernard, 2001: 9), and when design and
implementation do not involve collaborative processes, educational reforms are
at risk to fail (Sayed, 2010). Therefore, identifying various perspectives around
change, such as the perspectives expressed by teachers, students, public, and local
administration, is a necessary precondition before engaging in any change process
(UNESCO, 2005). The design and implementation of education policies depend on
the political status quo of each country, the broader social and economic
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conditions, the development level and social culture of the country, as well as its
relationship with international communities on a financial and cooperation level.

The conditions of exclusion from education are therefore influenced by decisions
that are made, the distribution of funding, the focus on social groups that are
vulnerable and/or difficult to reach, as well as broader perspectives on
educational issues (Bernard, 2001). Currently, educational policies and financial
resources, educational principles and curricula design largely depend on the laws
of the free market (Ball, 1994). In addition, the educational system itself may
become a parameter of student exclusion, especially when the diversity of the
students’ profiles and needs is not recognised, when the system does not ensure
procedural transparency and tolerates corruption, when it produces ineffective
teachers, and when it does not support teachers or provide them with skills,
specialised training and motivation, thus failing to empower them in their
professional role (Bernard, 2001: 7). Compared to other countries, the Greek
educational system does not have many established procedures for planning and
long- and meso-term decision-making, as planning is restricted to annual
projects and does not touch more fundamental aspects of the educational
process (OECD, 2012, cited in OECD, 2017).

Inclusive education, however, does not only depend on the educational system:
i.e., professionals, infrastructure, and teachers’ professional development. Viewed
at its fundamentals, a school constitutes a community of people that is
intertwined with other aspects of social life (Dewey, 1982). This practically
means that integration projects do not start or end at school (Zoniou-Sideri,
2012), since it is impossible to expect that every school has the capability to
respond with equal effectiveness to all of their students’ needs (Rose, 2004). Even
in cases where high quality education is offered, active participation by parents
is another important element that ensures the implementation of theory by
children, either at home or in authentic everyday life conditions (UNESCO, 2005).
Failure to treat families and the community as equal partners in the policies that
schools are required to implement reduces the potential of educational inclusion.
In other words, the possibility of making good use of educational opportunities
offered at school is minimized when the families, the community, and the society
in general do not provide a supportive context (Bernard, 2001).

It is also very important to ensure that common perspectives are shared on the
basic principles of inclusive education, even when implementing institutionalised
policies. This does not necessarily mean aiming for absolute agreement or
consent, but it requires securing mutual commitment and support towards
achieving a common goal as well as coordinated attempts to resolve problems that
may come up in the process (Rayner, 2007). Even theoretical approaches on
inclusion can only be effective if they are accompanied by a range of requisites.
These include: corresponding practices on a classroom level (e.g., collaborative
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learning), a common action plan, cooperation with parents, clarity in staff’s
roles, effective application of supportive personal planning and credible
educational programs, establishing a positive environment inside and outside
the classroom involving students and other actors, valuing students’ repertoires
and potential while adjusting methods to their needs, as well as evaluating of
applied inclusive practices (Rose, 2004).

3.3.1. Principles, goals and strategies of diverse, equitable, and inclusive
evaluation

UNESCO (2017) recommends a theoretical background - a guide based on which
countries can evaluate aspects of their educational policies concerning the
provision of inclusion and equality on a local or national level. Such a
theoretical frame can also be used to guide the design and implementation of
actions about the development and progress of their educational policies. It also
serves for monitoring the progress of change processes, using appropriate
measurement (UNESCO, 2017). Thurlow et al. (2016, cited in Kefallinou &
Donnelly, 2016) identify six principles for an inclusive assessment system.

Principles for an inclusive assessment system

(Thurlow et al., 2016)

Principle 1. Every policy and practice reflect the belief that all students must be
included in state, district, and classroom assessments.

Principle 2. Accessible assessments are used to allow all students to show their
knowledge and skills on the same challenging content.

Principle 3. High-quality decision making determines how students participate
in assessments.

Principle 4. Implementation fidelity ensures fair and valid assessment results.

Principle 5. Public reporting content and formats include the assessment results
of all students.

Principle 6. Continuous improvement, monitoring, and training ensure the
quality of the overall system.

As Kefallinou & Donnelly observe (2016), inclusive assessment is an approach
to assessment in mainstream settings where policy and practice are designed to
promote universal learning, as far as possible. The overall goal of inclusive
assessment is that all assessment policies and procedures should support and
enhance the successful participation and inclusion of all pupils. The European
Agency’s three-year project Assessment in Inclusive Settings, where
representatives from 25 countries took part, defines a series of ‘outline’ indicators

« Bottleneck Analysis 85
for Inclusive Education in Greece



and associated preconditions as crucial for inclusive assessment. Specifically,
seven levels of outline indicators have been identified, which cover people,
structures, and policy frameworks. These include: (1) pupils (All pupils are
involved in and have opportunities to influence their own assessment and the
development, implementation and evaluation of their own learning targets); (2)
parents (Parents are involved in and have opportunities to influence all assessment
procedures involving their child.); (3) teachers (Teachers use assessment as a
means of improving learning opportunities by setting goals/targets for the pupil and
for themselves and providing feedback on learning to the pupil, as well as to
themselves.); (4) schools (Schools implement an assessment plan that describes the
purposes and use, roles and responsibilities for assessment, as well as presents a clear
statement on how assessment is used to support the diverse needs of all pupils.); (5)
multi-disciplinary assessment teams (Multi-disciplinary assessment teams — no
matter what their professional composition or team membership - work to support
inclusion and teaching and learning processes for all pupils.); (6) policies
(Assessment policies and procedures support and enhance the successful inclusion
and participation of all pupils vulnerable to under-achievement and exclusion,
including those with D/SEN); and (7) legislation (european-agency.org).26

26 https://www.european-agency.org/sites/default/files/assessment-materials-
indicators assessment indicators en.pdf
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Figure 3 presents strategies that serve the goals of Diverse Equitable Inclusive
(DEI) Evaluation.
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Figure 3

DEI Evaluation Approaches (Bellwether Education Partners, 2020: 1)?7

Analysing a part of this figure, the first goal is to ‘Engage Representative
Stakeholders’ and the first strategy suggests ‘schedul[ing] periodic times to reflect
on systemic drivers of inequity and any personal biases’ throughout the duration
of the intervention. In this context, the evaluation team might reflect on
background reading (e.g., books, articles, blog posts) or other activities (e.g.,
visiting museums or historical sites) to improve their understanding of the
systemic drivers of inequity in the context of the project. Also, this team can talk
to colleagues who have worked in similar contexts to gain insight into the
interpersonal dynamics within schools or school networks. For example, if the
programme under evaluation was intended to inspire participants to create
equitable, anti-racist school environments, the evaluation team could review
articles and blog posts about racism, oppression, white privilege, and access to
power, so as to inform their understanding of how these factors drive inequity in
the education system under examination. Then, they might study scientific
resources and discuss their takeaways about how to design an evaluation that

27 https://bellwethereducation.org/publication/approaches-diverse-equitable-
and-inclusive-evaluation
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captures progress toward eliminating societal barriers to achieving equity
(Bellwether Education Partners, 2020).

According to the European Agency for Development in Special Needs and Inclusive
Education (2016), inclusive assessment can only be realised within an
appropriate policy framework and methods of school organisation that
support teachers who themselves have a positive attitude towards inclusion.
Therefore, it is necessary for policy to ensure that the needs of vulnerable-to-
exclusion learners are considered and accounted for within all general as well as
D/SEN-specific assessment policies. All learners are entitled to be part of inclusive
assessment procedures. Similarly, all assessment methods and approaches are
complementary and inform each other. Assessment aims to ‘celebrate’ diversity
by identifying and valuing all pupils’ progress and achievements. Inclusive
assessment involves a range of methods and strategies that aim to gather clear
evidence about learners learning in non-academic areas as well as academic
subjects. Procedures may fulfil other purposes in addition to informing teaching
and learning. However, all assessment procedures should be based upon shared
values for inclusive education as well as the principles of participation and
collaboration. Methods should report on the outcomes of learning, but they
should also provide teachers with information on how to develop and improve the
process of learning for individual learners or groups of learners in the future.
Decision-making should be based on a range of sources that present evidence of
learning collected over a period of time. This provides ‘value added information’
on learners’ learning progress and development, not just ‘snapshot’ information.
Contextualised information should account for any home-based or
environmental factors that influence learners’ learning. Assessing the factors that
support inclusion for an individual learner in order that wider school, class
management and support decisions can be effectively made. The active
involvement of class teachers, learners, parents, class peers, and others as
potential assessors, or participants in the assessment process is also necessary.

Cumming and Maxwell (2004), whose research focused on the Australian context,
identified themes concerning assessment practice, the interplay of which they
perceive as crucial to directing the structures that dictate assessment in all
classrooms. Subsequent teacher practice is impacted by the following themes,
either external or internal to the school: (1) a strong curriculum base, which
influences and directs classroom assessment; (2) the incorporation of school-
based assessment in all certification; (3) an external preference for standards-
referenced assessment; (4) the degree of respect for teacher judgements in
making assessments; (5) the role of school-based assessment in the compulsory
years of schooling; (6) national, regional, and local moves towards outcomes-
based frameworks; (7) issues surrounding the collection and use of national
benchmark data (European Agency for Development in Special Needs & Inclusive
Education, 2005).
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As far as Roma students are concerned, discrimination in education consists in
separating Roma children from their non-Roma peers in schools, classrooms,
buildings and educational curricula. Separation practices in education hinder the
full implementation of the right to education of Roma children and their
development as individuals and citizens in a democratic society. In fact, racial
segregation, as evidenced by the experiences of the United States and South Africa,
affects not only victims but society as a whole (Rostas, 2017). Thus, if the Roma
community has experienced low educational attainment due to generations of
oppression and discrimination, Roma student’s aspirations may have been shaped by
this experience. According to Torotcoi & Pecak (2019), educational systems and
teachers need to understand their roles in assisting Roma students to expand their
aspirations through empowerment and introduce these aspirations to those Roma
students who have successfully attend schools.

3.3.2. Actors involved in evaluation processes

Policy makers are responsible for (a) developing assessment policies that
maximise the factors supporting inclusion for individual pupils and their parents
at the teacher and school levels; (b) providing flexible funding structures in
support of the implementation of assessment policies that maximise the factors
supporting inclusion. Multi-disciplinary assessment teams are responsible for
supporting the work of class teachers in promoting teaching and learning and
inclusion. Based on the principles of teamwork and participation, they work with
pupils, parents, teachers, and other professionals in order to directly inform
teaching and learning. Multi-disciplinary assessment teams consider ‘assessment
through intervention’ approaches, use a diverse range of approaches and
techniques, as well as assessment instruments that support the interdisciplinary
work of experts from different fields by providing a shared language and
cooperative strategy (European Agency for Special Needs and Inclusive Education,
2016).

Educational co-ordinators

The Regional Centres for Educational Planning (PEKES) are centres
responsible for a number of specific school units. Each PEKES is staffed by an
organisational co-ordinator and several educational co-ordinators, who work
close to educators in a specific region. Educational co-ordinators have replaced
school advisors in the Greek education system, and they are responsible for
providing teachers with scientific and pedagogical guidance concerning
educational issues that arise during the school year. Educational co-ordinators are
also responsible for planning and providing in-service professional development
opportunities for teachers, in response to regional issues and needs. Enhanced
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qualifications are necessary for filling an educational co-ordinator post, including
several years of teaching experience, certified ICT knowledge, etc. This is a key
position for linking education stakeholders with teachers and for disseminating
educational policies to the school environment (Eurydice report).28

School leaders (Principals) have multiple responsibilities, that include
monitoring the learning of all pupils using appropriate assessment evidence,
informing individual learning, and supporting teachers with translating data to
teaching practice. They are also responsible for fostering co-operative
relationships with other schools and organisations, such as universities or
research institutes, which support the sharing of information regarding best
assessment practice (European Agency for Special Needs and Inclusive Education,
2016).

Teachers are expected to employ an ecological view of pupils’ learning that
considers academic, behavioural, social, and emotional aspects of learning, and
use a range of assessment strategies that take into account the range of learning
contexts within the pupil’s home and school environments, as well as the context
in which the assessment takes place (European Agency for Special Needs and
Inclusive Education, 2016). Bourke and Mentis (2014), who propose an integrated
assessment approach to document student learning and outcomes, point out that
teachers committed to inclusive education have the potential to revolutionise
pedagogical and assessment practices within mainstream classrooms, because
students with high needs challenge traditional assumptions about what it means
‘to learn’ and ‘to assess’. This creates opportunities for teachers to find creative
ways to ascertain what and how a child learns, as well as ways to communicate
these assessment results to children, parents, the school and funding bodies, in
order to support further learning.

Professional development for teachers appears to be a crucial aspect for
developing teacher attitudes and skills in support of successful inclusion (Kemp &
Carter, 2005). Perlman (1996) highlights the current demands on professionals
engaged in assessing students in inclusive settings, and concludes that the
demands placed upon ‘assessment professionals’ far exceed their ability to comply
with the requirements set by supervising national authorities (Perlman, 1996,
cited in European Agency for Development in Special Needs & Inclusive Education,
2005). Hattie (2005) argues that if assessment evidence is going to be used to
effectively support teaching and learning, there is a need to move teachers'
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thinking away from data towards interpretations, from student outcomes to
teaching successes and improvements, and from school-based accountability
models to be replaced with classroom-based models (European Agency for
Development in Special Needs and Inclusive Education, 2005).

The positive impact of self-assessment on achievement has been repeatedly
demonstrated by empirical research in relation to students who do not have any
form of special need (see MacDonald & Boud, 2003). There are a range of
strategies and tools used in classrooms to engage students in self-assessment,
setting their own targets and developing meta-cognitive skills and strategies
(European Agency for Special Needs and Inclusive Education, 2016). Dorman and
Knightley (2006) observe that there has been extensive research into ‘types’ of
assessment and relatively restricted research on students’ perceptions of
assessment. This might suggest that effective assessment in any setting is
essentially based on a two-way communication exchange between assessors
(usually the teacher) and the assessed (the students).

Parents, on the other hand, have clear rights to request assessment procedures
be conducted with their child; they also have rights to refuse or accept the findings
of those assessments. The parents’ role in maximising the factors supporting the
inclusion of their children should be clearly understood and acknowledged at the
teacher, school, and policy levels (European Agency for Special Needs and
Inclusive Education, 2016). However, parents may have pre-conceived ideas
about what assessment is (or should be), which are often formed by personal
experience of standardised testing and information from the media regarding
educational standards, as measured by norm-referenced tests (Robinson, 1997).
In Greece, criterion-based testing is the norm, but much of the relative discussion
is limited to national examination after high school (Lykeio). A more scientifically
valid discussion is developing around the State Certificate for Language
Proficiency (KPG) (cf. Karavas, 2014; Anastasiadou & Tiliakou, 2015). The
effective involvement of parents in assessment is therefore a challenge, and we
need to take into consideration research data concerning parents’ perceptions or
perspectives on inclusive education (see, e.g., Johnson & Duffett, 2002; Leyser &
Kirk, 2004) in order to develop models in relation to parents' involvement in
assessment in inclusive settings (European Agency for Development in Special
Needs and Inclusive Education, 2016).

In conclusion, the evaluation processes involve -on the one hand- policy makers
and multi-disciplinary assessment teams who are not members of school
communities, and -on the other hand- members of the school staff, predominantly
school leaders and teachers, although other stakeholders, such as students,
parents, and members of the local community, may be involved too (European
Commission/EACEA/Eurydice, 2015). It is therefore necessary to understand the
importance of engaging with parents, families, and communities in the process of
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implementing and evaluating inclusive education to create environments that are
prepared to address diversity and stimulate the development, learning and social
inclusion of all children, as well as improve school practices and operations by
identifying the features that best support students. (UNICEF, 2014). Parents,
pupils, and the local community (where provided for) are consulted on a variety
of many topics. In some countries, the local communities have the opportunity to
feed into the external evaluation, mainly through interviews. In addition, in some
cases they can visit schools in order to conduct classroom observations or
inspection other school activities and premises, and they can verify administrative
documents. In many European countries, one main question concerns the
community’s satisfaction with the overall quality of schools, the educational
provision, the school facilities and resources, as well as safety, study environment
and school climate. However, it should be noted that in countries as Greece, where
the system does not provide for community engagement in the implementation
and assessment of educational policies and practices, the involvement of other
stakeholders, such as members of the local community, in these processes is at the
discretion of the school (European Commission/EACEA/Eurydice, 2015: 14).

Communities are empowered to ensure that schools and the educational system
function effectively (American Institutes for Research, 2011). This can be achieved
through the participation of community members ‘in real decisioning’ at
every stage: this includes identifying problems, planning, implementation, and
evaluation (Uemura, 1999, cited in Aref, 2010). The first step in working with
communities is to involve community members in a participatory assessment of
current situation. The participation of community members involves evaluating
the effective use of school resources and monitoring learning outcomes and
educational practices. If truly empowered to influence, evaluate, and guide
decisions on these crucial issues, communities will not only report immediate
concerns in the school environment, but also identify broader challenges that may
be the underlying causes of problems. This will not only fulfil the participation
rights of the community, but it will also reshape education systems. Similarly,
community members’ attitudes about the importance of education should become
more positive, because stakeholders will be engaged in opportunities to generate
solutions and plans for action, rather than merely voice grievances (American
Institutes for Research, 2011).

The importance of education is multifaceted, and it extends across the entire range
of individual and societal activities (Pappas, Papoutsi, & Drigas, 2018). Therefore,
assessment findings regarding school quality have to be communicated to the
governments, ministries, teachers, and parents, as well as to civil society,
organisations and local communities, who in turn can use them as accountability
and governance mechanisms to raise issues of education delivery and quality
(Banerjee etal., 2010, cited in UNESCO Education Sector, 2016). Nevertheless, the
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results of surveys and studies are rarely taken into consideration in policy
formulation processes (UNESCO Education Sector, 2016).

3.4 Challenges and barriers in designing and offering inclusive
education

Many countries’ policies are based on centralised administrative systems,
which has a constraining influence on the ability of school directors/school
leaders and/or teachers to take initiatives. This is due to the fact that, in such
contexts, every action is strictly designed and predefined: an example would be
the typically inflexible curricula that hinder teachers from using a variety of
strategies to effectively address student superdiversity (Bhatnagar & Das, 2014).
In such systems, transformations and changes prove quite time-consuming and
bureaucratically complex; therefore, actors are usually discouraged from
attempting to introducing change (Tange, 2016). Power relations among
stakeholders continue to be a dividing issue among individuals involved in
educational policy issues. Very often, unequal relationships are enacted among
women and men, teachers, principals and specialists, parents, teachers and
community centre administrators, etc. These power relations become strained in
the face of debate over policy implementation, as well as during the development
of individual planning, which requires team involvement (Hunt, 2009: 25).

According to Kochhar, West, and Taymans (2000), the barriers concerning the
implementation of inclusion are organisational, cognitive, and behavioural.
Firstly, concerning organisational barriers, stakeholders often fail to take into
consideration ‘local’ characteristics, and thus reproduce ineffective policies
designed for other countries (Garcia-Huidobro & Corvalan, 2009). This often
results in applying certain ‘forms’ of action that do not apply to all the school units.
Consequently, ‘one size fits all’ approaches seem destined to fail (Bualar, 2016).
Similarly, using an inflexible curriculum for every student, without provision for
the diversity of students’ profiles, makes it rather difficult or even impossible to
promote inclusive practices (Kalogirou, 2014). In addition, cooperation among
state actors, members of the local community, people involved in the school
community, and students’ families is met with considerable difficulties, despite
being a critical and necessary precondition (Rose, 2010); these difficulties
typically relate to stereotypes, racist attitudes and perspectives, and faith issues
among others (Stylianou, 2017). Consequently, there is still room for
discrimination and marginalisation, and students fail to develop a sense of
belonging to the classroom or the school community (Tange, 2016).

Cognitive barriers relevant to implementing effective inclusive practices relate
to: (a) teacher knowledge, which is usually theoretical and fails to bridge theory
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to everyday teaching practice (Kochhar et al., 2000); and (b) the lack of training
among actors involved, such as parents, local agencies etc. (Garcia-Huidobro &
Corvalan, 2009). Lack of specialised training results in difficulties understanding
the concept and the parameters of inclusive education, as well as its importance
and ways to implement it (Kochhar et al., 2000). This, in turn, leads to insecurity
and feelings of inadequacy as far as teaching methods are concerned, and the
transfer of responsibilities from the school to the students’ social and family
environments (Dryden-Peterson, 2015b). Similarly, significant concerns emerged
around the teachers’ role and duties, as well their contributions to this changing
and fluid classroom context that calls for inclusivity (Kitsiou et al., 2019).

Behavioural barriers to implementing inclusive practices in schools relate to
attitudes and practices of actors involved in education, particularly teachers and
school leaders/directors (Kochhar et al., 2000). The expectations that these actors
develop are usually products of their stereotypical perceptions or prejudices
towards social groups, such as migrants (Flouris, 2019). Therefore, teachers are
confronted with dealing with their own personal perspectives (Palaiologou &
Evangelou, 2003, cited in Simeonidou, 2019; Corak, 2011). These tend to feed
established teaching practices that prove very resilient to questioning, since new
approaches run counter to the teachers’ beliefs and preconceptions (Bucholtz &
Hall, 2005, cited in Christensson, 2021).

As far as early childhood education is concerned, the establishment of
kindergartens inside the refugee camps was an interesting initiative taken in
2016. Research (Maligkoudi & Tsaousidis, 2020) on twelve teachers, working in
DYEP facilities operating within the Reception Centers, emphasizes that most of
them often feel unprepared to manage their refugee students both linguistically
and culturally. In addition, since there aren’t any educational criteria (for example,
specialisation in intercultural education) for teachers to be, many of them
expressed stereotypical views about their refugee students, that they associate
with “their different culture and different values”, as they report. Moreover, they
also expressed stereotypical (negative) views with regard to parental
involvement in the educational process. Another study (Asimaki et al., 2018)
emphasizes the lack of systematic training and on-site support of the teachers
teaching at DYEP. While the Ministry of Education and Religious Affairs organized
short training-informative programs, the teachers who participated stated that
they were not as supportive as they needed, because the training didn’t offer any
advice on teaching practices related to the provision of intercultural education.
Finally, the kindergarten teachers who participated in another research
(Kiziridou, 2019) emphasize the lack of appropriate teaching materials that meet
the needs of their students, and state that they proceed to the development of
special material (mainly visualized words, use of the first language of their
students, use of songs and fairy tales) to support Greek language teaching in an
appropriate way.
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3.5 Implications of unsuccessful inclusive education

In the current socio-political context of extended migration, many children have
left their countries of origin due to violence, deprivation, and conflict. Most did not
initially aim to travel to Europe, but among those who eventually did undertake
the journey to Europe, education was a key factor shaping their decision.
Education is also a key element for refugee and migrant children’s social inclusion
into host communities (UNHCR, UNICEF, & I0M, 2019). Although all children’s
fundamental right to basic education is recognised under international and
local human rights law, including EU legislation, in practice the type, quality, and
duration of schooling offered to asylum-seeking, refugee, and migrant children
depends more on where they are in the migrant/asylum process than on their
educational needs (UNHCR, et al., 2019).

A fundamental characteristic of the current Greek school classroom is diversity,
which is a product of social changes, and greatly influences students’
performances, their integration, and their development within the educational
environment (Arabatzi, 2013). For the educational system, the great challenge is
to act in ways that transform diversity into enrichment for everybody, rather than
into inequality (Foulin & Mouchon, 2000, cited in Arabatzi, 2013). By attending
school, children leave their monocultural family context and enter an educational
environment that reproduces the dominant culture of the society, as well as
elements of multiculturalism (Mayesky, 2009). Stereotypes that are present in
the broader community are transferred into children’s world in ways that may
hinder processes of mutual understanding, intercultural communication, and
inclusive classroom environment (Bigler et al, 1997, cited in Printezi &
Pavlopoulos, 2010).

Bearing in mind that the role of peers becomes more significant during
adolescence, youths with an immigrant or refugee background may often
experience social exclusion such as bullying and social isolation, in this context
(Osterman, 2000). Since adolescents spend most of their time at school, the school
class is a particularly significant social context for them, and as a societal ‘micro-
system’ the school class harbours both positive and negative peer relations
(Raabe, 2019). While belonging is a fundamental human need that applies to
people of all ages (Baumeister & Leary, 1995), it has been found that, compared to
adults and children, belonging and social acceptance are particularly important
for adolescents’ well-being (Brown, 2004, cited in Plenty & Jonsson, 2017). There
are reasons to believe that that ethnic minorities are at a higher risk of being
socially excluded. Social misfit theory proposes that individuals are avoided when
they are different in one or several regards (Wright et al., 1986, cited in Plenty &
Jonsson, 2017), which could include ethnic or cultural background. Public
attitudes shape immigrants’ self-perception and well-being. Perceived
discrimination is associated with depression, anxiety, and lower self-esteem.
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Immigrants are less likely than natives to see themselves as belonging to the host
country (Global Education Monitoring Report, 2018).

If ethnic minority children are socially isolated and avoided, support and
inspiration networks that promote learning are less likely to be established, and
inequality of network resources contributes to the perpetuation of already
existing ethnic stratification patterns (Raabe, 2019). While schools can support
the processing of information and promote cohesive societies, which are
especially important in a globalized world, prejudice, and discrimination remain
present in many education systems, despite policies against them. Education
therefore is a critical tool in fighting prejudice, stereotypes, and discrimination.
However, if education systems are poorly designed, they can promulgate negative,
partial, exclusive or dismissive portrayals of immigrants and refugees (Global
Education Monitoring Report, 2018).

Despite the fact that modern classrooms are more diverse than ever, many of them
are not yet ready to embrace and deal with the new needs that have emerged. This
lack of readiness is due to the difficulty of teachers and educators to accept and
integrate diversity (Tomlinson et al., 2003). Even though inclusive education
philosophy is extensively promoted, in practice educational systems remain
essentially monocultural (Loreman, 2014), as segregation and assimilation
practices are adopted, which fail to serve equal student participation in school life
(Liasidou, 2012). Additionally, the marginalisation of diverse students that takes
place in school, combined with the dominant stereotypical perspectives in the
broader societal context, gradually lead to social exclusion of these children, a
situation that further expands/follows them in their adult life, and is associated
with an increase in racist violence incidents. Therefore, in order to apply inclusive
(i.e., intercultural) education, it is necessary to redesign the educational system
structures, and to create an inclusive culture for teachers, students, and parents
on the basis of common values of inclusion, so as to fight segregation and exclusion
and to establish a society run by the fundamental principles of democracy,
solidarity, equity, and mutual respect (Harris et al., 2012).
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Chapter 4

Looking ahead: how to improve inclusion in schools

4.1 (Re)building the school with inclusion of students with
Disabilities and/or SEN in mind

As far as students with Disabilities/Special Education Needs are concerned, the
assessment of Greek inclusion policies by the European Agency for Special Needs
and Inclusive Education (2018) revealed that, during the last decades, a number
of stated written policies and actual practices in the Greek context move towards
the achievement of more inclusive school communities. However, inclusion has
not yet been conceptualised as whole-school reform, but mainly a means of
increasing access to mainstream education for learners with disabilities and/or
special educational needs. At the moment, inclusive education is starting to be
conceptualised more widely in order to give access to education and support for
all vulnerable social groups, such as learners with disabilities, immigrant and
repatriated learners, Roma learners, and the children of the Muslim minority of
Thrace. However, the main criticism referring to the Greek inclusion policy
concerns:

» the persistence of the deficit-medical mentality on which the current
understanding of inclusion is based;

» the inability to control the restrictive cultures of mainstream schools
(Vlachou, 2004);

* thereproduction of a series of existing inequalities and the creation of new
forms of stigmatisation and segregation in the mainstream school (Zoniou-
Sideri & Vlachou, 2006).

Therefore, there is an urgent need for Greece to step up efforts to respond to the
new demands, by implementing a series of educational reforms, which are
considered crucial for the country within the European context. Moving towards
more inclusive and equitable ways of working requires changes in thinking,
culture, and practices at every level of an education system, from classroom
teachers and others who provide educational experiences directly, to those
responsible for national policy. A range of new supportive structures (e.g,
Regional Centres of Educational Planning, Centres of Sustainable Education,
Centres of Educational and Counselling Support, etc.) have been established in
order to support day-to-day school community practices through a more
functional and flexible framework, with a view to building the vision of a public,
democratic, synergetic school and to strengthen its social identity.
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These priorities of Greece for education are reflected in the three-year Action Plan
for Education (2017-2020) that was published by the Ministry of Education and
Religious Affairs on 19 May 2017.29

4.1.1. Strategic objectives for inclusion of D/SEN students

More specifically, some of the stated strategic objectives of the Ministry of
Education and Religious Affairs, as outlined in by the European Agency for Special
Needs and Inclusive Education (2018), are the following:

a) Atinstitutional level

* Building a legislative framework that will unite available human and
financial resources around the purpose of creating a more inclusive and
equitable system of education.

*  Working towards the development of a coherent education policy with
an inclusive focus, covering all aspects of education (curriculum, pedagogy,
and school organisation).

* Ensuring access to education for all children, giving particular attention
to children who have traditionally been excluded from educational
opportunities (those from the poorest households, ethnic and linguistic
minorities, and persons with special needs and disabilities).

* Continuing on-going efforts to increase the proportion of the national
budget spent on public education.

* Improving early childhood education and care for all pupils, including
pupils with disabilities, with particular emphasis on: (a) extending pre-
primary education for all children aged over 3 and (b) improving the
transition from early childhood education to kindergarten and primary
school.

* Reforming the curriculum and textbooks with particular emphasis on
differentiated instruction and the provision of relevant teacher
education programmes, both at the pre- and the in-service level.

*  Promoting inclusive education and advancing inclusive structures and
procedures.

* Improving the transitions between different levels of education for all
pupils, and between education/training and the labour market.

*  Building stronger links between education and the wider community.

* Improving the efficiency of education and training systems at all levels by:
(a) upgrading the management and governance capacities of institutions at
all levels of education;
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(b) advancing professional autonomy and school leadership;

(c) strengthening teacher professionalism;

(d) providing and developing assessment and evaluation capacities;

(e) reintroducing school self-evaluation and removing bureaucratic
barriers in the educational system.

b) Atschool level

*  Generating a broad-based consultation around inclusion and equity in
education and beginning the process of consensus building.

* Implementing changes on the existing assessment procedures of
learner performance, in order to encourage critical thought about their
improvement and their actual knowledge.

* Supporting families to recognize and understand the needs of their
children.

* Generating school-level visions for inclusive education and
communication among the school teaching team and wider school
community.

* Increasing the capacity of all schools to meet a greater diversity of needs
and to support learners within their local communities.

*  Providing professional development opportunities for staff with a focus
on inclusive education and specialised training for teachers to implement
it.

In this direction, it is considered necessary to hire specialised educational and
support staff and to increase funding for education. At the same time, there is a
need to remove stereotypical concepts that belong to the past, in order to limit
educational and social exclusion of disabled students. Finally, Greek decision
makers and stakeholders should promote inclusive practices that seek to upgrade
and modernise the educational process (Pappas, Papoutsi, & Drigas, 2018: 10).

The legislative framework was updated in March 2021 in order to meet the
challenge of equal access of students with disabilities and/or special educational
needs. In its current form, it constitutes a fundamental pillar of the National Action
Plan on the Rights of People with Disabilities, drawn up under the coordination of
the Minister of State, and it is currently being implemented.

The aforementioned National Action Plan establishes a wide array of actions in
the field of education for students with disabilities and/or special educational
needs, which aim to promote inclusive education in response to the description of
the current situation in education and the recommendations by the United
Nations, the representative organisations of People with Disabilities, the
Ombudsman, and the National Human Rights Authority.

Similarly, the Ministry of Education and Religious Affairs has drawn up and has
been implementing the Strategic Action Plan for the Equal Access of Students with
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Disabilities, which constitutes an extension of the National Action Plan on
Disability in the Field of Education. The Strategic Plan includes thirteen (13)
Operational Objectives, which are further analysed in projects and actions, with a
predefined implementation timetable, in key areas of intervention, such as:

the review of the current legislative framework;

the adequate allocation of human and material resources;

the increase of physical and digital accessibility;

the professional development of staff in issues of differentiated teaching;
the upgrading of the evaluation and support services;

the promotion of integration education programmes;

the strengthening of both early educational intervention and vocational
education;

the equal access to lifelong learning and higher education;

the evaluation of the operation of the institution of the Integration Classes and
Parallel Support.

4.2 (Re)building the school with inclusion of migrant, refugee,

and Roma children in mind

Many immigrant and refugee students from diverse ethnic, cultural, and linguistic
backgrounds have been uprooted from their home and schools through difficult
situations and they have transitioned into the new living and educational

environments in Greece, where they experience barriers and challenges, such as

language, exclusion and isolation, psychosocial stress, racism, discrimination, and
bullying (Guo-Brennan & Guo-Brennan, 2019; Raabe, 2019). These issues present
both opportunities and challenges for education policy-makers, school
administrators, leaders, and teachers (Banks, 2016) and send a clear message that
schools need to take a systematic approach and adopt meaningful and practical
ways, ensuring the environment and culture is welcoming and inclusive to all
students (Fullan, Quinn, & McEachen, 2018) and giving equal opportunities and
resources to participate and succeed in the current education systems (Guo-
Brennan & Guo-Brennan, 2019).

Emphasis should be placed on the well-being of children. Well-being has been
defined in the management literature as the overall quality of an employee’s
experience and functioning at work that includes three dimensions: psychological
(i.e., one’s subjective experience), physical (i.e., bodily health), and social (i.e.,
relational experiences; Grant, Christianson, & Price, 2007). Schools are key
settings where children can build friendships and develop their self-esteem,
whilst being able to rely on a supportive network of peers, school staff, and
parents. Therefore, according to the European Framework for Action on Mental
Health and Wellbeing, schools are recognised as one of the fundamental
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determinants of mental health among children and adolescents. Many schools in
Europe provide mental and emotional support to students and seek ways to
promote their well-being. This often happens through specific programmes,
learning assistance, educational or personal support from mental health
professionals who are either external or part of the school staff. According to
School Education Gateway (201939), “the approaches that many schools adopt can
be universal for all students or targeted at individuals”.

Also, because of the influence of relationships and interactions between school
and family on children’s development (Bronfenbrenner, 2005), it is necessary for
the school to offer equal opportunities for parental engagement to immigrant
and refugee parents (McLeskey, Rosenberg, & Westling, 2013). Moreover, schools
can develop community outreach programmes that connect local community
members and immigrant parents by opening school facilities for a wide range of
community activities with non- academic purposes for groups of all ages and
ethnic, language and/or cultural backgrounds (ex. sports, recreation, community
programmes and events) or adult continuing education programmes that are
tailored to meet immigrants’ needs (Guo-Brennan & Guo-Brennan, 2019). As a
result, inclusion can and should be engaging the whole school into an open and
inclusive process, which collectively brainstorm strategies to deal with struggles
around language, definitions, meanings, resources, and competing agendas (Guo-
Brennan & Guo-Brennan, 2019).

4. 2 . 1 . Challenges and modulatory variables

At the same time, the procedures that schools are required to follow and the
measures they take in response to the immediate needs following the ever-
increasing linguistic diversity in mainstream classes and the ongoing need to
welcome newcomers, non-native speakers have the potential to bring about more
general changes in education. These potential changes are related to the way in
which schools cope with the inclusion of students with different linguistic and
cultural backgrounds and the ensuring of equal access to learning. Second-
language teaching as a regular provision in schools and professional development
for teachers in enhancing intercultural and multilingual competences seem to be
important elements, with a hope that they become ‘normalised’ features in
education systems (Koehler & Schneider, 2019).

In a recent analytical report, Herzog-Punzenberger, Le Pichon-Vorstman, and
Siarova (2017) stress the importance of integrated multilingual education and

30 https://www.schooleducationgateway.eu/en/pub/viewpoints/surveys/poll-on-mental-
health.htm
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provide a comprehensive overview to systematically judge the type of language
pedagogy implemented in schools to promote multilingualism. This includes not
only second language instruction methods and the certification of second
language teachers, but also, for example, if and how the first language is validated
in school by regular teachers.

In a study comparing how Syrian refugee children are included -or not- in school
systems both in Europe (Sweden, Germany, and Greece) and outside Europe
(Turkey and Lebanon), Crul et al. (2019) remark that of these five countries only
Sweden comes close to actualising a serious language pedagogy in validating the
first language and providing skilled second language teachers. Turkey is on the
other extreme of the scale, where only recently have teachers began instruction in
teaching Turkish as a second language, and there is no pedagogy in place that
values the students’ first language at all. The German case is somewhere in
between, with a lot of variation between federal states (Bundesldnder) (Crul et al.,
2019).

It seems that researchers in the field of inclusion and researchers in the field of
multilingual education need to come together to create a common agenda, which
would have implications for research in both language policy and language
acquisition. To date, the research literature in both fields has been heavily
influenced by dominant ideologies and systems of language management,
including the monolingual bias of schools (May, 2014). There is an obvious need
to advocate for mother-tongue education among students, including those who
speak the many regional languages and language varieties indigenous to Europe,
as well as members of migrant language communities. But we wish to make a more
general point: that research agendas across the board should be impacted by a
more consistent focus on inclusion. To the extent that inclusion succeeds in
progressing beyond political declarations to become a structuring principle in
education systems, such a shift is needed in order for language acquisition and
language policy research to remain relevant to the changing social and political
landscape (Fettes & Karamouzian, 2018).

According to Ainscow (2020), there is a lot that individual schools can do to
address issues within their organisations. Such actions are likely to have a serious
impact on students’ experiences and may have some effect on inequalities arising
elsewhere. However, it is obvious that these school strategies cannot affect social
issues outside school, like poverty in an area or lack of resources available to
students, or processes that govern global mobility of people. But perhaps there
are issues of student access or distribution in schools, which could be addressed
if schools work together on a common agenda (Ainscow, 2020).

All of this has major implications for leadership practice within schools and
education systems. In particular, it calls for efforts to encourage coordinated and
sustained efforts around the idea that changing outcomes for vulnerable groups
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of students is unlikely to be achieved unless there are changes in behaviours of
adults. Consequently, the starting point must be with policy-makers and
practitioners: in effect, enlarging their capacity to imagine what might be
achieved, and increasing their sense of accountability for bringing this about.
This may also involve tackling taken-for-granted assumptions, most often relating
to expectations about certain groups of students, their capabilities and behaviours
(Ainscow, 2020).

4.2.2. Empowerment as major factor

Providing programmes and services to assistimmigrant children’s integration and
inclusion, recognising and celebrating their strengths, and empowering them to
make positive changes can all enhance the immigrant children’s sense of
belonging, inclusion, confidence and motivation. Several important steps can be
taken to empower immigrant and refugee students in schools (Guo-Brennan
& Guo-Brennan, 2019: 83-84).

Actions for empowerment of migrant and refugee students in schools

a) encourage and mentor immigrant and refugee youth to act as young
leaders of school clubs in schools and events in local communities, such as
Welcoming committees, Diversity and Inclusion Club, Multicultural
Community Building, etc,;

b) engage immigrant and refugee children in recreational sports as an
approach of developing cross-cultural understanding, social interaction and
friendships between local and newcomer students without relying entirely
on language skills;

c) provide culturally responsive career and university planning
programmes for immigrant and refugee children and help them understand
the cultural role of youth employment;

d) recruit and hire bilingual teachers and teaching aids who can provide
academic, social, and cultural support to newcomer students in their
languages or who have experiences and skills working with second-language
learners;

e) seek advice and support from immigrant parents, established religious
community organisations and leaders (e.g., churches, pastors, imams) for
religious and cultural accommodations at school;

f) provide training to teachers on principles and techniques in second-
language education, and in dealing with refugee children’s post-traumatic
stress disorder (PTSD) and limited formal education; and

g) support ‘at-risk’ students by developing a clear sense of students who are
‘at risk’ and develop programmes and services supporting at-risk students
at all age levels.
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Also, there are six principles that recent research has highlighted as
underpinning the creation of an inclusive culture at school (Abawi, Carter,
Andrews & Conway, 2018: 49-50).

Principles for the creation of an inclusive culture at school

(Abawi et al., 2018)

Principle 1: Informed shared social justice leadership at multiple levels -
learning from and with others.

Principle 2: Moral commitment to a vision of inclusion - explicit expectations
regarding inclusion embedded in school wide practice.

Principle 3: Collective commitment to whatever it takes - ensuring that the
vision of inclusion is not compromised.

Principle 4: Getting it right from the start - wrapping students, families and
staff with the support needed to succeed.

Principle 5: Professional targeted student-centred learning - professional
learning for teachers and support staff informed by data identified need.

Principle 6: Open information and respectful communication - leaders, staff,
students, community effectively working together.

Often, the term ‘inclusive education’ becomes synonymous with education for
children with disabilities. Although this may still be the primary motivation for
inclusive education, successful inclusive practice will be successful for all children
with many different attributes such as ethnicity, language, gender, and socio-
economic status (Schuelka, 2018). UNESCO (2017: 17, 19, 21, 27, 32; 2001: 82-
90) and UNICEF (2014: 13) have described some basic key dimensions for
establishing inclusive and equitable education systems that includes a variety
of concepts, policies, structures and systems, and some practices:

a) Concepts:

* Inclusion and equity are overarching principles that guide all education
policies, plans, and practices;

* The national curriculum and its associated assessment systems are
designed to respond effectively to all learners;

* All partners who work with learners and their families understand and
support the national policy goals for promoting inclusion and equity in
education;

 Systems are in place to monitor the presence, participation, and
achievement of all learners within the education system.
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b) Policies:

The important national education policy documents strongly emphasize
inclusion and equity;

Senior staff at the national, district, and school levels provide leadership on
inclusion and equity in education;

Leaders at all levels articulate consistent policy goals to develop inclusion
and equitable educational practices;

Leaders at all levels challenge non-inclusive, discriminatory, and
inequitable educational practices;

c¢) Structures and systems:

There is high-quality support for vulnerable learners;

All services and institutions involved with learners and their families work
together in coordinating inclusive and equitable educational policies and
practices;

Resources, both human and financial, are distributed in ways that benefit
potentially vulnerable learners;

There is a clear role for special provision, such as special schools and units,
in promoting inclusion and equity in education;

Building family and community involvement is a step-by-step process
based on trust;

Social interactions among students, interactions between students and
teachers both in and out of the classroom, and learning experiences that
occur within the community (e.g., in the family or in various social or
religious contexts);

Families as contributors to inclusive education: The role of parents is
emphasized in supporting inclusion in the family and children’s learning
and development at home;

Families as activists: Frequently, families - particularly those organised
into networks or associations - play a lead role in moving education
systems towards more inclusive approaches and policies;

Family and community involvement in school governance and
management through their participation in decision making and in
supporting aspects of daily management of activities;

d) Practices:

Schools and other learning centres have strategies for encouraging the
presence, participation, and achievement of all learners from their local
community;

Schools and other learning centres provide support for learners who are at
risk of underachievement, marginalization, and exclusion;
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* Teachers and support staff are prepared to respond to learner diversity
during their initial teacher education;

* Teachers and support staff have opportunities to take part in continuing
professional development regarding inclusive and equitable practices;

4.2.3. From theory to practice via assessment

The elaboration and implementation of policies for the educational reception and
integration of children with a refugee or immigrant background has been and
continues to be, in the case of Greece, a significant challenge and critical risk
(Stergiou & Simopoulos, 2019). Greece, like the rest of Europe, seems to have
discovered the refugee phenomenon in 2014-2015. But in the past 20 years alone,
several hundred thousand people have applied for asylum (Stergiou &
Simopoulos, 2019). In Greece, one of the major problems is that the Ministry’s
action plan for the school year 2016-2017 has focused exclusively on compulsory
education, which ends at age fifteen. In 2018-2019, after a hiatus of many years,
reception classes in secondary schools were re-established. However, despite the
efforts that were made, a large number of students with a refugee background
have remained excluded. In order to enrol in General or Vocational Upper
Secondary School (Lyceum/ Lykeion), students need a high school diploma.
However, the lack of an adequate assessment system has locked most refugee
youths over age fifteen outside the Greek education system.

Therefore, despite the significant steps that were made from 2016 to 2019, access
to public education for children with a refugee background has generally been
limited to those belonging to the age group of 6 to 15 and residing on the mainland
(Stergiou & Simopoulos, 2019). Non-formal education, in technical and vocational
skills, as well as Greek language courses and soft skills are provided by several
NGOs and International Organisations. The Greek educational system provides
flexible second chance education services (Second Chance Schools) for adults who
dropped out of school before completing compulsory education. However, at the
time of the writing of this report, no institutional arrangements exist for
integrating newly arrived refugees and other displaced persons in these
structures. A prerequisite for attending these schools is an adequate knowledge of
Greek. The General Secretariat for Vocational Education, Training, Lifelong
Learning and Youth of the Ministry of Education and Religious Affairs has
implemented, until 2013, a number of programs of Greek language courses for
immigrant adults, while also certifying their knowledge of Greek. Nonetheless,
language courses are not systematically offered to the aforementioned population
categories aged over fifteen years old. (Crul et al., 2019: 15).

As a result, it is necessary to develop theories and policies that connect with the
actions and respond to the praxis and newcomers’ needs, in order to provide
access to all levels of education and allow for flexible pathways and support them
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not only at school but in the whole society so that they are able to develop the
sense of belonging that provides a feeling of safety (Dobson, Agrusti, & Pinto,
2021) and constitutes a crucial and operational value and organising practice that
acts as an indicator of inclusion (Slee, 2019). However, in order to realise the
effectiveness of inclusive policies, theories, and actions to support immigrants and
refugees, it is necessary to consider “what concepts support a language and
practices of authentic experience of inclusion and belonging for these pupils and
how can these concepts support the creation of indicators to measure the success
of inclusion and belonging compared with other groups in society or in ipsative
terms, by comparison with themselves” (Isaacs et al. 2013, cited in Dobson et al,,
2021: 2).

The above literature review included the presentation of recent empirical
research related to the subject under study. In conclusion, taking into account all
the above, which are proposals for successful and effective inclusion and emerge
as extensions of research and action, this literature review will be enriched with
the emerging data from the present research, their critical evaluation and also
their correlation with the existing literature.
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Part 2

RESEARCH FINDINGS IN GREECE



Chapter 5
Research methodology

5.1 Research problem, research aim and questions

Chapter 5 includes methodological notes on the processes and methods adopted
to collect and analyse data driven by specific research questions that were formed
applying the Rapid Outcome Mapping Approach (ROMA). The aim of the study was
to capture the existing (or non-existing) inclusive top-down policies and their
implications concerning access to education for several groups of students, such
as children with a migrant/refugee background, Roma children, children with
disabilities and/or special educational needs. The overall goal of the report is
relevant to educational and social change starting from educational policies for a
more inclusive school. The research problem of this study is formulated as follows:

Research Problem

Inclusion policies and practices adopted by education and training policy actors
do not appear sufficient for effective inclusion of all children living in Greece,
because (a) there is no connection of theory to practice or there is a (consciously
or unconsciously) partial connection of theory with practice, and because (b)
communication between the collaborating institutions/agents/bodies is
incomplete.

In order to address this research problem, the Rapid Outcome Mapping Approach
(ROMA) approach has been employed, which is a ‘a process of constant reflection
and learning’ (Young etal., 2014: 1), and seeks to engage researchers in depth with
policies, in order to create appropriate conditions for change (ibid.). Based on the
ROMA approach, an in-depth diagnosis of the research problem follows in terms
of breaking down aspects of the problem and forming respective research
questions that have guided the literature review (Part 1 of the report) and the
design of the empirical research (Part 2 of the report). According to the whys
technique, the following aspects have been identified which specify the research
problem:

(a) Problems in the design and communication of educational policies
between all educational institutions [1st WHY]

(b) Problems concerning the implementation of inclusive educational
policies/practices [2nd WHY]

(c) Evaluation-Implications of  (non-)inclusive educational
policies/practices [34 WHY]

(d) Educational change: preconditions and suggestions [4th WHY]
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With reference, thus, to the abovementioned aspects of the research problem, we
engaged in asking four whys as follows:

Why does this matter? [1st WHY]

1st WHY

. Without linking theory to practice, educational policy seems to refer to
general categories of children with similar characteristics, when in fact the
diversity of socio-linguistic profiles and the linguistic, pedagogical, and
emotional needs of children is more intense.

. Without communication among educational policy makers, the chain of
information about the needs of the children in the classroom between the
Ministry of Education, the Institute of Educational Policy (IEP), principals, and
teachers is lost.

Research Questions 1:

1. How is the concept of inclusion perceived by the people who design and
implement educational policy, and who is involved in shaping inclusive
education?

2.  How are the educational policies formed regarding the education of students
with Disabilities and/or SEN/ Roma students / students with immigration or
refugee experience?

3. What are the educational policies for the integration/ inclusion of students
with Disabilities and/or SEN/ Roma / with immigration or refugee experience
students in school as they are presented today in the official educational
policy documents?

Why does 1 matter? [2rd WHY]
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2nd WHY

e Without a “direct and wuniversally accepted and understandable
transfer/communication” of educational policies to all bodies of education, we
are led to non-inclusive educational policies.

e Without a realistic knowledge of the sociolinguistic profile and needs of
students in the classroom, the educational community and policy-makers fail to
plan and offer effective interventions for inclusion.

. Without the chain of information in a bottom-up approach, educational
policy fails to intervene immediately/timely and aptly in the light of the ever-
changing educational reality of the classroom.

. The theory in which educational policies are reflected and which teachers
are called to apply is in a two-way relationship with the educational practice
itself, since theory and practice feed into each other in order to make
appropriate decisions and make the necessary restructuring and adjustments
that will meet the students’ needs.

Research Questions 2:
Implementation of inclusive educational policies

1. How is the education of students with Disabilities and/or SEN/ Roma
students and students with migration or refugee experience at school?

2. What are the relationships between students, teachers, and students,
and how are school-family relationships defined?

3. How do these relationships affect the inclusion of Roma, immigrant, and
refugee students in school, and their overall presence in the school
context?

4. What are the practices of cooperation between education institutions in
the implementation of “inclusive” educational policies? Are there any
practices of feedback, redesign, sharing of the students’ practices? And
if so, what are they?

School context

5. What inclusive practices does the school as a unit follow (e.g., use of
languages in school signs) to ensure equal participation of all students
in school activities?

6. What are the actions of the school principal for the cultivation of an
inclusive education (trainings, actions within the educational
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community of the school, communication with other educational
institutions, etc.)?

7. How does the educational community of the school (teachers'
association) deal with the issues of equal participation of students in
education / school (e.g., do they discuss these issues, who participates
in the discussions, what actions are they doing, are they trained)?

8. Is the educational community of the school unit trained? Are they
trained specifically in inclusive practices? Are they provided with the
tools and educational material needed?

Parent-teacher relationships

9. What factors influence the parent-teacher relationship? (e.g., parental
attitudes, expectations, cultural / educational capital, etc.),

10. How do the relationships between school and family affect the
children's attendance?

11. Do parent-school relationships influence the formulation and
implementation of inclusive policies? If so, in what way?
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Why does 2 matter? [3rd WHY]

3rd WHY

. When educational policy and educational community fail to design
and offer inclusive interventions (e.g., failure concerning language
integration, school performance, creating a safe environment), a group of
children may remain out of school, may leave school, or may grow up/live a
traumatic school life.

. When educational policy fails to intervene on time, it is one step
behind the development of the current educational reality, whereas school
ought to adjust to the constantly evolving sociopolitical environments within
which it is placed.

. Because every successful inclusive intervention must refer to every child and
must relate to them, not to a generalized picture that reaches late the steps of
politicians’ decision-making processes.

Research Questions 3:

1. How is the process of implementing inclusive policies/practices
evaluated?

2. Do success or failure to implement inclusive educational
policies/practices influence students ’school performance and
behaviour within the school environment and what parameters lead to
their school underperformance?

3. In what ways may the school’s policy exclude or empower students
with Disabilities and/or SEN, students with a migrant or refugee
experience or Roma students?

4. Who is responsible for unsuccessful inclusive practices of students
Disabilities and/or SEN, students with a migrant or refugee experience
or Roma students?

5. Has specialised professional development of members of the school
community brought any positive result towards educators’ 'readiness
to address successful inclusive policies-practices? If yes, to what
extent?

6. Whatis important to take into consideration when designing a training
that aims at inclusion of students with a migrant or refugee experience
or Roma students?

7. To what extent may the process of implementing inclusive policies /
practices be influenced by training actions that do not respond to
teachers’ needs concerning inclusive education?
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Why does 3 matter? [4th WHY]

4th WHY

Offering opportunities to all children in a timely fashion and in a way that concerns
them favors the removal of social inequalities that are reflected in the school
environment, and fulfills the obligation of a society that aims at social justice, peace,
and active citizenship for all individuals belonging to it.

Research Question 4:

1. How could the school better meet the needs of students with
Disabilities and/or SEN, Roma students and students with migrant or
refugee experience?
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5.2 Research context, research approach and tools

The research was designed and implemented during the COVID-19 pandemic era,
during which there were consequent lockdown periods in Greece, curfews and
mobility restrictions and certain distance keeping, mask use and other relevant
non-pharmaceutical interventions. A variety of additional measures were applied
specifically concerning educational institutions, such as mainstream classrooms
and other educational spaces (e.g., the ones located in camps). These included
distance learning and in-classroom learning with the use of masks, social
distancing, and more localised solutions based on the COVID-19 cases that
appeared per region or school unit. As far as educational spaces in camps are
concerned, distance learning was proposed for this context as well.

Due to the restrictions on mobility, and therefore face-to-face contact, digital
media were used for the communication of the research team and the
implementation of the research. Specifically, Skype communication software was
used, after securing written informed participant consent through email. A
qualitative approach was employed, using interviews and focus groups as
research tools for data collection. Two semi-structured guides were designed for
the interview and the focus group respectively. These including adaptation
instructions, so that they were more relevant for the two conventional categories
used for practical reasons in this study, i.e.,, regarding (a) students with a
multicultural and multilingual background who have experienced (forced)
migration and Roma students; and (b) students with special educational needs.

Both the semi-structured interviews and the focus groups were performed by
researchers in pairs; i.e.,, on every occasion two (2) researchers conducted the
interviews and the focus group. The researchers had discrete roles, namely (a)
interviewer and (b) observer (keeping notes), and they also participated in a post-
interview reflexive discussion, which was the first stage of analysis. Data analysis
was realised as team-based qualitative thematic analysis: i.e, themes were
identified corresponding to the whys expected to be addressed on the basis of the
research design. The two sub-teams worked in parallel to identify themes relevant
to the two conventional categories used for practical reasons.

As is the case with all research, the present analysis has some limitations. The
width and variety of the target groups, mainly the coexistence of students
Disabilities and/or SEN, Roma students and migrant or refugee students, render
almost impossible the representativity and the scope of the research. The same
applies to the geographical coverage of education contexts discussed in the
analysis, and of participants: most of them live and work in the Attica region, and
a smaller part in other Greek regions. Nevertheless, the choice of qualitative
methodology reduces the importance of “validity” of the research outcomes. On
the contrary, the analysis claims for “trustworthiness”; following Whittemore et
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al. (2001), the priorities of the qualitative approach adopted in this research are:
credibility (accurate interpretation of the participants’ meaning), authenticity
(diversity of voices heard), criticality (in-depth and multidimensional appraisal of
all aspects pf the research), and integrity.

The reader should forget that any report of research is a representation by the
author(s). As Creswell & Poth (2013) state, the “accuracy” of the results in
qualitative research is best described by all possible actors: the researchers, the
participants, and the readers.

5.3 Participants and research process

5.3.1. Sampling and participants’ profiles

The selection of the research sample was aimed at identifying participants who
could provide rich information on the topic, revealing important issues for the aim
of the research which was to capture the inclusive policies that exist (or don’t exist
or partially exist) and their implications concerning access to education for
students with a migrant/refugee background, Roma children, children with
special educational needs and children with disabilities. As this report draws on
qualitative research, an alternative sample method from the one aimed at
representativeness of the population was required. In particular, it was necessary
to apply non probability sampling strategies corresponding to the aims and whys
of the research design and specifically ‘purposive sampling’ and ‘convenience
sampling’.

Using ‘purposive sampling strategy’, the selection of the sample was not done
randomly but it was based on the judgment of the research team about
participants’ usefulness in the research, and on their relevance to the general
context of the research and in particular to the research aims and questions that
have been designed and the theoretical approach that had been adopted.
Therefore, it was considered appropriate to include in the sample individuals with
specific characteristics, in relation with the two conventional categories used for
practical and programmatic reasons in this study, i.e., (a) students with a
multicultural and multilingual background who have experienced (forced)
migration, and Roma students; and (b) students with disabilities and/or special
educational needs.

The research team decided the selection of agents that have a “stake” in the school
and its students, meaning that they have personal, professional, or other interest
or concern, and they are considered as part of the ‘school community’. In the
perspective of this report, a ‘school community’ comprises a wide variety of
stakeholders, like national stakeholders directly related to education such as the
Ministry of Education and the Institute of Educational Policy.

% Bottleneck Analysis 116
/ for Inclusive Education in Greece




In the case of the students with a multicultural and multilingual background,
executives of the Ministry of Migration and Asylum were selected, too, as well as
regional or local administrators of education, school counsellors, refugee
education coordinators, and members of internationals organizations who had
experience with migrants/refugee/Roma children that live with their families and
with unaccompanied minors

Regarding D/SEN students, national and local stakeholders were selected, too,
such the general manager of the administration for special education, local
administrators of education, educational coordinators of special and inclusive
education, the manager of a center for educational and counselling support, and
former managers of KESY (KEDASY) who had experience in managing situations
involving D/SEN students and in inclusive policy-making for primary and
secondary education.

For interviews and focus groups, principals, teachers (primary/secondary
education), teachers of special schools, psychologists (members of DEDA) or other
specialists and parents were also selected. Parents were purposefully included in
the sample, as a ‘whole school’ approach was adopted in the study, to showcase
the involvement and collaboration among stakeholders (counsellors, principal,
teachers, parents).

Besides, the sample was selected in a way that was convenient for the
researchers, so the strategy of convenient sampling was used. The convenience
sampling is based on criteria such as convenience, easy access, availability and the
short time of research data collection needed. In particular, after the decisions had
been made by the research team about the characteristics that the participants
should have in order to be involved in the research, then the selection of them was
not random, but the researchers selected individuals that they knew, either
personally or professionally, to save time because they had direct access to the
sample, and to ensure that those people could be able and available to participate
in the research process.

As a result, the sample included teachers of primary and secondary education,
school leaders/principals, teachers of ZEP, DYEP, teachers of special schools/
inclusion classes/ parallel support, counsellors, refugee education coordinators,
specialists (psychologists), parents and other stakeholders. Most of the
participants had extensive experience in inclusive education, and were
involved in some processes of policy-making at national or local level. Parents
who participated in focus groups included one president of a parents’ association
of one mother of a child with autism, and, in general, they were in frequent
communication with schools and other education authorities.

Most of the participants were living and working in the Attica region, and a smaller
part in other Greek regions, like Central Macedonia, Epirus, Euboea, Peloponnese,
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Thessaly and Voiotia. For a more detailed account of the profiles of all
participants in the fieldwork, please refer to Annexes 5 and 6.

In sum, eighteen (18) semi-structured interviews and four (4) five-member focus
groups were conducted in June and July 2021. Each interview lasted
approximately 50 min., whereas each focus group lasted approximately 80 min.
Table 2 shows the codes used to manage data, according to the participants’
profiles. Three participant categories took part either in Interviews [I] or focus
groups [F]: (a) Stakeholders [ST]; (b) Education Coordinators [EC]; (c) Principals
or Teachers [PT] (See Annexes 4 and 5 for more details).

Participants Job Title/Profile Code

1 Stakeholder [1_ST

2 Stakeholder [2_ST

3 Stakeholder [3_ST

4 Education Coordinator [4_EC
5 Education Coordinator I5_EC

6 Principal /Teacher 16_PT
7 Principal/Teacher [7_PT
8 Principal/Teacher I8_PT
9 Stakeholder 19_ST
10 Stakeholder [10 ST
11 Education Coordinator [11 EC
12 Education Coordinator [12_EC
13 Education Coordinator [13_EC
14 Principal/Teacher [14_PT
15 Principal/Teacher [15_PT
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16 Principal /Teacher [16_PT

17 Principal/Teacher 117_PT
18 Principal/Teacher [18_PT
19 Principal /Teacher [19_PT
20 Stakeholders F1_ST
21 Practitioners F2_PR
22 Stakeholders F3_ST
23 Principals/Teachers F4_PT
Table 2

Data management of the fieldwork

5.3.2. Research and analysis process

Due to the COVID-19 pandemic, the research team opted for digital ethnography
methods. Digital media were used for the communication between participants
and the research team, and the main communication channel between them was
videoconferencing. Specifically, Skype communication, Webex and Zoom
meetings software were used, after securing written informed participant consent
via email. Participants were generally very familiar with the software for the
research, and they often use on an everyday basis. Only one of the focus groups
undertaken in the fieldwork took place on face to face (Focus Group 4, see Annex
6), because all participants were working or have been collaborating with the
same school. Interviews and focus groups were recorded by screen and audio
recording.

After transcribing the content of the spoken data, team-based qualitative thematic
analysis was conducted, in order to identify key themes, sub-themes, and patterns
in the data corpus.

Specifically, the qualitative data collected from interviews and focus groups were
processed with the thematic analysis method that entails searching across a data
set to identify, analyze, and report repeated patterns (Braun & Clarke, 2006). The
research team possesses important relevant expertise on this method which is
appropriate not only for describing inputs received, but also for interpretating the
processes of selecting codes and constructing themes. The two sub-teams of the
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research team worked in parallel to identify themes relevant to the two
conventional categories used for practical reasons, and the findings of the two
parts of the research were compared and cross-fertilised.

In particular, after the interviews and focus groups were completed, the members
of research team proceeded to transcription after listening several times to the
recorded interviews/focus groups, in order to understand the whole context of
the conversations, having in mind the research questions and trying to define
some basic thematic categories that emerged from the data. In the first stage, the
basic analysis schema was performed with these thematic categories and then the
researchers, after reading carefully the specific format and getting acquainted wit
it, they returned to the recorded files to select a unit of speech, i.e.,, a unit of
analysis that fits into one or more of the thematic categories. Finally, theh
researchers processed data more thoroughly so that subcategories emerge in the
already existing thematic categories, and some new themes, which were added to
the first schema and in which the respective units of speech/units of analysis were
added, too.

After the detailed processing of the data was completed, the final format of the
thematic analysis was carefully studied by the researchers and the necessary
corrections, modifications and mergers of subcategories were made so that there
is a logical connection between the categories, findings, theory and research
questions. At last, after the analysis schema had taken its final form, the research
team tried to highlight the patterns from each category and subcategory so that
the characteristics of each can be highlighted and can be briefly described, giving
as an example each time one unit of speech that fits each (sub)category.

For example, in Schema 1, where the thematic analysis of data relevant to
refugee/migrant/Roma students is presented, there are four basic thematic
categories on which research team decided corresponding to the whys expected
to be addressed on the basis of the research design: 1) The construct of
educational inclusion: conception & design; 2) Inclusive educational policies in
practice I: Identifying Challenges to move from theory/policy to practice for the
Greek educational reality; 3) Inclusive educational policies in practice II: reflecting
on performances of inclusive educational policies; 4) From experience to the
future of educational inclusion: redesigning educational inclusion.

At a final stage, the research team read again the transcribed files from interviews
and focus groups and collectively tried to analyze more the data; as a result,
subcategories were developed for each thematic category. For example, in
Thematic Category 3, there were 2 subcategories formulated: 3.1) Good Practices,
and 3.2) Bad Practices. In some cases, it was necessary to create more specific
subcategories for one subcategory; for example, in subcategory ‘2.1) Challenges I-
to appear in the school (for students to reach school)’, three subcategories were
shaped: 2.1.1) Access to school: Sociopolitical and institutional factors influencing
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access to school; 2.1.2) Access to school: Target groups’ needs, plans, habits
influencing access to school; and 2.1.3) Access to school: Dominant groups’
attitudes to target groups’ access to school. The patterns of each basic thematic
category, subcategory and more specific subcategories are not visible in this
schema, but helped research team describe and analyze every category citing
some indicative excerpts (see Chapter 6).

5.4 Team-based Qualitative Thematic Analysis Schemas

The main themes identified were the following:

1. The construct of educational inclusion: conception and design

2. Inclusive educational policies in practice I: identifying challenges to move
from theory/policy to practice for the Greek educational reality

3. Inclusive educational policies in practice II: reflecting on performances of
inclusive educational policies

4. From experience to the future of educational inclusion: redesigning
educational inclusion

The two thematic analysis schemas are presented immediately below, and will be
further explained in the following chapters (Chapters 6, 7, 8, 9). All data were
recorded in Greek and the selected excerpts included in this report have been
translated in English and have been codified with reference to the data source and
an identifying number.

Schema 1

Team-based qualitative thematic analysis of data relevant to students with a
multicultural and multilingual background who have experienced (forced)
migration and Roma students

1. THE CONSTRUCT OF EDUCATIONAL INCLUSION:

CONCEPTION & DESIGN

1.1 Conceptual level: Definitions of educational inclusion

1.2 Institutional level: Inclusive Educational Policy Design and Synergies

1.2.1 Stakeholders - Agents of educational policy

1.2.2 Inclusive Educational Policies
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1.3. Challenges for designing inclusive educational policies

. INCLUSIVE EDUCATIONAL POLICIES IN PRACTICE I: Identifying
Challenges to move from theory/policy to practice for the Greek

educational reality

2.1. Challenges i - to appear in the school (for students to reach school)

2.1.1 ACCESS TO SCHOOL: Sociopolitical and institutional factors
influencing access to school

2.1.2 ACCESS TO SCHOOL: Target groups’ needs, plans, habits influencing
access to school

2.1.3 ACCESS TO SCHOOL: Dominant groups’ attitudes to target groups’
access to school

2.2. Challenges ii - attitudes towards inclusion

2.2.1. ATTITUDES OF THE EDUCATIONAL UNIT TOWARDS INCLUSION
influencing the application of inclusive educational policies

2.2.2. ATTITUDES OF THE LOCAL COMMUNITY influencing teachers and
parents’ attitudes towards inclusion

2.2.3. ATTITUDES OF PARENTS TOWARDS INCLUSION influencing the
application of inclusive educational policies

2.3. Challenges iii - to apply inclusive practices

2.3.1 Regulations, resources, data
2.3.2 Teachers, parents, students

2.3.3 Educational Policy-Educational Practice distance

. INCLUSIVE EDUCATIONAL POLICIES IN PRACTICE II: Reflecting on

performances of inclusive educational policies

3.1. Good practices

3.2. Bad practices

. FROM EXPERIENCE TO THE FUTURE OF EDUCATIONAL INCLUSION:

Redesigning Educational Inclusion

T
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4.1. Sensitizing local communities

4.2. Communication and interaction among key actors

4.3. Reviewing/Expanding and developing educational resources and
processes

4.3.1. Reviewing/adjusting/appropriating/enhancing resources and
processes

4.3.2. Training educators

4.3.3. Reviewing language policies and legislation

4.4. Addressing Practical Issues

4.5. Changing perspectives: Broader change of the school’s role
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Schema 2

Team-based qualitative thematic analysis of data relevant to students with
disabilities and/or special educational needs (D/SEN)

Thematic
Category 1

Thematic Category

2

Thematic Category 3

Thematic Category 4

Perception of | Visibility and | Good and bad practices | Agency for inclusion:
educational applicability of | for inclusion in Greek | from evaluation to
inclusion and | inclusive policies in | schools. suggestions
awareness of | Greek schools.
policies  for
achieving it.
Sub -category | Sub-category 2.1: | Sub-category 3.1: Good | Sub-category 4.1:
1.1: Visibility of | Practices for Inclusion | Evaluation of inclusive
Perception of | Inclusive policies Practices
educational
inclusion
1.11 2.1.1 Ambiguity of | 3.1.1  Individualised | 4.1.1 Inclusion Class in
Defini | inclusive policies Instruction in | practice
tion of mainstream class
inclusion
1.1.1.1 Equal | 2.1.2 Nonrealistic | 3.1.2 Participation in | 4.1.2 Parents’
educational policies school routine and | misunderstanding of
opportunities outdoor activities the Inclusion Class’
role
1.1.1.2 Help 2.1.3 Policies’ | 3.1.3 Home- school | 4.1.3 Teachers’ lack of
to integrate in | Flexibility communication knowledge and
a mainstream specialisation on
class certain disorders
1.1.1.3 Social | Sub-category 2.2: | 3.1.4 Early assessment | 4.1.4 Lack of
Inclusion Applicability of | of D/SEN students’ | accessibility
Inclusive Policies educational needs
1.1.1.4 2.2.1 Inclusive | 3.1.5 Use of | 4.1.5 Operational
Acceptance of | Classes multisensory material | Problems of inclusive
pupils’ and policies’ applicability
diversity interactive/kinesthetic
activities

1.1.2 2.2.2 Parallel | 3.1.6 Giving D/SEN | 4.1.6 No state support
Attitudes for | Support pupils initiatives for | to parents
inclusion participation

f_}\?’% Bottleneck Analysis 124

WY for Inclusive Education in Greece

ABgRATOR"



" for Inclusive Education in Greece

1.1.3 2.2.3 Co-housing of | 3.1.7 Positive school | Sub-category 4.2:
Consequences | mainstream  and | climate for inclusion Suggestions
of non- | special schools
inclusion
Sub-category | 2.2.4 Collaboration | Sub-category 3.2: Bad | 4.2.1 Implementation
1.2: practices for inclusion | of inclusive
Awareness of instructional /teaching
policy strategies
1.2.1 Impact | Sub-category 2.3:| 3.2.1 Teachers’ | 4.2.2 Teachers’
of European | Applicability’s responsibilities denial | training on D/SEN
Inclusive Problems of
policies Inclusive Policies
1.2.2 2.3.1 No continuity | 3.2.2 Not targeted | 4.2.3 Better and more
Stakeholders’ | of inclusion inclusive practices central organisation
Personal (bureaucratic, etc)/
Initiatives Support to schools
2.3.2 Lack of staff 3.2.3 Withdrawal of | 4.2.4 Connection with
D/SEN pupils from | local community
mainstream class
2.3.3 Limited | 3.2.4 Collaboration’s | 4.2.5 Creating an
funding Problems inclusive mindset
234 Lack of 42.6 Increase of
innovative funding
curricula
2.3.5 Parents’ non 4.2.7 Increase of
acceptance of technological and
child’s difficulties digital  accessibility
2.3.6 Disregard of 4.2.8 Connection of
special educators’ education agencies
legislation/ duties
23.7 Lack of 4.2.9 Evaluation and
practices’ early intervention
evaluation
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Chapter 6

Perception of educational inclusion and awareness of
policies for achieving it

6.1 Findings focusing on the education of students with
Disabilities and/or SEN

The educational inclusion of students with Disabilities and /or Special Educational
Needs’(D/SEN) pupils has been a prominent concern in Greece for the last
decades. So, first of all, it is of high importance to explore how participants in the
present study perceive the term ‘educational inclusion’, and secondly to trace the
degree of awareness regarding policies that have been established to achieve
educational inclusion in the context of the Greek School.

6.1.1. Perception of educational inclusion

The main outcomes of the thematic analysis indicate that, when it comes to
defining educational inclusion, a common point of reference does not seem to exist
among educators. More specifically, the terms ‘integration’ and ‘inclusion” were
found to be interchangeably used in the Greek context:

Excerpt 1
The Law term was “integration”. After the Salamanca convention, we passed
to the use of term “inclusion” theoretically. (F4_PT)

This confusion was mentioned by the majority of the participants and indicates
the need to reach a common definition in the context of an official meeting among
stakeholders, universities, school principals, teachers, etc.:

Excerpt 2

The Ministry of Education and Religious Affairs has to meet with universities
and other stakeholders and come up with a common definition because we
are lost in translation. (F4_PT)

The dimensions’ matrix of educational inclusion of D/SEN pupils is four-fold. The
first dimension is related with the equal educational opportunities offered to all
pupils either with or without special educational needs:

Excerpt 3
Inclusion means equal opportunities for all. Equal opportunities to training,
to education for every child. (116_PT)
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The second dimension is the support and help provided to D/SEN students in
order to integrate them in a mainstream class with a view to improving their
abilities to respond to the challenges of a mainstream class:

Excerpts 4-5
The better development of the child’s abilities in order to be in a class with
other children, to participate, to be a team member. (I119_PT)

[ always believed that the main reason that all actions happen is to help them
in order to integrate them in the mainstream class, in a level close to or little
below to the class average. (I15_PT)

The confusion noted regarding the terms ‘inclusion’ and ‘integration’ is also
evident in Excerpts 4 and 5 above, as the participant appears to be using the term
‘integration’ to define ‘inclusion’.

The last two dimensions of educational inclusion of D/SEN pupils refer to their
social inclusion and the need to accept the pupils’ diversity:

Excerpt 6
Inclusion in society... not only inclusion in school. (F3_ST)

Excerpt 6 highlights the importance of social life, and not just the educational one.
Also, in order to achieve inclusion, whether social or educational, it is necessary
to accept pupils’ diversity:

Excerpt 7
... inclusion means becoming a better person and I become a better person
when [ accept the diversity and teach my pupils to do the same. (I17_PT)

On the other hand, if we want to deeply understand the beforementioned
dimensions of educational inclusion of D/SEN pupils, we should explore the
participants’ attitudes towards inclusion. The importance of the teacher's role in
inclusion is evident. Teachers’ attitudes towards inclusion could facilitate or
impede the entire process, since teachers function as models for children:

Excerpts 8-9
..If the teacher accepts the child, so will the other pupils... (117_PT)

If children have to confront such a situation, they do not keep distances, they
become friends. The problems do not start from kids, [they] start from home.
(F4_PT)

In addition, the role of teachers’ attitudes is highly important in the context of
cooperation with the special educators:
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Excerpt 10

There was not proper communication and the parallel support lost its role.
(I12_EQ)

At this point, it is important to mention that teachers’ attitudes towards
educational inclusion reveal a misunderstanding of the special educators’ role.
Many teachers hold the belief that D/SEN pupils’ inclusion is not their concern, as
long as these pupils have a parallel support teacher, and they therefore shift the
responsibility of inclusion to them:

Excerpts 11-12

The parallel support ends up being the person who has the whole
responsibility and takes care of the child who has difficulties, and we want to
get rid of because he messes up our lesson. (114_PT)

The general class teachers regard parallel support teachers as assistants not
as equals. (I112_EC)

Moreover, parents’ attitudes for inclusion could positively or negatively influence
the educational inclusion of D/SEN pupils. Once a D/SEN pupil is to attend a
mainstream school, initially concerns of mainstream pupils’ parents emerge:

Excerpt 13
Other parents complain and want the D/SEN pupil to leave the classroom.
(I15_PT)

It is then up to the school to handle such attitudes and phenomena. It is to be
hoped that such initial concerns fade out when there is a positive school climate,
which is characterized by effective communication, collaboration, and empathy
between school staff and parents of mainstream and of D/SEN pupils:

Excerpt 14
Some parents tried to complain but we succeeded by creating a good climate.
(F4_PT)

The highest approval of inclusion emerges when true friendships are created:

Excerpt 15

Our child is happy, her sister is also happy and we are satisfied by this. Also,
other parents call us to go out together, she is a member of a team, she has
friends. (F4_PT)

Concerning the consequences of non-inclusion, participants appeared to focus on
potential psychological problems of D/SEN pupils and their life-long
stigmatisation:
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Excerpts 16-18
That separation caused bad behaviours. Many pupils of typical school class,
were throwing stones, bottles, were laughing at them....etc (F3_ST)

Besides they carry a stigma. It is like a guilty secret which [ want to hide. There
is that guilt in our society. These children are hidden. (I3_ST).

The child will express a complex which will lead to inappropriate behaviour
in society. (I115_PT)

These two aspects should be taken under serious consideration, especially now
during the COVID-19 pandemic:

Excerpt 19
During covid, many behaviours have changed in people. We should take care
of this alteration. (F3_ST)

6.1.2. Awareness of policies for achieving educational inclusion

As expected, the majority of stakeholders recognised the impact of European
policies in Greek context. They acknowledged the fact that European and Greek
educational policy are connected under the common vision of ‘a school for all’:

Excerpt 20

We are all in favour of inclusion. Our educational policy is influenced by [the]
western way of thinking and the idea of inclusive education. Our educational
system is integrative and as a result integration is a horizontal goal. (F3_ST)

They also placed emphasis on the Salamanca Convention, which is regarded as a
fundamental step towards inclusion, not only in terms of school but also for the
society generally:

Excerpts 21-22

The Salamanca Convention made clear that the integration is not the child's
burden and his/her family’s but the state ought to help them to be an equal
member of society.... (I12_ST)

The Salamanca’s Convention refers to all children no matter what special
needs they have (other language, special learning difficulties, Roma, etc.).
(F3_ST)

However, some of them recognised that many more actions should be taken in
order to make ‘a school for all’ a reality:

Excerpt 23

There is a theoretical connection between European and Greek educational
policy but the Greek school is far away from a school for all. There is not in
practice such a school and it is sad. (I3_ST)
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In general, teachers and parents shared the above opinion. Many teachers pointed
out the fact that even though the school is described as inclusive, in reality it is far
from this vision because many schools face a number of difficulties (e.g,
infrastructure, buildings), which broaden the distance between inclusive policies
and school reality:

Excerpt 24

That child is not entitled to have a Special Support Staff. So that child was
invisible for the state. The Greek state school could not provide the necessary
facilities in order to move with wheelchair and as a result, after some period
of time, the parents enrolled her in a private school which had the facilities. I
think that it is a defeat of public school. (F4_PT)

From their perspective, parents did not believe that inclusive policies are applied
in school, because they face a variety of difficulties concerning their child’s school
attendance:

Excerpts 25-26

[ was crying and begging them to enrol my child in a special school because
none of the nearby mainstream schools accepted my child. It was October and
my child was not in school. (F4_PT)

Her mother had to quit her job in order to help her at school. She had been
victimised by the state which could not provide neither facilities nor a special
support staff. Her life had stopped. (F4_PT)

Often, when the state cannot provide the necessary support, it is significant to
mention stakeholders’ personal initiatives to further educational inclusion. Their
awareness, their empathy or their personal experiences lead them to adopt or
reform inclusive policies, or put pressure for their implementation in the Greek
school context:

Excerpt 27

Policies in education, often, were designed not only as a consequence of
European policy, anyway Greece always was following European instructions,
but also as an initiative of sensitized stakeholders in education. (112_EC)

Similarly, many teachers strive to make their school or their class inclusive,
depending on their empathy on special educational needs:

Excerpt 28

If a teacher wants this child in his/her class, (then) he/she will manage to
integrate it with the proper support...will succeed in transforming the whole
class into a huge hug. (I15_PT)
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6.2 Findings focusing on the education of students with
migrant, refugee, or Roma background

Section 6.2 presents the content of the first thematic category of the thematic
analysis schema The construct of educational inclusion: conception and design, as
far as students with migrant, refugee, and Roma background are concerned. This
theme consists out of three thematic subcategories: (a) the perception and
definition of inclusive education by the different actors who design and implement
policies (Conceptual level: Definitions of educational inclusion); (b) the
identification of agents that plan educational inclusive policies and synergies
either with each other or with other agents (Institutional level: Inclusive
Educational Policy Design and Synergies); and (c) the challenges for designing
inclusive educational policies.

6.2.1. Conceptual level: Definitions of educational inclusion

More specifically, regarding educational inclusion, this was defined as (1) a right
for all students, (2) a right that approaches education as a place of inclusion,
respect for diversity, and acceptance of all voices, as well as visibility, and (3) a
right that all institutions must claim for those who do not enjoy it. Excerpt 29
refers to educational inclusion as a right for all students that will facilitate them
reach their dreams.

Excerpt 29

Inclusive education for me is what must necessarily be done. It is a right. It is
a right and we must reach the point when at least our ministry has achieved
it, I believe that it must be something out of the question. [...] We need to
ensure, to claim his/her right to his/her next steps, to his/her next route.
Inclusive education for me is the possibility for each child to be able to dream
and to realise these dreams. (I11_ST)

Involvement is sometimes defined as the reception and acceptance of diversity, of
different paths and cultures in order to create a space for interaction and
exchange.

Excerpt 30

[ perceive in-clude etymologically, that is as an education that includes
diversity, it does not assimilate it, first of all I include the child and integrate
it, I do not assimilate it, and then also his/her own culture in the whole, in
what is already there as a whole, then culture is included in this [whole].
(14_EC)

In relation to the different groups of students who need the support of the formal
bodies/agents, that means for students with migrant or refugee experience and
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Roma students, inclusion is defined as a mechanism that concerns all these groups
at the same time, always responding to their different needs.

Excerpt 31

The flagship has always been special education because there was also a
dynamic/powerful disability movement and parents have lived intensively
both the children and the children the discrimination and being deprived of
their rights, the restricted exercise of their rights hm so when intercultural
let’s say issues started to come into the foreground of the newcomer students
of the students on the move with different linguistic and cultural background,
these issues have also been included in inclusive education [...] So when we
talk about inclusive education and inclusive policies we actually talk about the
whole school and this should be relevant for holistic approaches as well [...]
Now though since we are heading to inclusion these categorizations are not
only unnecessary but also problematic. (I2_ST)

Finally, it is worth emphasising that in the context of a broader definition of
inclusive education, it also concerns teachers and whether they feel well in the
school environment, in pedagogical and teaching practices, instructions, etc. that
teachers adopt.

Excerpt 32
Personally, for me? Hmm as an educator it means hmm to learn and to be
supported to do my job well, nothing less nothing more. (12_ST)

6.2.2. Institutional level: Inclusive educational policy design and synergies

The second thematic subcategory refers to stakeholders and institutions that
shape policy in Greece, the formulation of synergies between them as well as the
influences they have from European and other organisations. In particular, at the
institutional level in the Greek context, inclusive policies are drawn up by the
Ministry of Education, the Department of Coordination and Supervision of Refugee
and Migrant Education of the Ministry of Education and an advisory body, the
Institute of Educational Policy (IEP). Moreover, Regional Centres for Educational
Planning (PEKES) form a ‘space’ for the dissemination to schools of the policies
that are formulated by the Ministry and the IEP. This is mainly done through
training activities, control of implementation methods and by providing a space
for giving feedback on these methods and immediate resolution of practical and
pedagogical issues. At the same time, it is important to mention the contribution
of other Ministries that do not focus directly on educational policies, but formulate
policies that explicitly or implicitly influence access of specific students to school,
such as the policies designed and implemented by the Special Secretariat for the
Protection of Unaccompanied Minors.
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Excerpt 33

My children are now the 4,5000 unaccompanied refugees who live in Greece,
and this time [ am talking about mediation and facilitation not only of their
educational inclusion but also their professional one. (F1_ST)

Concerning the synergies that appeared in the data, policy makers in Greece were
reported to collaborate with international organisations and/or Non-
Governmental Organisations. The influence of the political agendas of these
organisations is manifest at an institutional level in the Greek context.

Excerpt 34

Now, obviously also the European Union instructions influence political
decisions, namely there are instructions that come, there are conventions that
we need to follow since the European interest makes you follow a frame, for
this reason I believe that inclusion is not an invention of the Greek ministry, it
is an obligation that arises from the European ideal, namely it is about the
external factors that influence any government, I do not wish to talk about this
[specific] government. (I4_EC)

A subcategory within this thematic category highlighted inclusion policies that
have been adopted and implemented by official agencies during the past years.
Formal policy makers, either individually or in synergies, have designed a variety
of educational policies that have been transferred and implemented in schools in
order to include students with immigration / refugee experience and Roma
children. More specifically, the creation of intercultural schools was one of the
first educational policies to include children with immigration experience, in
terms of creating a wider space for inclusion and adoption of situated pedagogical
and didactic approaches that meet the needs of these children.

Excerpt 35

Itis a conventional normal school [...] It has no great difference from the other
regional schools. [...] The only great difference that I can point out is that
because it is experimental it has a greater freedom to choose curriculum, to
choose courses, we are obliged though to follow the conventional one of the
gymnasia, it is namely a normal three-level Greek Gymnasium. (16_PT)

Reception Classes (RC) (see Section 2.2.1) is another inclusive educational policy
implemented to support mainly students who do not have Greek as their mother
tongue, in order to develop language skills that will allow them to better attend
other school subjects. Children attend the regular school curriculum and at the
same time they attend RC to improve their language skills. More recently, an effort
has been made to expand the scope of ZEP as shown in the following excerpt:
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Excerpt 36

Reception classes 1 and reception classes 2 are [...] So, in many schools,
reception classes are established, Greek language is taught there for 15 hours
and the rest of the school program hours [students] are taught there other
courses. We propose that these classes are mathematics, physical education,
arts, music, because I believe that Greek language can thus be more familiar
through all the courses and not specifically through language education [...]
(I1.ST)

In 2016, due to the refugee flux and the need to integrate children with refugee
experience into formal education, the Scientific Committee for the Support of
Refugee Children which consisted of University experts on issues of integration
education policy was established. The Scientific Committee, in collaboration with
the Ministry of Education and the IEP, designed two key inclusive policies for the
integration of refugee children: (a) Reception Facilities for Refugee Education
(DYEP), and (b) Refugee Education Coordinators (SEP).

Excerpts 37-38

DYEP as you know is our evening school. They function from 2 o’clock up to
6, it is an unclassified structure of formal education that we try to include
somehow children when they do not have any experience of the Greek
language [...]. Having in mind that they could come in contact [with each
other] there and start again to slowly become familiar, so joining DYEP is for
one and two years and then it depends, after the second year they are included
in the morning school either in a reception class or not. (I11_ST)

The role of the Refugee Education Coordinator is a very innovative ordinance
that was established when the scientific committee that was created in 2016
managed to design our country’s policy towards the refugee issue and refugee
children’s inclusion in the schools. (11_ST)

Finally, teacher education is an important educational policy that is considered
necessary for universal inclusion. Teacher education is considered critical both for
the dissemination of top-down inclusive practices and for their application in
school. Since 2019, a new synergy among the IEP and other agencies has sought
to strengthen the inclusion of Roma children through new innovative policies and
practices as shown in the following Excerpt 39:

Excerpt 39

After the experience concerning the refugee [phenomenon] in 2016 I have
been working on the observatory of school drop-outs, I am scientific
coordinator of a research project for Roma children inclusion, we are, the
second year of implementation starts now and it is a very very interesting
experience for which I would like to talk to you again on a second level to
examine the possibilities of cooperation especially because in some schools

% Bottleneck Analysis 134
/ for Inclusive Education in Greece




children with a refugee background attend, there are also Roma children, so
there is in practice such a composition. (F1_ST)

6.2.3. Challenges for designing inclusive educational policies

The design of educational policies at the institutional level already highlighted
some challenges. At a local level, there are challenges in terms of how educational
policies are formulated. More specifically, one challenging aspect is linking
research to the design and development of inclusive practices. The IEP, in its
policy-making role, conducts research to identify actual real needs and to solve
the actual issues as they arise from the field. However, as shown in the following
excerpt, research conducted by the Universities does not significantly affect
policy-making. This situation increasingly reinforces a one-dimensional
perspective of political interests.

Excerpt 40

Of course in Greece, we need to mention that because we do not have very
good research or if you like scientists and universities are not the ones that
feed the state, so despite the last years through Erasmus programs et cetera
we end making policy papers and recommendations that actually have an
ambivalent and ambiguous institutional context which from time to time
depending on the pressure exercised by various groups of interests and
professionals it acquires a medical identity where out of the sudden it arises
through the institutional context of integration. (12_ST)

Moreover, the linear top-down approach of inclusion policies was described as a
challenge, as it strengthens a one-dimensional and centralised top-down view of
school reality and the effectiveness of inclusive policies.

Excerpts 41-42
Look, in Greece policies are top-down, we cannot claim that on a macro-level
the teachers’ union practice politics [...] (12_ST)

Trying to explain what the flaw is let’s say, why therefore children do not
reach this success, we realized that in such a school it is in general the school
that awaits from the student to adapt to the school’s requirements, it never
occurs to see the opposite, the school to identify who its students are and how
it should change so as to facilitate this success. (F1_ST)

Another challenge, at the level of inclusive policy planning, concerns the political
agendas of each administration, since official policy makers are expected to
comply with them. This challenge emerged as (lack of) political will: i.e., the degree
to which inclusion policies are designed and developed is directly related to the
political agenda of each administration and the actors who adopt it.
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Excerpts 43-45

Hmmm ministers- from time to time ministers of education define the
representative, it is a political post and they ought to go back hmmm from the
consultations of the agent and bring policies bring promote the policies and
the next measures. [...] (F1_ST)

Each political leadership, especially on the issue of refugees, I don’t know
about Roma, especially about refugees that [ have experienced, it is clearly a
matter of political will. (F1_ST)

[...] but unfortunately, when the ministry’s leadership changes, they change
so quickly, new [people] who have their own views, desires or [ don’t know
resources/ideas, this causes a great problem and there is this distance. [...]
(F1_ST)

Another challenge has to do with existing inclusive policies, which are not
designed on a purely scientific basis (see previous challenges), and they are often
not evaluated or consequently revised. This situation results in the coexistence of
conflicting laws, which clearly creates scope for multiple conflicting
interpretations and other challenges in their implementation.

Excerpt 46

Regarding children with migrant refugee background there are too many
gaps, many conflicting laws, we are upon a limit that needs to be reviewed [...]
(12_ST)

The challenges that emerged from the effort to create synergies during the design
stage mainly concern the coexistence of Greek educational policy with the
European norms/framework. Finally, in the context of a broader perspective, it is
a significant and crucial challenge to realise and decide the restructuring of
existing institutions.

Excerpt 47

The greatest challenges first and foremost have to do with restructuring the
existing institutions including the instate of educational policy [including
DYEPS and special education]. (12_ST)
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Chapter 7

Visibility and applicability of inclusive policies in
Greek schools

7.1 Findings of the research focusing on students with
Disabilities and/or SEN (D/SEN)

7.1.1. Visibility of inclusive policies for D/SEN students in Greek schools

The vast majority of the participants recognised the ambiguity of educational
inclusive policies. Regardless of their position and educational identity (e.g.,
stakeholders, coordinators, principals, teachers, parents), they face difficulties
either in understanding policies or in applying them. More specifically, the lack of
legal clarity coupled with inadequate knowledge about special education
legislation create multiple problems in the inclusion of D/SEN pupils:

Excerpts 48-49
First of all, they didn’t know how to read them [i.e., the law, circular letters]
appropriately... (112_EC)

When there is no clarity in the base, in the goals, then everyone translates it
as he/she wants. (I15_PT)

In addition to what was previously mentioned, another factor which makes the
visibility of D/SEN inclusive policies hard to attain is what participants view as its
non-realistic aspect. They pointed out that even though policies are progressive,
when they are about to put them into practice, these policies prove hard to
implement, because they are incompatible with the school routine and reality, and
because the school community is often unready to apply them:

Excerpts 50-51
Each law talks about ideal circumstances at school which are utopic. (115_PT)

In theory the law is understandable, but it is difficult to apply it in school
practice. (I16_PT)

However, the flexibility of policies is viewed as an advantage. Teachers suggested
that they need flexible policies and more practical examples in order to deal with
possible problematic situations on a case-by-case basis:

Excerpt 52
Generally speaking, the policy gives freedom to make alternative teaching
practices in order to help them. (I116_PT)
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7.1.2. Applicability of inclusive policies for D/SEN students in Greek schools

The implementation of educationally inclusive policies in Greek schools is
described in specific laws and circular letters. At the school level, these
instructions are translated into specific actions, such as inclusive classes, Parallel
Support teachers or even the possibility of co-housing of mainstream and special
schools. Each one of these actions has its own role, meaning, and impact on
educational inclusion of D/SEN pupils.

First of all, one of the most common inclusive models is that of inclusive classes. It
is regarded as a good paradigm, since it functions as a bridge between D/SEN
pupils’ needs and the rhythms of mainstream classes. Inclusive classes are based
on D/SEN pupils’ characteristics and follow an individualised educational plan,
which is outlined either by a special educator or in collaboration with other
teachers or with Centres for Educational and Counselling Support. Pupils with
Disabilities and/or SEN are provided with learning and psychosocial assistance
and support both individually and in small groups:

Excerpts 53-54
At the elementary school we observe that there are positive learning
outcomes. (I115_PT)

And I remember one mainstream class teacher and a teacher of an inclusive
class how they were collaborating in order to properly include the child. They
differentiated the teaching material and there were common goals. (113_EC)

A great number of D/SEN pupils receive Parallel Support from special educators
in the mainstream class that they attend. Parallel Support is an important factor
for D/SEN pupils’ inclusion. Many teachers acknowledged its importance and
contribution to both the operation of the mainstream class and the development
of D/SEN pupils:

Excerpt 55

[ believe that if X had not a parallel support, then he would be neglected in the
classroom because I had not the time to work individually with him. When |
was teaching, | was writing on the board, I could not pay my attention
continuously to X and this could be dangerous for both X and other pupils....X
sometimes throw things to others. So, my experience with the parallel support
was excellent. (I117_PT)

Fewer teachers mentioned the co-housing of mainstream and special schools as
another inclusion model. In Greece, there are few examples of such situations
where mainstream and D/SEN pupils share common sports and cultural activities,
as aresult of initiatives and awareness by the staff of the schools involved. Despite
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its scarcity, this practice seems to have highly valuable outcomes for everyone
involved:

Excerpt 56

In fact, it was so beautiful the co-housing of schools. The children were playing
together, were participating in common activities together... It was really a
beautiful experience. (F4_PT)

The beforementioned examples of inclusive policies applicability would not be
possible in the absence of collaboration relationships between the participants of
the school community. Teachers’ collaboration is regarded as a fundamental basis
for D/SEN pupils’ inclusion. The vast majority of the present study’s participants
reported that they collaborate in many productive ways, such as opinions’
exchange, counselling, and support about D/SEN pupils’ matters:

Excerpt 57-58
Colleagues share a common interest to collaborate. They are aware about
inclusion issues. (116_PT)

At our school, teachers collaborate with the special educator of the inclusive
class... They exchange learning material, files, teaching techniques... There
were never collaboration problems between them. (115_PT)

On the same track, collaboration between school and family is regarded as
necessary. This collaboration may range from a pro-forma communication to a
sincere relationship of mutual assistance, understanding, and empathy:

Excerpt 59

A support relationship should be cultivated with parents. They live in a
difficult situation, and they need to see that the teacher stands with them, has
a good attitude, and wants to help, not to criticize. (117_PT)

Last but not least, teachers mentioned collaboration amongst schools,
Multidisciplinary Assessment Committee (EDY) (former EDEAY) and Centres for
Multidisciplinary Assessment, Counselling and Support (former KESY) . Teachers
report that they need guidance and support from these agencies in order to
effectively apply inclusive education practices, especially in the most demanding
cases of D/SEN students:

Excerpt 60

If something is too serious, we try to collaborate with the Diagnostic
Educational Assessment and Support Committee or the Centre for Differential
Diagnosis and Support to decide a goal. (I116_PT)
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7.1.3. Problems surrounding the applicability of inclusive policies

Concerning the problems of applicability of inclusive policies, participants noted
the discontinuity in the implementation of inclusion practices as the most
important concern. They pointed out that although provision is made for including
D/SEN pupils in primary education school life (multiple problems
notwithstanding), as these pupils grow older and they are move on to secondary
or higher education, or even in the workplace, they seem to become invisible. They
do not receive appropriate support and provision that would facilitate their
integration into society. Consequently, as D/SEN students grow older, they
become more stigmatised or marginalised:

Excerpts 61-62
... and when he/she finishes elementary school? Then the problem begins...
The D/SEN children are getting “lost”... (115_PT)

There is no continuity. After the age of 18 years old the chaos... The support
does not continue... (I112_EC)

Apart from the fact that provision is not stable and long-term, a wide variety of
operational problems also emerge. The lack of staff and funding are mentioned as
the most significant and common problems that schools have to face. A great
number of teachers lack permanent employment, and they are usually appointed
late during the school year. Therefore, they do not have enough time to familiarise
themselves with the needs of D/SEN students and to adequately support them:

Excerpt 63-64
...and when will he/she come... and since then he/she needs time to learn and
to evaluate the child’s needs another month has come by... (I15_PT)

..once a pupil of mine until Christmas was asking for his previous parallel
support teacher and he could not get used to the new one... These changes (in
support teachers) do not help the child. (I119_PT)

A further problem is that, citing lack of staff, many principals disregard the duties
and role of special educators, neglect the support of D/SEN pupils, and use Parallel
Support teachers in other posts in order to cover staff shortages:

Excerpt 65

The school should work. The law is what it is and presents ideal circumstances
which do not exist in schools. A school might have all needed staff but some
days there will be absences which have to be covered. (115_PT)

In addition, participants mentioned that schools have little funding in order to
make the premises more accessible, as regards infrastructures, ICT, innovative
teaching material, etc.:
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Excerpts 66-67

We could not facilitate the child's need due to the lack of a ramp. We asked the
municipality to construct one, but they explained to us that such a ramp was
impossible due to steep incline. (F4_PT)

Unfortunately, public schools do not have the proper infrastructure, neither
innovative pedagogical books, and material for activities which is needed for
D/SEN pupils. (117_PT)

Another factor which causes serious difficulties in D/SEN pupils’ educational
inclusion is the parents’ reluctance to accept their child’s special characteristics
and particular needs. As a consequence, affected children do not share proper and
equal opportunities with their classmates:

Excerpt 68-70
Some parents do not accept the situation and they think that everything is
normal. (I18_PT)

Sometimes, they cannot accept that their child has difficulty. (I117_PT)

The worst is to be in a family who does not accept his/her diagnosis. He/She
feels neglected and alone. (F4_PT)

7.1.4. The principal’s role in school inclusion

Additionally, operational problems are caused by principals who do not
acknowledge the differentiated needs of students with D/SEN and, therefore,
express negative views regarding the Educational Evaluation and Support
Committees that exist to support Inclusion:

Excerpt 71-72

Some children had the opportunity to be supported by a parallel support
teacher. These children have made progress. When they go to high school they
face a different and uncomfortable situation. This situation with teachers
changing every hour (depends on the lesson) is very exhausting for a student
with D/SEN. There are not professors of parallel support to enable them to be
included in the class. (I12_ST)

The principal plays a very important role. Principals who avoid
communicating that the school has such cases [i.e., students with D/SEN] are
very narrow-minded. Sometimes I wonder about my role. I remember cases
of principals that had created a negative climate for inclusion which affected
every psychologist’s or special teacher’s actions about inclusion inside the
school. And the teachers then, even if they needed guidance and support from
me, finally refused to make students’ evaluations and to proceed the child’s
evaluation at KEDASY. They were afraid of the principal and changed their
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mind. They claimed that they weren’t facing any difficulty with these children.
(I13_EC)

Other operational problems are related to difficulties parents have to deal with
and the lack of support for parents. Specifically, the claim was recorded that
parents are not adequately informed about the disorder of their child and the
recommended therapies. The following excerpt implies that sometimes parents
experience negative correspondence from specialists who avoid taking on
responsibilities to support children with D/SEN:

Excerpt 73

Before eight years we didn't know anything. Where should we do
occupational therapy? No one knew. Where should we go for speech therapy?
No one's doing anything. We were trying to figure out where the kid should
go to take an evaluation report/diagnosis. We didn't know anything. And no
one told us, the paediatrician included, that something was wrong with my
child. (F4_PT)

7.2 Findings of the research focusing on children with
migrant/refugee/Roma profile

An important theme that was identified during the data analysis is entitled
Inclusive educational policies in practice I. This refers to identifying challenges in
the transition from theory and policy to practice in the context of the Greek
educational reality. These challenges, as reported by participants, referred to: (a)
the difficulty students faced in reaching school; (b) challenges that arose due to
attitudes of different social groups such as teachers, parents, and local
communities towards inclusion; and (c) challenges concerning the
implementation of inclusive practices with reference (i.) to regulations, resources,
data; (ii.) teachers, parents, students; and (iii.) the distance between policy and
practice.

7.2.1. Challenges for students to reach school

More specifically, access to school was hindered by (a) socio-political and
institutional factors that influenced access to school; (b) target groups’ needs,
plans, and habits that influenced the target groups’ access to school; and (c)
dominant groups’ attitudes towards the target groups’ access to school.
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a) Socio-political and institutional factors influencing access to school

COVID-19 condition and implications for inclusive education 1:

hygienic protocols

The last two years (2020-2021) were marked by the COVID-19 global pandemic,
which was caused by the new coronavirus SARS-CoV-2. The restriction policies
that were imposed by Greek authorities on camps, in the context of non-
pharmaceutical interventions aimed at limiting the spread of the COVID-19
pandemic, further compounded the already limited access of the children living in
mainland camps to education, even during the periods when schools were open.
As shown in Excerpt 74, this situation ended up discriminating against children
who, as a result, are not allowed to leave the camps where they reside in order to
attend school:

Excerpt 74

[..] those reception facilities were cut off wherever they existed, that is, | do
not say this now with absolute knowledge to be clear, from what I hear, that
they were closed, that is, they were isolated because they had a large number
of refugees, for security reasons and health measures and so on, there was a
closure. (I5_EC)

COVID-19 condition and implications for inclusive education 2:

digitality and distance learning

In addition, in the face of lockdowns and social distancing measures, the Greek
government, as other European countries, has turned towards innovative digital
solutions to educate students. Distance learning has become a challenge for the
mental well-being of all students, due to a lack of social interaction. Especially for
at-risk students, such as refugees, more problems appeared, including limited
access to technology, which was in turn attributed to lack of internet connections
and lack of technological equipment. In addition, language sometimes operated as
a barrier to attend distance learning. These challenges influenced students’
academic performance and resulted in the non-attendance of students at distance
learning, despite the efforts made by themselves, their teachers, and the
coordinators of the Greek Facilities for Refugee Reception and Education (DYEP)
to solve the problems. These barriers have led to the exclusion of these students
at risk from education, generally and in their later school life, as is shown in
Excerpt 75 below:

Excerpt 75

Because within the reception facilities there was no corresponding Wi-Fi
network to be able to support e-learning, there were no corresponding ...
corresponding electronic ... electronic equipment that would allow a student
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to be in contact with his school. As a result, too many children were left out of
school again because of these inadequacies and through no fault of their own.
So, our system was not ready to face this great challenge. (11_ST)

Transportation & Bureaucracy

I[ssues associated with transportation are another main barrier to both school
enrolment and attendance. As it turns out, many children have no access to public
schools, because the competent authorities have not taken measures to transport
these students to schools. Also, students’ access to education is mediated by the
workings of bureaucracy and inconsistent administrative regulations (e.g.,
administrative hurdles to registering, lack of official documentation, or
enrolments of children of all ages in high school, etc.). As noted in Excerpt 74, such
issues have the potential to amplify social inequalities and could exclude refugees
from school.

Excerpt 76

[ even begged them to be able to provide an extra bus for us to be transported,
because the administration of our district did not agree to provide us with
buses and not only extra buses, even in two buses of the line that passed in
front of the reception facility, there was the instruction not to stop to pick up
the children from the camp, which means that two buses with at least 10
empty seats were coming down, | mean each one of them. (F2_PR)

Ordinary vaccination as a precondition to enter the classroom

Asylum seekers and refugees often come from countries with endemic diseases,
they are affected by war and social conflicts, and they undertake long journeys.
These situations often lead to the disruption of access to healthcare services and
lack of vaccination coverage. In Greece, basic vaccination is a universal
requirement for school enrolment. As a result, vaccination programmes have to
be organised and implemented for at-risk students, in order to for them to have
access to learning. Such policies help to overcome administrative barriers, and -
as explained in Excerpt 77- they also help students to be accepted by the entire
school community, by ensuring that everybody feels safe.

Excerpt 77

These children were not even vaccinated. That is, I told the school principals
to contact the heads of the facilities during Easter to run the vaccination
process, this was not done or not done at all. That is, at the moment we have
accepted them, but with insufficient vaccination, they have not completed the
necessary by law vaccinations that they should have done. (I5_EC)
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b) Target groups’ needs, plans, habits influencing access to school

Mobility (fluid residency) & Bureaucracy

Greece experienced the arrival of an unexpected number of refugees five to six
years ago. Most of the new arrivals moved through Greece to other countries of
Europe. As a result, a significant number of migrant and refugee pupils only
attended school for a short period, a fact which has important implications for
education systems. Schools try to adjust to the students’ presence and focus on
providing them with high quality and equitable education, so they can be
successfully integrated. However, mobility or/and the fluid residency of these
students cause many problems at schools, as outlined in Excerpt 78. In many cases
these students do not participate in the lessons, or they suddenly drop out of
school, which means that educators either have no students or have students with
no interest in school activities.

Excerpt 78

Another challenge is that refugee issue is a very volatile issue. Student
populations for various reasons are necessarily moving. [...] There are too
many parameters that generally affect what we call the integration of refugee
students in schools. Because registrations have been made, transfers have
been arranged, a class program is being monitored, there are teachers,
education coordinators who support the whole process and suddenly these
people need to move, so the whole plan of the ministry collapses. Which
means that this also creates a problem, because when we do not have some
basic data, it makes it difficult for us to be able to design it. And to be able to
be more effective so that we can face all the difficulties. (11_ST)

Survival as a priority (School as a secondary need)

Even though children with a refugee or migrant background have equal right to
education, many of them are more likely to be out of school than others. Refugees
have skills, ideas, hopes, and dreams, but they face significant risks and challenges
and many of those challenges concern their basic survival. Despite the efforts that
have been made to provide education to more refugee children and youth,
enrolments are on the decline or many of the children that achieve access to the
school do not regularly attend classes, or they drop out of school to meet their
survival needs, as described in Excerpts 79 and 80:

Excerpts 79-80
in the middle of the year the child dropped out of school and did not tell me
why and by chance [ saw him begging. (I8_PT)

He came one day and disappeared the next because he went to harvest
potatoes. (I3_ST)
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Delayed students’ attendance due to delayed placement of

personnel

The main purpose for host country education systems is to ensure that at-risk
children register at schools as soon as possible, because many of these children
have spent a long time without attending school, and further delays could result
in their exclusion from the classroom and school environment. Also, it was
observed that delayed placement of personnel results in delayed students’
attendance. As explained in Excerpt 81, this causes various problems to refugee
students, as they have to repeat the classes due to inadequate attendance, or this
delay affects their general academic performance.

Excerpt 81

In fact, most of these children will repeat the same grade next year, because
as you understand, they did not study at all, that is, the moment when they
entered was wrong, very late and with the pandemic. [...] In general, in schools
where there is a reception facility, I believe they will be helped by their
teachers, that is, they will find their way next year, but in schools where there
is no reception facility, things are very difficult. [...] This year, of course, the
staffing of the reception facilities was completed very late, that is, it took until
January to fully staff the reception departments. (I5_EC)

¢) Dominant groups’ attitudes to target groups’ access to school

Teachers’ apathy/indifference to look for the children - invisibility

-children as ‘lost papers’

Sometimes refugee and immigrant students do not experience successful
inclusion into the classroom environment, due to weak student-teacher
relationships, which are attributed to apathy on behalf of the teachers. In many
cases, teachers not only ignore students’ needs and their different backgrounds,
but they also become distant, indifferent, and uninterested in their students, who
are consequently led to isolation and exclusion. As described in Excerpt 82,
sometimes teachers’ apathy is so pronounced that they do not even attempt to
locate the children that are not present at school, or —-even if they attend classes-
these students remain invisible for their teachers and are characterised as ‘lost
papers’.

Excerpt 82

And what impresses me is that they don’t look for those children (Roma), that
is, in a stereotypical way, even the principals accept that these children are
not taken to school by their parents and, to a large extent, in order not to
generalise, they do not look for them, that is they don’t bother his parents,
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they don’t invite them over and over again. [...] Now in relation to the children
of refugees, it is even worse, they do not look for them, that is [..] | have
sometimes come into conflict with school principals, in the sense that | meet
them in the end of the year and I am told that they had and this lost refugee. I
mean did you search for him like we do for all the other kids? He does not say.
[...] What the principals convey is that NGOs appear first to enrol the children
in school and then disappear. So they do not have access and are considered
lost papers, that is, even if the child, the refugee never shows up at school
again, they call the NGO once or twice or twice and if the NGO does not answer
this child that we do not even know where he is and no one is looking for it. [
say these are children like all the other and we have a responsibility to these
children as a school unit. (I5_EC)

Parents’ resistance to refugees’ enrolment in schools

Some participants pointed out that a main issue that affects refugees’ access to
schools is the resistance by parents of local students in schools that have recently
received or are about to receive refugees. In some cases, such as the ones
described in Excerpt 83, racist protests were organised by local parents, involving
blockades of school gates and public announcements against the school
integration of refugee children.

Excerpt 83

I would like to say that we have also faced such problems. Especially when I
was the coordinator in 2016-17, we had parents' associations, we held
meetings for hours, they made announcements. They did not want the refugee
children in the schools and in one school they did not even accept them and
they had gathered, they had closed the entrance and the children finally
entered the school with the help of the prosecutor. [...] Here we live in a
municipality, where we had to meet with the prosecutor twice so that the
children could go to school. (2F_PR)

Local authorities’ resistance to refugees’ enrolment in schools

Similarly, some local principals have also opposed the creation of Inclusion
Classes, ZEP and DYEP in their areas, thus intensifying local parents’ xenophobia.
In some cases, local and regional authorities have been resistant to the integration
of refugee children in public schools. Resistance by local authorities against
enrolling refugee and migrant children has been expressed in correspondence to
the Deputy Minister of Education, asking the children not to attend school, as
narrated in Excerpt 84. Similar policies were enacted by some mayors, who
prevented many refugee children from having sufficient access to public
education in Greece.
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Excerpt 84

In this hostile environment, however, of the municipal authorities, because
the municipal authorities were opposed from the beginning so that the
children could go to school, we waged a great war. They sent letters, twice
they sent letters to the Deputy Minister of Education asking that the (refugee)
children should not go to school, the mayor, the city council issued resolutions
that the children would not go to school at that time. As if the municipality can
decide their education... (2F_PR)

7.2.2. Challenges due to attitudes towards inclusion

Some other challenges that emerged from the analysis included the following: (a)
attitudes of the educational unit towards inclusion, which influenced the
application of inclusive educational policies; (b) attitudes of the local community,
which influenced teachers and parents’ attitudes towards inclusion; and (c)
attitudes of parents towards inclusion, which influenced the implementation of
inclusive educational policies.

a) Attitudes of the educational unit towards inclusion influencing the
application of inclusive educational policies

As participants pointed out (e.g., Excerpt 85), the statements and the attitudes of
teachers and schools suggested that current standards regarding the refugee
children’s right to education and their needs are not being consistently met. In
these cases, the ‘culture’ of school appeared to influence the implementation of
inclusive educational policies. Some teachers, who were motivated by personal
and/or political reasons, resisted the implementation of inclusive educational
policies in their classes; some appear to hold racist perceptions that affect the
inclusion of refugee children in the public school system. If educational units are
not sensitised and have only a procedural character that does not focus on these
children and their needs, then inclusive educational policies cannot be applied.

Excerpt 85

And from the ZEP classes, some of you know very well the ZEP 1, ZEP 2 classes
depend on the teacher, what he believes and what he stands for. [...] If you get
appointed there just to get your salary and you do not believe how important
your job this is because not all colleagues are aware. (17_PT)

’

b) Attitudes of the local community influencing teachers and parents
attitudes towards inclusion

Local communities’ perspectives and attitudes also affect schools’ values, policies,
and practices towards inclusion. As a result, many school administrators and
teachers do not even attempt to implement inclusive practices in their school. It
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has been suggested (e.g., Excerpt 86) that the reason why these officials do not
cater to their student’s needs likely connects to protests by locals against the social
and school inclusion of refugee children. These protests led to xenophobia and
have caused multiple problems in schools, not only for the children who are
isolated, but also to the educational units, which appear to be too intimidated to
take decisions for the inclusion of children.

Excerpt 86

It is also the local community that forms similar attitudes, either of teachers
or parents. [...] Are there any reactions? They do exist, there is generally a
negative attitude from many school principals because they are perhaps
afraid of local communities which are thus more sceptical? Harsher? More
negative? This is generally the opposite of the integration of refugee children
into schools. (I11_ST)

¢) Attitudes of parents towards inclusion, influencing the application of
inclusive educational policies

Some parents have racist perspectives that lead them and their children to racist
behaviours towards refugees, immigrants, and Roma pupils. As a result, efforts
made by teachers and school administrators to raise student awareness and
include all children in the school prove ineffective, because parents expose
students to racist and (xeno)phobic views, when they return home from school.
The persistence of such perceptions about children with different backgrounds
means that inclusion cannot be achieved. On the other hand, there are some
parents who do not really foster such negative feelings about others, but their
apathy and distant attitude from the refugees has similar effects, since at-risk
children are isolated, and their inclusion fails achieved in this case as well.

Excerpt 87

[ want to say that it is very likely that what the teachers are cultivating, what
the school is cultivating, even if we consider that the school is doing a great
job, will be confuted at home. That is why I stressed from the beginning that
"parents also need training". When the child goes to school with negative
attitude, scared, when the parent scares the child, there is a fear and, of course,
racism - to say that word after we talk about inclusion, to say that the opposite
is racism and to say that there is an instinct in children [...] to identify and
highlight and possibly stigmatise diversity. [...] I wanted to say that another
common attitude of parents who have, say, ignorance of how harmful this is
to children but consider themselves non-racist is saying okay the refugee child
is not a bad child, he hasn’t done anything bad to you, I do not want to bother
the foreign child let's say but I don’t want you to hang out with him at all, I do
not even want you to look at him or approach him. You will do your job and
he will do his job on his own, let's say you will hang around your people and
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he will hang around with his, do not deal with him anymore, this is also a very
common thing. (F2_PR)

7.2.3. Challenges in applying inclusive practices

The final category that is presented here pertains to challenges concerning the
implementation of inclusive practices due to issues that related to: (a) regulations,
resources, and data; (b) teachers, parents, and students; and (c) the distance
between policy and practice.

a) Regulations, resources, and data

Bureaucracy and lack of resources

Participants argued that the implementation of inclusive education policy and,
therefore, refugees’ access to education are mediated by the workings of
bureaucracy. Therefore, an inconsistent school administration has the potential to
amplify social inequalities in the school. Also, one main challenge in the
implementation of inclusive practices at schools is the lack of necessary resources,
such as personnel, educational material, electronic equipment, and capacity, as
discussed in Excerpt 88:

Excerpt 88

How can inclusion in school be achieved when there are all these inequalities
in the whole community? When the school has to provide means, resources,
to work overtime, to work outside the institutional role and uncovered by the
state to achieve results, so if you get a turnaround, it's easy, if the bureaucracy
catches you for some reason, then you are discouraged, you give up. While,
the school should be strengthened in these actions, rewarded, good practices
should be shared and in general the schools should be strengthened and
certainly, definitely, definitely inclusion means fewer students in each class,
with an assistant teacher, if possible of special education, intercultural and
with parallel support for students in need and alternate the roles of educators,
right? And, of course, with educational material, with rich educational
material, so that you can function differently in the classroom. The teacher
must have material. You should definitely have your computer, your
projector, your cd, your hammers, your own, your boxes and a trainer to show
you how to use it all. (I7_PT)

Lack of communication among the different institutions

It seems that one of the most inhibiting forces to effectiveness of inclusive
practices is a lack of effective communication among the different institutions.
This lack of communication and collaboration among the Ministry of Education,
the IEP, and schools, which is noted for instance in Excerpt 89, is the cause of
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several problems. These include not sharing information, not interacting, or not
sharing views and experiences, all of which potentially affect the implementation
of inclusive practices.

Excerpt 89

Then you have a level of political decision, a ministry that is, so, which decides
to set its own rules. Have you ever seen, say, the Ministry of Education, when
a draft law is consulted, say, with whom is it consulted? With five people it
knows [...] Why don't you ask? Do you know how to consult a hundred other
people, to invite all the universities, to get five experiences from abroad, etc.
There is no such flow and of course not at all, and this is an underestimation
of every teacher. (I3_ST)

Ambiguity of instructions and lack of control over their

implementation

One more challenge to applying inclusive practices involves the vague guidelines
and ambiguous incentives and directives that are presented to educators through
the legal documents that are sent at schools. As explained in Excerpt 90, when
reading them, educators have the responsibility, firstly to interpret the
documents, and secondly to think how to implement the suggested actions. Also,
as noted in Excerpt 91, there is no control or concern to monitor and evaluate what
exactly happens in the classrooms, to identify what is successful and what is not.
As aresult, teachers do not get feedback on their actions, and the system does not
seem to take their ‘voices’ into account for redesigning and redrafting some
inclusion policies.

Excerpts 90-91

Okay... it is not clear, because reading the documents leaves you all the
responsibility, first to interpret the document and secondly how will you do
these actions that it asks you? [...] It isn't easy [...] if there isn’t an organised
umbrella system? [...] A lot of other things, first the documents, second the
absences are a bit fluid and, in general, the sensitized educator, principal and
teachers' association will try to do things. He who is not sensitised will ignore
it. (17_PT)

No, no, I do not think that there is any special concern that is evaluated or
monitored so that we know what’s going on. In other words, imagine that we
are, that this is the fourth year that [ have had a ZEP class, every year a report
is filled about how the facility works we have not received any feedback from
above on what needs to be done. [...] Nothing. That is, you understand us, we
always get the applications, we start working - we work for a whole year and
inthe end, as itis foreseen, we submit, we submit our evaluation report, which
is very honest, and then nothing else returns to us. (I8_PT)
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Lack of adequate institutional support

One more crucial factor which was perceived to be a barrier to inclusion, as
participants argued (e.g., Excerpt 88), is the lack of adequate institutional support.
Such support is necessary not only for formally completing the design and
implementation of inclusive actions in schools but also for the support of
education units, administrators, and educators in their endeavour to achieve
effective inclusion.

Excerpt 92

Look, many of them [i.e, refugee students] came altogether with problems.
And the system is not balanced yet. [...] The system is not supportive at all,
there are counter-actions for political reasons, racist etc. [...] But this is not
the question, the question is that there is a support system, the system needs
to balance, because the numbers are huge, it is one thing to have 10 children
and it is completely different to have 40 children suddenly [...] This is a very
big problem, if it was smoother, we would do a little better job. (I6_PT)

b) Teachers, parents, and students

Lack of training and awareness of teachers as a problem

One more barrier to implementing inclusive practices is the lack of training and
awareness among teachers. This is particularly the case with teachers who enter
reception classrooms for the first time. Training, support, and empowerment are
crucial issues that were reported by all participants (e.g., Excerpt 93), as factors
that they must deal with. It was also reported that they consider it necessary to
design and implement teacher education activities at the beginning of the year and
throughout, so teachers can become more specialised and effective through an
increased awareness of inclusive education and heightened intercultural
competence. It was also suggested that, in this way, they would be better prepared
to meet the special needs of refugee students, who have different linguistic and
socio-cultural backgrounds.

Excerpt 93

When, for example, you staff the reception facility in January and you do not
train these people you hire centrally, you do not train them centrally, when
the teachers may be kids who have just finished studying at the university and
it is their first year as teacher assistants and should I gather them and give
them a two-hour, three-hour seminar? And I gather them again after two
months is that enough? [...] I think that this is a deficient preparation to face
and to know clearly what the purpose is, what he serves, how he will achieve
it. Perhaps, then, the staffing should be completed early and a central training
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should be done by the [EP with very clear goals, a very specific training about
how they will be helped and not only at a theoretical level, that is, to listen to
theories, but at a practical level. (I5_EC)

Lack of teachers’ personal will and interest to get professional

development

As mentioned above, teacher education is a significant factor for teacher
empowerment to apply inclusive practices in school. However, in many cases what
is missing is not only the opportunities for professional development, but also
personal will and interest by educators to develop their skills. In some cases,
teachers seem to consider that teacher education is not their responsibility, and
they argue that the role of implementing professional development rests only with
the Ministry of Education, which does not fulfil this role effectively. As a result,
since the Ministry does not provide the teachers with the right conditions to
discharge their professional responsibilities, teachers have an ‘excuse’ or ‘alibi’ to
avoid professional development entirely.

Excerpt 94

He [i.e, the teacher] tells you: “I want to do it, but I can’t, how to do it? I do not
know. He [i.e.,, the student] speaks another language, he is deaf”, let's say, “I
can’t”; or “he is autistic”, or “I do not know what to do, I haven’t been taught”.
Butitis yourjob to learn, not only the teacher’s job but also the whole school’s,
so, if you can’t learn and if you can’t work on it, then you should ask for help
that the state should give you in relation to it. (I3_ST)

Lack of school - family quality communication

Some schools do not engage refugee parents in supporting the inclusion of their
children in school. Other schools make efforts to engage refugee families, but
communication and interaction between them is not effective. In many cases,
refugee parents do not attend school appointments to help include their children
or offer them the opportunity of quality education. This should not be interpreted
as meaning that they do not care about their children, although they may be
uninterested in their education for other reasons.

Excerpt 95

In direct consultation with the head of the KESY, he arranged an appointment
and they [i.e., the parents] didn’t attend. As a result, a whole year passed while
we had referred the family quite soon and you understand the family didn’t
respond. [...] And they didn’t participate, they did not participate. [...] D. the
teacher of the ZEP class, printed educational material this year to help the
students and they didn’t come to take it. At a scheduled appointment, I tell
you, in s KESY and they didn’t go. [...] Itis not certain that they will come. They
usually come on their own and sometimes dads come if a mom is unavailable
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when it is time to claim an allowance, to get a certificate, now to get the
allowance for the tablets given by the Ministry, then they remember to come
to school and seek a meeting with the school. [...] But I cannot find anything
else to make the meeting more formal so that they trust us more because
when they come and we actually talk it is not like we disagree, they say “yes
yes, ok what else can I do for him? I can’t". [...] I do not want to say that it is
indifference because if you say that a parent is indifferent for his child is not
nice, you reject him. It is not indifference, but you say, how to say it, now as if
they do not believe that their own children can have another development
even through school. (I8_PT)

Difficulty for students to become visible/participate in the

classroom/school community due to language/language proficiency

Some of participants focused on challenges that refugee children face to become
visible in school community and participate equally in the classroom. They
reported that language differences cause practical problems to them in class
attendance, as well as living traumatic experiences at school, due to feelings of
inferiority associated with language differences (see, e.g., Excerpt 96). Also, low
language proficiency in the school’s official language can led to comprehension
problems and low participation during the courses.

Excerpt 96

The one and main problem is always language. This is the biggest obstacle we
face. The language because there are children who don’t speak the language
at all and this is wrong because nowhere it’s wrong to throw child into the
deep water in learning a new language. [...] We have cases of students, of very
good students, very excellent students who come to us from Turkey from very
good schools, who suddenly have mental problems, psychological problems
and cry and tell you I am useless and there is nothing I can do, while I was the
first student in my class. And this is due to the fact that the child does NOT
have the opportunity to communicate. [...] In a essence, a child who arrives
without knowing how to speak the language at all, automatically creates a
disadvantage. (16_PT)

Difficulty for students to become visible/participate in the
classroom/school community due to difficulties to adjust in the

classroom community due to delayed enrolment

Moreover, there are many difficulties for refugees to adjust in the classroom
community due to delayed enrolment. Actually, schools organise some activities
at the beginning of the year to integrate all students in class. These activities foster
a group spirit and a feeling of belonging among students who started class
together and have common experiences, but students who enter this ‘team’ later
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may face difficulties adjusting to the classroom community, as explained in
Excerpt 97.

Excerpt 97

Our school also has the peculiarity that registrations are made throughout the
year [...] whoever is registered, if he registers late, will have to go through a
special adjustment period, something that is quite difficult for the children
who enrol afterwards. (16_PT)

Difficulty for students to become visible/participate in the
classroom/school community due to family socioeconomical

background

One more factor that affects equal participation in the classroom is the
socioeconomical background of the family. As mentioned by some participants
(e.g., Excerpt 96 from the participant who also produced Excerpt 95), the culture
where refugees’ come from and their family background affect children’s
academic achievement and inclusion, so children from low social and economic
backgrounds, such as rural families, usually do not succeed in school and often
leave it.

Excerpt 97

The second problem we face is that there are children who have never gone
to school at all in their whole lives. Because of course they have lived a strange
life, they didn’t grow up in a specific place, so they didn’t go or they weren’t
lucky or they come from very poor families, rural, and although they are 11-
12 years old, they have never attended school [...] These children who come
from very poor families, rural, who have never gone to school, who do not
know Greek, drop out very soon. Of course, they leave, they leave quickly for
abroad. (16_PT)

c¢) Distance between Educational Policy and Educational Practice

Educational policy as incompatible with pedagogy

In some cases, participants referred to the inclusive educational policy planned as
a policy that is incompatible with pedagogy, as shown in Excerpt 99 below. Links
to pedagogy are considered prerequisite for the successful implementation of
educational policies and practices in schools. As a result, teachers are torn
between bureaucracy and practice, and in some cases where children and their
inclusion are indeed priorities, teachers will give priority to pedagogy, even if it is
diametrically opposed to the guidelines provided by the Ministry.
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Excerpt 99

Look, the documents are mostly administrative, aren't they? Pedagogy is left
out. The main interest for the teacher is pedagogy. And pedagogy in order to
be pedagogical ... is illegal. It must be illegal; it is not otherwise possible. You
can neither strictly obey with the rules of the documents, nor play within the
strict framework of your role or win the bet with such students. That is, if you
follow the documents’ rules and keep your role, the context of the role, that is,
itisnotin my role, I do not, right? I do not blame my colleagues, for God's sake,
do 1? I do not blame my colleagues. There should be a whole system with
people working outside of school and framing school activities. Of course, a
teacher can’t do everything. Not a single principal can do it all. (I7_PT)

Hidden exclusion/In name only access to school

Some participants pointed out the difficulties that students face in enrolling in
school. However, while they ensure students’ formal access to school, students do
not have a substantive access to it, due to non-existent or ineffective inclusive
policies and practices that do not meet the particular needs of the children in
question.

Excerpt 100

Let's say a whole trend and a scientific example that says ok we mean to enrol
children to secure them a place in the special school. [...] So we, this research
that you do has a meaning with the methodology that you do because really
while we are in a law of inclusive education we see that in order to pass
(laughs) let's say the paths that defines the inclusive education, you find
yourself more and more away from this law, and further out and further out
of the mainstream of mainstream education, so to tell. (I2_ST)
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Chapter 8
Good and bad practices for inclusion in Greek schools

8.1 Good and bad practices for inclusion of students with
Disabilities and/or SEN (D/SEN) in Greek schools

Several additional issues, which are considered in current scholarship as very
crucial for the inclusion process, also emerged during the interview process.
These issues focus on good and bad practices for inclusion. In this unit, we present
and discuss current inclusive practices used by educators in the Greek educational
system. Some of them have been mentioned as contributing towards inclusion
(good: see Sections 8.1.1 and 8.2.1), while others are considered inappropriate
(bad: see Sections 8.1.2 and 8.2.2).

8.1.1. Good practices

A variety of practices are suggested in the literature to ensure the active
participation of all pupils, with and without special educational needs, in learning.
However, in the discussion that follows, we present the practices Greek educators
and stakeholders of the present study report in terms of the inclusion of SEN
students:

Good practices for the inclusion of D/SEN students

(evidence from the fieldwork)

a) Individualised instruction in mainstream classes

b) Participation in school routine and outdoor activities

c¢) Home-school communication

d) Early assessment of D/SEN students’ educational needs

e) Use of multisensory material and interactive/kinaesthetic activities

f) Giving D/SEN pupils initiatives for participation in the learning process

g) Positive school climate for inclusion
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a) Individualised instruction in mainstream classes

One of the most common practices to promote inclusive education is
individualised support in the mainstream class, based on students’ special
educational needs and appropriate services. Teachers redesign their
practices and adjust the facility level of tasks to include all the students to
the learning process:

Excerpts 101-102

I'll ask him to do less work at home, a smaller text to read or copy (...) Maybe
if he doesn't have a parallel support teacher, I'll naturally choose
individualised teaching with this student (D/SEN). There was a case of one
student who was in fifth grade and I was working with him books of the 2nd
grade. (118_PT)

[ adjust the teaching material when [ see that there is a problem. I have to
adapt students’ work to the level of the child so as not to feel disappointment,
i.e,, individualised teaching to help him and give him feedback. Personalised
instructions prevent bad moods and disappointment. (I117_PT)

b) Participation in school routine and outdoor activities

As can be seen from the quotes that follow, teachers and stakeholders
agree that it is a good practice to stimulate the participation of children in
all school activities. In addition to the benefits of socialisation, this practice
also strengthens other skills of children, which are useful for their daily
lives. It is often difficult to encourage participation, but once it is achieved,
rewards are substantial:

Excerpts 103-104

In countryside areas it is easier to have outdoor activities. [ remember that in
some schools we used to organise outdoor activities with the children from
the inclusion classes. We have visited the local authorities for role- playing
activities and the local market to train these children in skills related to the
market (i.e., paying, calculating change). (I113_EC)

We manage to have full participation of D/SENs in the school routine. D/SENs
participate to the point in school fest with specific role (i.e., singing, reciting
poems). Even once we had (in our school) children with Down syndrome and
we achieved their participation in every school event. (I115_PT)

¢) Home-school communication

Keeping a communication notebook with which parents interact with
teachers is acknowledged as a good practice. This practice is considered as
a two-way communication channel that enables information sharing
between family and school. Teachers can communicate information about
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their child’s activities at school and families can share information about
important events that may have occurred at home and affect the child's
mood and behaviour. This practice is believed to reduce the distance
between home and school and support collaboration between parents and
teachers:

Excerpts 105

It is helpful to keep a communication notebook and ask for parents’ feedback
from home. I was writing about our day at school and [ was asking for parents’
information to know what about the child is doing at home. This works ideally
because by maintaining a communication notebook you “bring the house to
school and the school to the house” and there is a continuity as concerns to
the effort for inclusion. (I114_PT)

d) Early assessment of D/SEN students’ educational needs

The timely assessment of students’ needs is considered a crucial matter for
attaining inclusion. All the stakeholders agree that it is very important to
observe the behaviour of high-risk children in the school setting in order
to inform diagnostic procedure and to collaborate with the members of the
diagnostic committee. Moreover, apart from the formal part of diagnosis,
participants argue that early assessment of the child, even in a non-formal
manner, is of high importance. It is stressed that early assessment should
be free from stereotypical views about the type of disability/SEN. Every
student is unique and should be faced like an individual with different
abilities, needs and interests. The disorder is not considered as the factor
that defines the student:

Excerpts 106-107

Firstly, I try to understand the child because each child is very different.
Something that works with one child doesn't work with another. You can't
say, “Oh, it's autistic and I know what to do”. I had a student on the autism
spectrum who didn't want anyone touching him and I had also a student in
the autistic spectrum who was hugging all the time. If you begin working with
a child and you keep carrying your own ideas, that's going to fail. (114_PT)

[Early assessment] is a main part of my role. When I begin working at a school
(as amember of a Committee for educational assessment and support), [ have
to observe students who don't have a diagnosis. [...] I am visiting classes for
observation and I ask teachers if they've noticed anything about the students
that may show that something goes wrong. (I13_EC)

e) Use of multisensory material and interactive/kinaesthetic activities

Participants recommend the wuse of multisensory material and
interactive/kinaesthetic activities in order to configure a place where all
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children, with and without special educational needs, can play, learn,
perform, and interact in constructive ways. Another benefit of these
activities is to make mainstream children aware of the difficulties their
D/SEN classmates face:

Excerpts 108-109

Of course, I use projectors [...]. Especially in children with disorders, audio-
visual material enables them to stay focused. I also find various interactive
games to make the lesson more interesting. (118_PT)

For example, we use some activities, where all kids wear very thick gloves
which make catching difficult and nevertheless they have to try to catch
several objects. With this exercise we show them that some people face
difficulty even to catch things. Additionally, we familiarise pupils with the
sense of blindness by blindfolding some of them and preventing them from
seeing. Then we ask other children to help their “blind” school mates to go up
the stairs. Through this process children can be aware of the difficulties their
classmates with visual disorders face. (112_EC)

f) Giving D/SEN pupils initiatives for participation in the learning process

The thematic analysis indicated that mainstream and special education
teachers try to provide initiatives to all pupils, with and without special
educational needs, for participation and engagement in the learning
process. Through this practice, teachers try to make equal opportunities in
learning for all pupils as well as to make D/SEN students feel that they
belong in a class community:

Excerpt 110

[ always take care of assigning suitable activities to D/SEN students, to give
them initiatives so that they [i.e., students with D/SEN] always be members of
the community and feel accepted by me and their classmates. (I118_PT)

g) Positive school climate for inclusion

As mentioned previously, an inclusive classroom climate refers to an
environment where all students feel supported, and where they experience
a sense of belonging in the classroom regardless of identity, learning
preferences, or education. Such an environment is considered as a key
element to encourage academic success of all students, and therefore the
inclusion of D/SEN students:

Excerpt 111

Despite the child’s difficulties, if there is proper collaboration among teachers,
teachers and parents and classmates, then something good will be out of this.
Despite the obstacles, the role of a good school climate is very important.
(I19_PT)
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Apart from the good practices that contribute to inclusion, teachers and
stakeholders have also pointed out some bad practices that act as barriers.
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8.1.2. Bad Practices

Practices considered by participants as harmful to the successful implementation
of educational inclusion of SEN pupils include the following:

Bad practices for the inclusion of D/SEN students

(evidence from the fieldwork)

a) Teachers’ responsibility denial
b) Not targeted inclusive practices
c) Withdrawal of D/SEN pupils from mainstream class

d) Limited collaboration and partnership with diagnostic centres

a) Teachers’ responsibility denial

Many teachers and stakeholders who participated in this study claimed that
sometimes teachers do not take responsibility for initiatives to include students
with D/SEN in the class. This might be related to a traditional way of thinking and
teaching, according to which they consider their role mainly as teachers of
typically developing children. Such teachers might find it awkward to share
responsibilities with the teachers of Parallel Support and Inclusion Classes (see
for example Excerpt 112):

Excerpt 112

Separating roles is not helpful in inclusion. You can’t say: “He is the teacher of
the inclusion class, and he has to include D/ SEN students, not me”. This is an
oxymoron. It doesn't work. It's not appropriate. Inclusion is the responsibility
of all of us. (F3_ST)

b) Not targeted inclusive practices

Another problem identified by some of the participants was the lack of provision,
by the Greek Ministry of Education and Religious Affairs, of targeted inclusive
practices. In the absence of a clear guiding framework of good practices to use,
there is a danger for teachers to use practices and approaches that sometimes
seem chaotic and may lead to limited inclusion results:

Excerpts 113-114
The Ministry of Education has not decided on a clear inclusion education
policy. (12_ST)

Itis good to be free to choose how you could react as a teacher up to the point
that you do not get lost or do nothing. (115_PT)
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c¢) Withdrawal of D/SEN pupils from mainstream class

One view, supported mainly by parents and stakeholders of education, is that it is
not a good practice to remove children from the classroom in order to attend the
inclusion class or to work with Parallel Support teachers. This practice isolates
children from the class community, creates learning gaps regarding the
curriculum, and disrupts the continuity of the inclusion process. As the first quote
(Excerpt 115) reveals, this is a practice that is often imposed by the teacher of the
mainstream class:

Excerpts 115-116

Even from the first school day my sons’ teachers removed him from the class
with the argument that he is a “difficult child”. She had her principals’
approval for this decision. The plan was that my child will always be isolated
with the teachers of parallel support in the library. (F4_PT)

The inclusion process now is fragmentary. Removing students out of class and
doing something else with them, is like making them another parallel
problem, so the kids are confused with the class schedule and the inclusion
class programme. When you get them out of class, they're going to miss not
only the lesson but the continuity. (I115_PT)

d) Limited collaboration and partnership with diagnostic centres (i.e., local
Centres for Multidisciplinary Assessment, Counselling and Support
(KEDASY)(former KESY))

With regard to the Centresfor Multidisciplinary Assessment, Counselling and
Support (KEDASY) (former KESY), the main problem reported is the delay of
diagnosis delivery. As it can be seen in Excerpts 117 and 118, the majority of
participants reported that this situation negatively affects the quality of special
education delivered by the school, since teachers lack information about the
student’s learning difficulties and needs. Another problem mentioned is that
assessment carried out at KEDASY is not informative enough for designing
educational programmes. On the other hand, the establishment of a collaboration
framework among schools and KEDASY would be more helpful to foster inclusion:

Excerpts 117-118
It is very difficult to arrange an appointment for diagnosis at KESY. If you call
now, the appointment will be scheduled at least after two months. (F4_PT)

In relevance to assessment, KESY is a sector that does amazing job amazing
job but is it enough? Maybe it is important for inclusion to establish a
framework of better communication among KESY and schools. (F3_ST)

The findings show that Greek stakeholders of education acknowledge the
significance of inclusion and are aware of the practices that hinder the

Bottleneck Analysis 163
for Inclusive Education in Greece



involvement of all students to school routines inside and outside the school. This
section revealed a number of practices that hinder inclusion. The most important
of them are related to the lack of collaboration and the segregation of teachers’
role depending on the students’ special needs.

8.2 Good and bad practices for inclusion of students with
migrant/refugee/Roma background in Greek schools

As far as students with migrant/refugee background or Roma students are
concerned, another important theme identified through analysis is Inclusive
Educational Policies in Practice II, which refers to review and reflection on
performances of inclusive educational policies. This reflection is based on the
implementation of the inclusive educational policies when practitioners, school
authorities, and other stakeholders involved in educational policy and practice
appear to implement instructions, to take initiatives, to try out solutions and to
carry out ideas in order to address the issues that arise regarding the attendance
of students with a migrant or refugee background or Roma students. The practices
described here, were identified by participants as: (a) good practices and (b) bad
practices.

8.2.1. Good Practices

Good practices, according to participants, were successful examples on inclusive
education.

Good practices for inclusion of “multi” students
(evidence from the fieldwork)

a) research on the field of inclusive education that guides educational policy
design

b) synergies and cooperation among educational actors

c) reviewing of curricula and educational materials in order to keep up with
inclusive education

d) training of practitioners on the legal framework of inclusion as an
important factor of inclusive education processes

e) practices for facing the lack of teachers in reception classes

f) practices to support access to distance learning

g) practices for empowering students in the classroom and in the school
community

h) practices to improve school-family communication

i) practices of eliminating mainstream parents’ racist behaviours
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a) Research to design inclusive good practices

This good practice notes that a key condition for successful education policy
design is research at both local and European level in the field of inclusive
education. Education policy stakeholders implement programs and studies to
achieve the design of successful and targeted inclusion policies, as described in
Excerpt 119:

Excerpt 119

Eeee First of all eeeee we are researching like this, it is our first task and one
of the last researches we did, again in with the European sector in association
with the ministry [of education], is currently proceeding to proposals for the
transformation of reception facilities. With that being one task. And with the
help or interaction with other ministries or rather with other partner
ministries and institutes or researchers or universities. (12_ST)

b) Practices to support synergies among educational actors

Other practices that were identified by participants as good practices included
collaborations between ministries, organisations, institutions, stakeholders, and
practitioners in order to achieve the most effective educational policies design.
These practices are examples of wide-ranging cooperation, as stakeholders
collaborate from the planning stage onwards. As seen in excerpts 120 and 121,
such collaborations were viewed as very important by the participants:

Excerpts 120-121

It was a great achievement and it helped us a lot to promote the European
policy and the CRC and the Committee monitoring Rights of the Child and I
must tell you that since the first time it held a meeting and so we have
contributed and all the actors have done so, the parents’ movement and the
scientific sector and the non-governmental organisations, so that with the
shadow report that is done to give a feedback, how much we have deepened
in the charter of fundamental rights and rights of the child in educational
issues. Well, that helped us a lot to give the Ministry of Education the impetus
to deepen its policies into European policies which are clearly for the rights
and for the inclusive education policies. (I12_ST)

[ will also give an example, from my own working position I have feedback,
why? Because | have 64 hostels that have unaccompanied [children] and 15
safe zones, 15 safe zones, since | came, [ made sure to meet the teachers in
these hostels and safe zones, to form a group, to do a seminar that lasted six
months, to train all these people two Fridays a month. I went down to the
hostels I went to meet them up close in the context and as much as the
measures against the coronavirus allows me and so I have the feedback, why?
Because I meet them two Fridays of the month online, because I want to have
them, because I want to listen about the inadequacies, because | am open to
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being told what they live with- with all the limitations [ know and they know
that they have in making decisions. (F1_ST)

¢) Revision of curricula and educational materials

The study and revision of curricula appears as a very important practice at the
design stage of educational policy for inclusive education. Stakeholders argued
that the review of textbooks and curricula to keep up with inclusive principles is
a very important factor in shaping inclusive schools, as mentioned in Excerpt 122:

Excerpt 122

We study with either the textbooks or the curricula in the direction of
inclusion, you know, at this moment in the Institute of Educational Policy we
are preparing a program, a big program of upgrading the studies and
renewing the curricula of the textbooks. (I12_ST)

d) Training of practitioners on the legal framework of inclusion

The training of the educational community, and especially of all practitioners
involved in the education of students with refugee or migrant background and
Roma students, on issues related to the legal framework of educational inclusion
of all students emerges as a very important factor in successful inclusive practices.
Participants stressed that it is important for practitioners to be informed about
the legislation in order to successfully address issues of school attendance and
inclusion. This shown in the following Excerpt 123:

Excerpt 123

Now, because we have seen that there are all these reactions and some issues
are caused, of course all the effort is made to solve them, the Independent
Department in collaboration with the IEP and UNICEF, made some
teleconferences with all regional coordinators and all education coordinators
updating, recalling and deepening the institutional framework so that this can
be made even clearer. The Ombudsman of the child also participated, so
another more legal position was given, with a better basis, so that it can be
made clear that the institutional framework and the laws must be applied.
Beyond that, what happened in the Ministry of Education, the education
coordinators would share it with the school principals and the school
principals with the teachers, so that we could get rid of the problems and the
reactions and objections that they do not have. no legal basis and no logic.
(I1_ST)

e) Practices for facing the lack of teachers - University students as an
alternative

One of the problems that schools often deal with is the lack of teachers for the
reception classes. According to the participants, the lack of teachers and the delay
of their recruitment is sometimes counteracted by using pre-service teachers who
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are conducting the teaching practice. As mentioned in Excerpt 124, cooperation
between schools and universities is considered by practitioners as a very good
practice:

Excerpt 124

There are reception classrooms which each school has the right to establish,
apply and ask for separate teachers for them, do not ask me if the teachers are
appointed on time, because this is a general problem that doesn’t have to do
with the context. The framework exists. We will tell you how we cover it. We
cover it with internships from students, we have very good collaborations
with universities and we are very lucky that people come from universities,

students, and help our work. Because hands are needed no matter what.
(I6_PT)

f) Practices to support access to distance learning

An additional obstacle to the equal attendance of children in school is access to
distance learning, which is exacerbated by the COVID-19 conditions in education.
Practitioners involved in the education of students with refugee or migrant
background and Roma students appear to make great efforts to facilitate the
access of those children in distance learning. They described these efforts as good
practices of inclusion in their schools, as in the Excerpt 125:

Excerpt 125

Every Friday we had a two-hour period here in the school where we were
some teachers and the kids came. Well, do not tell me that it is forbidden, I do
not care that it was forbidden, the children came, they had a ten-minute, a five-
minute, a quarter, twenty minute, depending on what they needed and they
came and got the worksheets, those that didn’t have an internet connection or
who couldn’t understand or who had difficulties. This worked very well and I
believe that although [ know it was not in line with government guidelines, it
was, however, a particular need that worked very well and kept many
children in touch with the school. (16_PT)

g) Practices for empowering students in the classroom and in school
community (team-building)

In addition to their efforts to facilitate students’ access to education, practitioners
strive to empower students in the classroom and to strengthen their presence in
school community. They described their practices as very good examples of
students’ inclusion in school everyday life, as shown in the following excerpts:

Excerpts 126-127

We explain what is going to, who are these children that will arrive and we
say that they are our new classmates, so that common points have been
cultivated before and they are waiting for them. That is why they enter the
classes, they help each other and how do we achieve the inclusion in practice?
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So, when we have children in general education from the refugees, they will
join a group and apply some of the techniques we have applied in our lessons
are to make groups to work in groups and to apply the jigsaw method. (F2_PR)

While the elections of the fifteen-member [student council] had taken place,
Mrs. P. appointed two refugee children to participate in the fifteen students
committee, while the elections had taken place to represent the refugee
children in the fifteen students committee. If not this inclusion, what is?
(F2_PR)

h) School-family communication practices (mediation)

Another example of good practice appeared to be the efforts made by teachers and
school principals to communicate with the families of students with a refugee and
migrant background families and the families of Roma students. Excerpt 128
shows how teachers try to overcome difficulties in order to get in touch with the
students’ families and to communicate with them:

Excerpt 128

The principal, the deputy principal, the colleagues who deal with these issues
are constantly in communication, so that we can be close to these parents and
have the opportunity to come to school, and discuss issues, etc. Okay,
regarding the French-speaking Africans, my colleagues also help with
translations, because translations are not easy. With all the NGOs that we can
work with for the translation into Arabic and Farsi and other dialects that the
refugees have, why do we also have Indians, right? And of course, with the
Roma students whose story we follow closely. (17_PT)

i) Practices of eliminating mainstream parents’ racist behaviours - Defining
limits

Finally, participants consider very important the practices that teachers and

school principals apply in their effort to eliminate racist attitudes that some native

students’ parents hold towards specific groups of students. Some such these
practices are described in excerpt 129:

Excerpt 129

When the parents come the first one come on the first day, | have a meeting,
while the children get inside the classrooms with the teachers for a while and
I have a meeting with the parents and there I set the limits for what it means
to be accepted in this specific school. So, [ try as a general philosophy of this
school to raise awareness, so that when they come complaining about any
children, not just the Roma, to start the discussion from that point, to ask them
if they remember what we said? The school will not only provide for you but
also for the other. So, you may not like it but the other person has the right to
be in here, so you too will get what you deserve. (I8_PT)
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8.2.2. Bad Practices

According to participants’ views, and on the basis of their experience over the
years, bad practices were unsuccessful examples in the field of inclusive education
for children with a migrant / refugee background, and Roma students (in this
analysis, we use the abbreviation “multi” students to cover these target groups).

Bad practices for the inclusion of “multi” students

(evidence from the fieldwork)

a) parents keeping children away from school, and creating conflicts between
teachers and parents,

b) students’ exclusion from school activities for several reasons

c) joining ZEP (Educational Priority Zone) class as exclusion from other subjects
of the mainstream classroom

a) Parents using children as mediators keeping them away from school -
Conflict between teachers and parents

One fact cited by participants as an example of bad practice involves parents
keeping their children away from school. It is reportedly common for parents to
rely on their children as mediators, and they even negotiate children’s school
attendance, as indicated in Excerpt 130:

Excerpt 130

And very often they [i.e., the parents] call us in the middle of the period
because it may be 11:00 in the morning and he tells the child to leave school
so that the child can go with the mom to the hospital to accompany her as an
interpreter. We say no, we are in conflict with the parents, very often we have
called them at their homes, and we have said that we will D/SEN the police if
the child does not come to school, we never do that but say it if the girl or boy
does not come to school. But unfortunately, we don’t call these cases the
success stories, they are not our successful cases. (16_PT)

b) Exclusion from school activities

The exclusion of refugee children from school activities was also viewed by
participants as an example of a very bad practice. Often, these children seem to be
marginalised in school and they are deprived of participation in school activities,
as described in Excerpt 131:

Excerpt 131

I have most negative experiences from excursions, where we gave the
children a piece of paper to fill in for all the children in the class except the
refugee children. My principal later explained that if I insisted so much, he
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would take them on an excursion, but he would not let them wander away
from the teachers’ association because he considered them particularly lively
and particularly delinquent, for example. So, they came back from the
excursion crying and never wanted to go again or try again, say, to get a piece
of paper next time. (F2_PR)

c¢) Joining ZEP as exclusion from other subjects of the mainstream classroom

Another issue that appears to be considered as a bad practice is the exclusion of
students of reception classes (ZEP) from mainstream classrooms. This is a
common practice in schools with reception classes, as Excerpt 132 shows:

Excerpt 132

It should also be provided in the program in the school planning in such a way
that the child is not deprived of the rest of his inclusive school activities, nor
as such is provided. We have seen examples and very often since a child is
enrolled in a class, in areception class, he does not attend the rest of the school
program. (I2_ST)

d) Ghettoization in Reception Classes and DYEP

In addition to being excluded from the mainstream curriculum, participants
reported a concern that students who attend reception classes or DYEP appear to
be ghettoized in mainstream classes throughout their school life. Excerpt 133 is
an example of such concerns:

Excerpt 133

When there is no [reception class], the teachers are forced to enter other
processes and maybe the children fit in a little better, you know that in many
cases of Roma children it happens, because that’s the truth with the reception
classes, that the children study permanently in host classes, infinite years
without any development. (F1_ST)

e) Misunderstood/Ambiguous/Unsupported Role of Refugee Education
Coordinators (SEP)

Another bad practice concerning inclusive education practices appears to be a
misconception about the role of Refugee Education Coordinator. There is a lack of
clarity about the exact role of the coordinators, and as Excerpt 134 shows,
teachers have many expectations from the coordinators, and they are rarely
fulfilled.

Excerpt 134

The advisors, the coordinators -whatever they are called- are the scientific
supervisors in order to implement a policy. In the areas regarding integration
and education there were, still remain special education and integration
counsellors, such responsibilities were not given to refugee education
coordinators, so we have not yet updated the methodology of inclusive

% Bottleneck Analysis 170
/ for Inclusive Education in Greece



education in general and how it will proceed, so it's not, how to say, not one-
dimensional. (I2_ST)
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Chapter 9

Agency for inclusion: from evaluation to suggestions

9.1 Evaluation of inclusive practices for students with
Disabilities and/or SEN (D/SEN)

Participants identified many issues that need to be improved in order to establish
a kind of inclusive education that benefits all the children cognitively, emotionally,
and socially. If these issues be addressed, participants believe that inclusive
education will enable students with disabilities to become more motivated, and to
improve their skills.

a) The Inclusion Class in practice

The role of the Inclusion Class in the inclusion process of D/SEN students has been
challenged. Inclusion Classes are supposed to aim at developing specific abilities
of D/SEN pupils based on their individualised educational program. In practice,
this is not possible since there is not enough time for individualised teaching in a
resource room, due to curriculum constraints and to the high number of pupils
with D/SEN enrolled in a mainstream school. On the other hand, moving away
from mainstream class is in contrast with the aims of inclusion. We cannot expect
students to develop relationships with their classmates when they are often
withdrawn in a different class and educated apart from the other children:

Excerpts 135-136

It is difficult for the inclusion classes to work properly. There is a confusion
with the schedule of the mainstream class and the Inclusion Class and you
have to do “magic” to find some hours for doing personalised teaching (in
inclusion classes). (115_PT)

Inclusion classes is something different from inclusion. I mean from the one
hand Inclusion classes are part of the inclusion process and undeniably aim
to empower D/SEN children to attend the mainstream class. On the other
hand, a question arises: How can we expect the child to be included, socialised,
making friends and work together when the child (with D/SEN) is out of the
class? We cannot expect from a student with D/SEN to interact and feel part
of the class when he is out of the class. He has to meet his classmates to be
friend with them (...) (I16_PT)

b) Parents’ misunderstandings regarding the role of Inclusion Classes

Some parents confuse the role of Inclusion Classes with that of remedial teaching
and they do not understand that inclusion classes have been established to
provide special education to students with SEN or disabilities:
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Excerpt 137

Several parents have not understood the aim of the inclusion classes, they
consider it as a kind of teaching support in specific learning areas. Actually,
Inclusion Classes are part of the inclusion process and refer to students with
severe problems and not to those having just some learning gaps. (115_PT)

c¢) Teachers’lack of knowledge and specialisation on certain disorders

The lack of specialised knowledge regarding special education issues by teaching
staff was identified by the majority of the participants as the vulnerability of
inclusion. Many of the general teachers have only completed short distance-
learning educational programs in special education. Thus, they cannot effectively
respond to certain difficult cases of students. In addition to the issue of
specialisation, the problem of unwillingness to work with D/SEN students was
also recognised. Specifically, it was argued that teachers of general education are
often reluctant to seek guidance in order to face educational challenges
concerning D/SEN students. Instead, they prefer to refuse responsibilities by
using their lack of specialised knowledge as an excuse, and they often abdicate the
responsibility of D/SEN students’ education to special education teachers. Finally,
it was stated that ageing teaching staff is another constraint, since these people
usually do not have the physical and mental stamina to serve an educational vision
such as that of inclusion:

Excerpts 138-140

Imagine that you teach in a school, and you have in your class children that
you don’t know how to deal with them. Don’t you have to ask for guidance
from the educational program coordinator or from the principal or from the
university teaching staff that train teachers? Teachers have to ask for help. It
is nota solution to say “I am sorry but I don’t know!” You have to learn. (I3_ST)

Do we have qualified teachers? I don’t know. There are teachers who have
only attended seven-month distance learning seminars in special education
[...] suddenly this person [i.e., an inexperienced teacher] in October is called
to support a child with ASD. (F3_ST)

[...] we also have aging teaching staff and this is a problematic situation. How
many years can a person be in a classroom and still serve a vision? (F3_ST).

d) Lack of accessibility

Problems in accessibility are mentioned by many participants as a major problem
for inclusion.

Excerpts 141-142

There are many accessibility issues. For example, it is difficult for a blind child
to be included in a mainstream school. Is there a braille system on the school
doors? Are there the appropriate teaching materials for this child to be
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integrated and supported to manage skills and knowledge acquisition? These
are real issues. (118_PT)

For example, in the building of a very famous institution that operates on
issues related to special education, there are many accessibility problems.
When we visited this building to make activities with children, we couldn’t
move and visit other places in the neighbourhood because of lack of
accessibility. (F3_ST)

9.2 Suggestions for the inclusion of students with Disabilities
and/or SEN

Participants had suggestions to make for improving professional efficiency and
school inclusion policies in Greece. Such suggestions included more substantial
teacher training, interconnection with local community and special education
experts and better organisation. Additionally, participants asked for more
teaching tools and material and better funding for education.

a) Implementation of inclusive instructional/teaching strategies

All of the participants came to an agreement that inclusive education requires the
implementation of varied strategies to ensure equal participation of all students
in the school setting and to improve their development. The establishment of
collaborative relationships among mainstream and D/SEN teachers was
recognised by the majority of the participants as a very important requirement
that promises improvement in many aspects. In addition, collaboration among
teachers offers many advantages both for students with disabilities and for their
typically developing peers as well as social advantages through combating social
ignorance and social discrimination. The quotes mentioned below show that
teachers’ collaboration may positively influence children’s social and behavioural
skills, self-concept building, and the feeling of happiness:

Excerpt 143-144

[ think that co-teaching is a good idea (i.e., the teacher of the mainstream class
co-exist and collaborate with teachers from inclusion classes or parallel
support in the same class. (I115_PT)

Honestly, it would be very helpful for a person (teachers of the mainstream
class) to be supported by another teacher. They exchange views and find
solutions in operation issues (...) it is important to have somebody (teacher of
Inclusion Class or Parallel Support) who gives you directions and encourages
you to organise good quality educational activities. This framework would be
very supportive. (114_PT)
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It was also mentioned by many participants that the multiple school textbooks for
all classes must be redesigned so that they can be accessed by students with
various disabilities. This material will contribute to the better integration of
children with D/SEN since it will be used for teaching and training purposes, and
it will foster a sense of competence for teachers who will be able to make
adaptations in order to cover their students’ needs. Multiple textbooks can really
support teaching and education of students with D/SEN as they may include
directions for adaptation and offer a lot to inclusive education. Additionally,
utilising multiple school textbooks offers the opportunity for applying
Differentiated Instruction.

Excerpt 145

Another parallel school textbook is needed that is suitable for every case
(different educational need). Parallel school textbooks give the opportunity of
different directions so that the teacher can choose and adapt the learning
process within the mainstream classroom. He [i.e., the teacher] will have more
options for educational material and guidance to adapt. (I10_ST)

b) Interconnection with the local community

The thematic analysis revealed that connection with the local community could be
very important. This connection is expected to increase the capacity of all schools
to meet a broader diversity of needs and support learners within their local
communities.

Excerpt 146

Maybe schools could organise awareness workshops for parents because they
are part of the community. Perhaps even in cooperation with institutions of
the local authorities or of the church, some actions could be designed to
involve students in the local community, i.e., visit foundations, making
volunteerism or donations. (118_PT)

Another collaboration relationship which was suggested is the interconnection
between school and other specialists outside school. Specifically, collaboration
between schools and KESY, and schools and universities is necessary for general
and special education teachers alike in order for them to make the transition from
research findings and theoretical knowledge to an inclusive teaching practice.

Excerpt 147

Apart from educational evaluation, KESY could have a contact with the
teacher and discuss how to organise and implement a personalised
educational program for the D/SEN child. That's something that is lacking, the
Interconnection. [...] how do we expect knowledge produced at the research
level at universities benefit the practice? The implementation of research
findings is needed. (F3_ST)
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c¢) Teachers’training on D/SEN

Teachers claim that more substantial professional development opportunities are
needed in order to be able to achieve better inclusion. All seminars, whether
theoretical or practical, are not designed so as to equip teachers with the
necessary tools for facing the needs of their students:

Excerpts 148-149
[ would like to have more substantial training. That’s what [ think we need to
feel more confident in what we're going to do. In a nine-months duration

seminar in special education, knowledge acquired from the bachelor’s degree
is repeated. (F4_PT)

What it is important for us [i.e., teachers] is training on tools teachers need.
(I3_ST)

d) Better and more centralised organisation

Most of the participants agreed that generating coherent educational inclusive
policy with an inclusive focus, covering all aspects of education (curriculum,
pedagogy, and school organisation) would have a significant impact on how
inclusion is implemented. When stakeholders understand, and agree with, the
guidelines they have been given, it is more likely that they will be committed in
their efforts to attain the goals of inclusive education; hence the importance of
educational policy implementation and educational services improvement, which
are considered as crucial.

Excerpts 150-151

We are in need of social structures and social services, but they must be
staffed, because they are restricted in understaffing and that is why they do
not work. (F4_PT)

National policy that defines how we want schools is needed. We have to know
exactly what kind of schools do we want after 10 to 20 years and then we will
make moves in that direction. I mean all of us, i.e., the teacher in the classroom,
the school principal, the counsellor, be focused on a national organised
educational policy about inclusion. If we don't have that, I don’t know what
we are expecting. (F3_ST)

e) Creating an inclusive mindset

It was widely suggested that schools have to enhance developments and processes
working towards equity in inclusive education. That requires changes in thinking,
culture, and practices at every routine of school life, from practices, to establishing
inclusion routines even at the break time. Adopting a transformational leadership
model in school is considered helpful for attaining this goal, as it would provide
stakeholders with opportunities for co-deciding and responsibility sharing. Thus,
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a more functional and flexible framework is expected, for building the vision of a
public, synergetic, and inclusive school.

Excerpts 152-155
We need a transformational leadership model. We want a leader inside the
school, not a principal. We want partners who come to co-decision with him

and share responsibilities. This is going to bring a success story in Inclusion.
(F3_ST)

If there is a child will his own diversity, we need to be able to understand this
diversity in every school instant (e.g.., break). (I117_PT)

We are going to configurate a culture that advocates the adjustment of the
mainstream school to special needs and not the opposite one. (F3_ST)

[ would suggest collaboration among multiple organisations and institutions
like the church or the municipality. For example, we could organise a
workshop for parents that makes them aware of diversity and differentiated
educational needs. (I118_PT)

f) Increase of funding

One suggestion mentioned by all participants is increasing funding. Participants
claim that inclusion requires some essential infrastructure, which is not currently
available in schools. Specifically, increased funding could be invested in audio-
visual material or for infrastructure building:

Excerpts 156-157
How is it expected to act in an inclusive way when you don’t have the right

desks? when you don't have infrastructure or audio-visual material. Aren’t all
these basics needed? (I18_PT)

It is something important. We have to do a transmission from policies to
implementation. I mean creating the appropriate infrastructure to benefit all
the children. That means an increase of funding. (F3_ST)

g) Increase of technological and digital accessibility

The lack of technological assistance and the failure to ensure digital accessibility
for some disability categories increases existing differentiation. This is why
teachers and stakeholders point out the need for improving digital and
technological accessibility:

Excerpt 158

The Ministry of Education should design a website with reliable content and
material for these children [i.e., children with D/SEN]. School buildings should
also be accessible to these children so that a child with a wheeling chair can
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approach the school. Wheelchair push bars, interactive boards/blackboards
etc. are very important. (I117_PT)

h) Evaluation of inclusion practices

Evaluation of inclusion practices is considered important, either in relation to
policies or in relation to applicability into the school context. In this vein,
educational assessment was supported by many participants, who argued that
assessment offers a kind of accountability that enables the awareness of a school
unit and thus the implementation of training programmes based on the
peculiarities of each schools’ needs:

Excerpts 159-160

Without evaluation, you cannot do anything that is targeted and effective.
Without evaluating specific needs in each school, you cannot offer sufficient
guidance and effective training programs that really help the school
community as a system to go one step further. (F3_ST)

Each law, each programme should be evaluated if it has achieved its goals. If
we want to reform a law or to establish a new one, we should examine what
previous laws gave us and to make proposals based on that. (F3_ST)

In conclusion, stakeholders made it clear that essential evaluation of the inclusion
practices is necessary in order to see which of them are effective and under which
circumstances:

Excerpt 161
[...] as long as there are no evaluation measures and rubrics, we could not
know how each policy is implemented. (12_ST)

9.3 Suggestions for the inclusion of students with
migrant/refugee/Roma background

While keeping in mind the inclusion practices mentioned so far, participants in the
research regarding migrant/refugee/Roma students, also expressed views on
what more needs to be done to make inclusive education effective for all. Their
suggestions can be classified into five axes, as follows: (a) sensitizing local
communities, (b) communication and interaction among key actors, (c)
reviewing/expanding and developing educational resources and processes, (d)
addressing practical issues, (e) changing perspectives: Broader change of the
school’s role. Patterns and subcategories have been identified in each of these
axes, and these are discussed below.

% Bottleneck Analysis 178
/ for Inclusive Education in Greece




9.3.1. Sensitizing local communities

Awareness seems to be an important factor in inclusive education. Specifically,
awareness-raising actions should be taken by the local community with a focus on
Greek children and their parents. Participants stressed that a population like the
Greek one, which is familiar with immigration means (e.g., on account of the great
migration flow of Greeks to European countries in the 1950s and 1960s), should
be aware of what these children are experiencing. Another suggestion made was
to remind children of great ideals that are often associated with Greekness,
namely democracy, freedom, and equality. These ideals, the participants pointed
out (e.g., Excerpt 162), should be passed on to all children:

Excerpt 162

And we should ask everyone to remember that Greek know what immigration
means, for other reasons of course, so they should be more sensitive on this
issue. We were always been hospitable people, the Greek ideal for me is very
important and is what has kept the whole world together for so many years,
from ancient times until today, we have to offer, to offer our ideas, freedom,
equality, these should be above all so one of our concerns is that when the
refugee child has these ideals in his heart, he will always have Greece in his
heart whether he leaves or stays. And I think that's where we have to win the
game. (I11_ST)

9.3.2. Communication and interaction among key actors

Research and data analysis showed that communication and interaction among
everyone involved in the education system can act as a catalyst for reshaping
inclusive education. As mentioned in Excerpt 163, such interaction should go
beyond pro forma communication, and it can be achieved through:

e cooperation between all levels of the education system (theory/policy &
practice/implementation).

e evaluation and feedback, so that all schools will have access to what really
works and what does not. The participants suggested an evaluation system in
the form of a report among teachers and educational coordinators that should
be filled every two months.

e decision making after discussion with all key actors, and of course, by offering
the opportunities to students as well.

Excerpt 163

The student is the centre, so you should know what this person is thinking,
you should know about his life, you should be able to understand what is going
on in a school and not just publish, you know, press releases let's say or
announcements. (I3_ST)
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9.3.3. Reviewing, expanding, and developing educational resources and
processes

In the context of redesigning inclusive education, participants pointed out the
need to start a process of a continuous reviewing and updating. In particular,
participants expressed the need to review, appropriately adjust, and enhance: (a)
resources and processes, for example educational materials; (b) the educators’
professional development; and (c) the language policy towards inclusion.

a) Reviewing, adjusting, appropriating and enhancing resources and
processes

The participants pointed out that the curricula, textbooks, and educational
materials should be reviewed in the direction of inclusion, under special criteria
that meet real needs, as well as the language proficiency tests for students’
placement. Some suggestions are mentioned in Excerpt 165:

Excerpt 165

There are the verification tests used [on refugee children] to join reception
classes, which also need to be updated according to the educational reality of
each country but also to be translated so that we can do, not perfectly, so that
can we deal with the children as we ought to deal with them, neither casually
nor in a procedural way, but in a substantive way. (I11_ST)

The participants also pointed at the need for restructuring the Reception Facilities
for Refugee Education (DYEP). They argued that by extending the institution of
DYEP so that they include high school education, it should be possible to enhance
vocational education. In Excerpt 165, for example, it is suggested that such a
restructuring would offer more options to Unaccompanied Minors with refugee or
immigrant experience:

Excerpt 165

Then we have a lot of unaccompanied children. At ages that are close to fifteen,
sixteen, so formal education, compulsory secondary school education stops
there. Beyond that we should be able to find a way to give them recourses. So,
we should examine vocational education, how will these children be directed?
Going to an EPAL [Vocational Senior High School] is not the solution. They
should be able to have a choice, they should have knowledge of that choice.
So, let's examine how we can enhance vocational education in combination
with refugee education. Due to the fact that children come unaccompanied at
such ages, it may be necessary to establish a DYEP at a high school level. Now
the DYEP is up to the Secondary School, there are some issues that arise along
the way and that make it necessary to redesign the education of refugees from
one point onwards because there are other data, other variables. All this
concerns us. These are issues that need to be resolved. (11_ST)
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b) Professional development for educators

Although several teacher education programs have taken place, and are still being
implemented in Greece, our research revealed that systematic actions should be
taken in order to develop training material and guides for school teachers.
Teacher education programmes need to be revised and to evolve into workshops
and specialised interventions, addressing specific needs of each teacher and each
school. Some suggestions that emerged from the data, as shown in Excerpt 166,
and which were argued to have a positive impact on the education of all students
and teachers, included personalised teaching in combination with the support
from mentors, practice, and institutions:

Excerpt 166

[..] what we are planning and thinking about now is to stop the trainings, [ say
it so clearly, and to focus, let's say, on interventions, that is, to become a little
more burdensome and a little more pressing at the school unit level. [...] that
is, we now understand that it must be done to get away from the fact that we
have organised training programs, we have done it again, and we count, and
people come but they always are the same people so we try to find a way to
engage the educational community at the level of school unit, how will we
press, so to speak, at the level of the teachers' association, to go to create one
of the task forces in EVERY association. Specifically for the needs of each
school. (14_EC)

¢) Reviewing language policies and legislation

Participants did not fail to mention language policies and legislation as part of the
review framework. For over 30 years, the international literature and researchers
have consistently pointed out the advantages associated with bilingualism.
Participants suggested that it is now time to make decisions in this direction. By
teaching the first language of students with refugee/immigrant experience at
schools (as mentioned, e.g., in Excerpt 167), it was suggested that the gain will be
two-fold, as such practices are associated with increased learning outcomes, and
preservation of the students’ culture(s). And clearly, such a policy would
characterise a school as completely inclusive, since the lessons could be attended
by everyone.

Excerpt 167

And then there is a tendency in which we are moving forward with small
steps, there is a recommendation from the Council of Europe to include the
teaching of the first languages of children with different cultural backgrounds
and of migrant and refugee children as an option [...] as an optional course,
yes! In other words, the neighbourhood and other children can learn another
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language, not only English, let’s say something [i.e., some non-Western
language], not only European languages, that is. (I12_ST)

9.3.4. Addressing practical issues

Discussion of some practical issues could not be absent from the data. These issues
can be summarised as follows: (a) building infrastructure and technological
equipment, to address the lack of classrooms where the integration department
might be housed, and the absence of internet connections; (b) transportation to
and from the school/reception premises, (c) food supply by school, especially
when children attend fasting; (d) timely recruitment of teachers, as teachers for
the integration and reception programmes are not appointed at the beginning of
the school year; (e) recruitment of specialised staff (e.g, psychologists,
sociologists) at schools; (f) observation of students’ academic and professional
trajectories; and (g) data from other countries in order to adopt good practices.
Transportation and providing food were stressed as extremely important factors,
as they seem to contribute to school dropout, as shown in Excerpt 168:

Excerpt 168

[ also think that the school should be reformed by offering some meals or at
least if not hot meals some food that is always available there and that there
is no discrimination that our children say, I'm talking about refugee children,
they go to school hungry, very often they do not have breakfast, either because
they can’t afford it or because it’s not a habit of their culture or because their
specific situation, being here, doesn’t allow it anymore, so that they shouldn’t
be ashamed that they don’t have money to buy food from the canteen and in
some cases to leave the schools also hungry and without being able to pay
attention to their lessons. Food will also add another opportunity for
socialization. (2F_PR)

9.3.5. Changing perspectives: Broader change of the school’s role

The participants focused on the importance of the school as a space open to all.
This is what must be maintained or at least the State should endeavour to reduce
the damage done. There are no ambitious dreams in the data, but rather a demand
for incremental, one-step-at-a-time changes, until the result justifies the effort
that everyone (i.e., teachers, principals, SEP, the Ministry). Excerpts 169 and 170
show the belief that everyone, including sceptics, should ultimately be convinced
that there is a way towards a new inclusive reality at school and more generally in
this country.

Excerpts 169-170

Let the state start from the basic thing that has to be done which is to
remember again and to remind again that school is one and for all. Then with
small steps we will start breaking the barriers, we will start closing the Roma
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schools because, let's say, over here there is a school that has only Roma
children and next to it a school that has none. There were all, let's say, at the
other side of the road and based on the map, let's say, [...Jone school hosts
refugees and the other does not? So, let's re-create this framework and let the
state do its basic work. (I3_ST)

The teachers and the Ministry as a Ministry have not found the way we will
manage to get those children, how to say it now, I do not want to be aphoristic,
in our efforts or in this category of our children. (I8_PT)
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Part 3

RECOMMENDATIONS



Chapter 10

Recommendations

Building on the analysis of the needs that have emerged from the results presented
above, it is apparent that the move towards a more inclusive educational system
necessitates changes that span the entire range of the educational system. More
specifically, the following minor or major reforms are recommended, at the
institutional, school, and class level. The “magic” ingredient lies in the cooperation of
all three axes.:

10.1. Institutional level

a) Coherent inclusive education policy

The vast majority of the participants (e.g.,, stakeholders, coordinators, principals,
teachers, parents) recognised the ambiguity of educational inclusive policies in terms
both of legal clarity and implementation. The non-realistic aspect of the inclusive
practices, the incompatibility with pedagogy together with the lack of flexibility and
lack of control over their implementation make them hard to apply (e.g. excerpts 48-
52,90, 91, 97, 159, 160, 161). There is a need for a legislative framework that will
organise all aspects of education (human, financial, pedagogical, curriculum, and
school organisation) with a focus on the long-term inclusion of all pupils including
D/SEN students and students from minoritized groups, such as immigrants, refugees
and Roma (e.g., excerpts 150, 151). Such a framework will set a vision of inclusive
education, which will be implemented through clear and explicit practical policies.
Policies should be realistic, based on the needs of school communities and linked to
appropriate field research. Targeted actions that respond to the specific problem and
not to the general view of the problem along with external evaluations of actions
should give feedback and lead to redesign of targeted interventions, not cancellation
of the actions/programs/projects (e.g., excerpts 40-42). Additionally, inclusive
policies should provide specific guidance about the practical implementation of
various inclusion models (e.g., Inclusion Class, Parallel Support, Reception classes,
ZEP, DYEP etc.). Reconsideration of the way certain institutions work in terms of the
inclusion of D/SEN students and students from minoritized groups is necessary (e.g.
Inclusion class, ZEP, DYEP) since in practice they lead to segregation of the above
students from the mainstream class (e.g., excerpts 132, 133, 135, 136).

Specifically, in terms of students from minoritized groups a common framework for
inclusive education policies should be set provided that it is auxiliary for moving
children from one country to another otherwise students from minoritized groups
may lead to be invisible or lost in the bureaucracy (e.g., excerpts 76, 78).
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b) Interagency collaboration

According to the research results and data analysis one of the most inhibiting factor
for effective inclusion which was particularly emphasized by almost all the
participants is the lack of communication and collaboration among the different
institutions (e.g., the Ministry of Education and Religious Affairs, the Institute of
Educational Policy, the KEDASY, schools etc.) (e.g., excerpts 60, 89, 117, 118). It was
commonly suggested that in order to foster effective inclusion of all students in
mainstream class all agents involved in education policy (i.e., the Ministry of
Education and Religious Affairs, the Institute of Educational Policy, University,
European agencies, principals, class teachers, administrative and KEDASY staff etc.)
need to enhance partnership in all phases (design, implementation, evaluation,
reformulation) and take part in the dialogue for building a legislative framework
about inclusion in a national level based on evaluation and feedback from the field
(e.g., excerpts 120, 121, 147). Involvement of all configurators/ makers and not just
“the experts” including (all) children’s voices in decision-making regarding the design
and implementation stages of inclusive policies for both D/SEN students and students
from minoritized groups will ensure the creation of targeted interventions based on
the specific needs of each school unit (e.g., excerpt 163).

¢) Increase of national budget spent on inclusive education

One of the main challenges reported are operational problems regarding the lack of
staff and appropriate resources such as personnel, educational, material, electronic
equipment etc. (e.g., excerpts 63, 64, 66, 67, 88). The greater part of participants
pinpointed the need to improve infrastructure and accessibility for students with
different educational needs and disabilities as well as students with different cultural
and linguistic backgrounds. Equally, it seems necessary to increase technological
assistance and ensure digital accessibility for the above students (e.g., excerpts 156,
157, 158, 168). In addition, the limited funding for the timely appointment of
specialized staff on disabilities and minoritized groups constitutes another major
problem for inclusive education which leads to delayed students’ attendance of
proper education (e.g., excerpts 63, 64, 81). Therefore, special education teachers,
specialized staff (e.g. psychologists, sociologists), teachers for the integration and
reception programs should be appointed before the beginning of the school year to
have time to collaborate with general education teachers for designing inclusion
practices for both D/SEN pupils and students from minoritized groups (e.g., excerpt
168). In addition, special education teachers assigned to Parallel Support as well as
specialized staff and teachers for minoritized groups should be part of the school’s
regular staff, as opposed to the current practice of rotating them every year. An action
plan is needed in advance, rather than emergency solutions (e.g., timely recruitment
of teaching staff in schools). Both in special education and in multicultural education
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continuous changes of teaching and supportive staff hinder students’ inclusion and
psychosocial adjustment in school setting.

d) Textbook and curriculum reform

In the context of reconsidering inclusive education stakeholders pointed out the need
for revising and updating the curriculum and textbooks so that appropriate
educational material is available to cater for all specific needs of D/SEN students and
students from minoritized groups (e.g., excerpts 67, 122). Although curricula have
been developed for students with specific educational needs (e.g., ASD students, blind
students, deaf students, LD students) over the last few decades, a differentiated
national curriculum for each grade and subject should be designed for supporting
pupils with D/SEN in the mainstream class. In addition, in terms of students of
minoritized groups it is crucial that the curricula and textbooks be reviewed
according to students’ real needs and language proficiency (e.g., excerpt 165).

e) Stronger interconnections between D/SEN pupils’ education/training and
labor market, minoritized groups and wider community

In terms of students with Special Educational Needs and Disabilities it would be
beneficial to organize practicum student placements in special educational vocational
schools and link these to labor market (e.g., excerpt, 146). Developing common
outdoor activities for typical and D/SEN students in the context of their compulsory
early childhood, primary and secondary education is also recommended in order to
develop society's awareness of diversity (e.g., excerpts, 103, 104). In addition,
awareness-raising actions should also be taken by the local community in terms of
refugees, immigrants and Roma based on Greek ideals of democracy, equality and
freedom (e.g., excerpt 162).

10.2. School and Class Level

In school level, the most important finding which was derived from the present study
was the principal’s central role in creating a school community that is sensitive and
aware of inclusive and equity issues (e.g., excerpts 71, 72). More specific
recommendations are as follows:

a) Cultivate an inclusive school ethos

There is a need to support teaching staff through consultation and specific training on
inclusive practices according to the needs of all their pupils in order for a positive
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school climate towards inclusion to develop. Inclusive leadership is required, that is
principals who ensure that all team members are treated equitably, feel a sense of
belonging and value, and have the resources and support they need to achieve their
full potential. Latent racism behaviours such as dividing students into
“showered/clean” and “not showered/dirty” should be addressed by teachers and
principals. Schools should also be encouraged to establish regular staff meetings
where the inclusion process of certain D/SEN students and students from minoritized
groups will be discussed, and appropriate actions will be taken (e.g., excerpts 111,
152-155, 169, 170). Particularly regarding Roma students, participants stressed the
need for care provision so that they are not trapped for too many years in the reception
classes, and they are not ghettoized (see: excerpt 133). Teacher-student relationships,
informing and raising awareness of teachers towards Roma students’ difficulties in
education should be improved, so that teachers show interest and act in case of student
dropout or low attendance (e.g., excerpt 168).

b) Enhance partnerships

An important suggestion that emerged from the results of the present research
was for specialized staff in the school (anthropologists, sociologists,
psychologists) to be recruited providing support to all (staff, students, parents)
(e.g., excerpts 57, 58, 59). It is also considered necessary for effective inclusion of
both D/SEN students, refuges, immigrants and Roma in mainstream school to
foster relationships among general teachers, special education teachers,
principals, teachers for the integration and reception programs, members of EDY,
and parents (e.g., excerpts 89, 95, 163, 168). The cooperation among teachers is
an important mechanism for effective inclusion of the above students in
mainstream class. Through collaboration, teachers can share common difficulties,
identify common goals, and look into ways of addressing them. They can discuss
differentiated instructional strategies that better support students’ learning and
exchange ideas about their social and educational inclusion. Fruitful teachers’
cooperation requires educators who are professionals, who have abilities and
skills to create a collaborative climate inside (and outside) school, with knowledge
of individualised teaching and intercultural education (e.g., excerpts 101, 102,
148, 149, 166). Communication between school and home should be improved
through regular scheduled meetings or distance communication practices (e.g.,
communication notebooks, videoconferencing meetings, etc) (e.g., excerpts 105,
128). In terms of students from minoritized groups school could approach parents
through delivery of Modern Greek lessons, cooperation with the local institutions
(e.g., university, municipal authorities), specific timeframe for in person or online
cooperation and support.
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¢) Revising or specifying the way inclusive structures work

Due to the ambiguity that shrouds the operation of inclusive structures, it is important
that each school determines the operation schedule of each inclusion or reception
class and decides on the D/SEN students’ and students from minoritized groups’
intervention educational programme in collaboration with psychologists, class
teachers, and parents.

In terms of students from minoritized groups it is mentioned as a bad practice the
exclusion of students attending the reception class (ZEP) from mainstream
classrooms (e.g., excerpt 132) as well as the ghettoization of students attending
reception classes and DYEP (e.g., excerpt 133). Expanding the institution of DYEP
in high school education, it could enhance vocational education for the above
students (e.g., excerpt 165). On the opposite, first language should be taught and
cultural lessons should be undertaken.

As far as students with Special Educational Needs and Disabilities are concerned
the way inclusion class work arises many concerns. Withdrawing D/SEN students
from the mainstream class is in contrast with the aims of inclusion (e.g., excerpts
115, 116, 135, 136). Segregation of class teacher’s and parallel support teacher’s
roles in the mainstream class also opposes to the idea of inclusion. For Parallel
Support to be effective, it is important that the general and special education teachers
co-teach in the same class. That is, segregation of roles should be avoided. The two
teachers should cooperate for D/SEN students’ assessment of educational needs and
design a differentiated instruction for the whole class including students with D/SEN.

d) Develop and provide assessment and evaluation procedures

In order for the inclusion process to be effective, it is necessary to evaluate the
integration practices used both for D/SEN students and students from minoritized
groups, to know what worked, were practice fell short of expectations, and what
needs to change. To that end, it seems useful to introduce school-level self-evaluation
procedures through observation and teachers’ dialogue (e.g., excerpts 159, 160,
161).

e) School-family communication

Communication with parents is a necessary practice for inclusion of all students in
school setting and especially for students with specific educational and psychosocial
needs (i.e., D/SEN, refugees, immigrants, Roma) (e.g., excerpts 105, 128). It can be
achieved by communicating the important role that families play in the school
community and encouraging the inclusion of parents in school activities. In terms of
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students from minoritized groups participation of parents in courses of empathy and
intercultural education organised by the school should be encouraged. In addition,
communication of parents with different cultural or linguistic backgrounds with
school could be facilitated through the translation of important documents and
interpretation (e.g., use of interpreters).

f) Teachers’ training

The multi-level analysis of data of the present research stressed the need for teachers’
and principals’ professional development on inclusive practices (e.g., excerpts 93, 94,
143, 144, 148, 149, 166). Training in combination with the support of mentors and
supervised practice should focus mainly on five elements: (1) assessment of all
students’, including D/SEN students and students from minoritized groups,
educational and psychosocial needs, interests, and learning profiles based on
observation scales, assessment monitoring tools, and field notes; (2) adaptation of
learning environment transforming classroom into a community of learners with
emphasis on all students’ interaction through flexible groups; (3) differentiation of
curriculum (content, process, and product); (4) classroom management and
development of routines that include students with disabilities and different linguistic
and cultural backgrounds;

g) Application of differentiated instruction model

An important good practice at class level is the differentiation of instruction through
a variety of inclusive strategies and teaching means. For students with special
educational needs and disabilities as well as students from minoritized groups, the
selection of specific instructional strategies and material for use should be based on
their individual needs. Teacher education should be systematic improving teachers’
awareness in different linguistic and cultural paths as well as disabilities through
training and suitable teaching tools. In terms of students from minoritized groups
who are already integrated in schools, children’s awareness about different linguistic
and cultural trajectories should be aimed through systematic participation in
educational (European and national) actions.

From the above, it becomes clear that the implementation of inclusive education is a
complex process that requires, besides the proper education policy and legislation,
the involvement of various factors in decision-making, and in application at school
and class level.
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ANNEXES

Annex 1a
Pilot D/SEN Interview Guides (Greek original)

0d8nyol ovvévtevéng D/SEN

i. ZteAéym, AevOuvtég/Alev@ivtpies Mpwtofabuiag kat Mepipepeiakoic
AtevBuvtég/ Meprpepelakég Alev@ovrpieg ExnaiSsvong,
Zuvtoviotég/ovvTovioTpies Ekmaidsvtikov épyov

1. [leite pag Alya Adywx ywx €0dg, To pOA0 o0ag, 1/KAL TA OGYOAElA TNG
aAPUOSLOTNTAS OQG.

2. [Towa elvat N emionun eKMALSEVTIKY TOALTIKY Yl TN CUUTEPIANYM TwV
HaBNTWV/TPLwV pe avatnpia /Kot E8IKEG EKTASEVTIKEG avaykeg otnv EAAGSa
Kal pe Bdaomn mola KpLtnpla Slpop@wvetal (1) TOLEG EVPWTATKEG TIOALTIKEG TNV
EXOLV ETMMPEATEL KL SLAUOPPWOEL);

3. [Towa elvat n amoyn) cag ylx TNV AMOTEAECUATIKOTNTA TNG EAANVIKNG
EKTALSEVTIKNG TOALTIKNG  (METPA, OTMOQACELS) YlX TN OULUTEPIANYM TwV
HaONTWV/TPLwV pe avatnpia /Kot E8IKEG EKTASEVTIKESG avaykeg otnv EAAGSa
To TeEAsvTala Xpovia;

- Oewpeite WG elval ATOTEAECUATIKTY; AV Val, TIOU 0@EIAETAL QUTO; av OXL,
yuti;

4, TG OXOALKEG HOVASEG (PTAVOUV KATIOLX KEIPEVA/EYYpaPA UE 0ONYIES Y
TO oX0Aglo 0€ oY€oN e TN CUUTEPIANYM TwV HaHBNTWV/TPLWV PE avamnpla 1)/kal
EBIKEG EKTIALSEVTIKEG avAyKeG. Oewpeite TwG LTOSEKVVOULY HE caEY Kol
KATAVONTO TPOTO TL XPELAJETAL VO YIVEL LE TOUG HOONTEG/MTPLEG UE avaTmpla
/KoL EI8IKEG EKTTALSEVTIKEG AVAYKEG OTO GYOALKO TTAQ(G10;

5. To onuepwvo eAAnvikd oxoAeio, Katd TV amoPn oag, SLAPOPPWVEL GTNV
TPAEN, TEAKA, KAlLA cuPTIEPANYNG Yot TOUG HAONTEG/MNTPLEG LE avamnpla 1)/Kal
ELOIKEG EKTIALSEVTIKEG AVAYKEG;

- Av vau, [LE TIOLEG EVEPYELEG;

- Av 0y, yati;

6. [Toteg ivat oL SUGKOALEG/TTPOKANCELG TIOV AVTIUETWTIL{OVV TA GYOAELX KATA
™ ovuTEPANYM TV HABNTWV/TPLWV e avammnpla 11/KoL EGIKEG EKTTALOEVTIKES
AVAYKEG;

7. Tt Ba TpoTElvaTE Yl TNV ATOTEAECUATIKOTEPT) CUUTIEPIANYT AUTWV TWV
HaBNTWV o€ EMITESO OYOALKNG LOVASAG;
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- Oewpeite OTL xpelalovtal eMIMPOCOETEG eVEPYELEG 1| AAAAYEG OTNV
EKTIALSEVTIKT TIOALTIKY] ATTO TNV TAEVPA TG TTOALTELXG;

- Ti6a mpotelvate o€ emimeS0 GYOAKNG LOVASAG;

8. [T Ba pmopovoe va emitevyBel n ocvumepAnYn TwV HABNTWV/TPLOV UE
avamnpla 1/Kat E8IKEG EKTTALSEVTIKEG avayKeg otV Kowotnta; [loleg evépyeleg
KAVEL T TIoALTElA Y TN SlaoVvdeon auTh;

9. TLonpaivel TEAIKA Yot E0GG CUUTIEPIANTITIKY] EKTIXISELON;

10.  Oa umopoVoaTe va HOLPACTEITE Hall HaG Ul TIPOOEATY EUTEPIA 0AG OF
OX€on HE €va {NTNUX TOU KANOMKATe Vo OlAXEPLOTEITE OE OYEON ME TN
ovumepAnym evog pabnt) M pg pabnTplag pe avamnpia 1/kal ESIKESG
EKTIALSEVTIKEG AVAYKEG;

ii. AtevOUVVTEG/ALEVOVVTPLES TYOALKWV HOVASWYV

1. [leite pag Alya Adyla yla €04, TIG 0TIOVSEG GAG, TO POAO GAG, TO OXOAE(D
0ag.
2. [Towa elvat N emionun eKTALSEVTIKY TOALTIKI] YlX TN CUUTEPIANYM TwV

LN TWV/TPLwV pe avamnpia 1/kat e8IKES EKTTALSEVTIKEG avaykes otnv EAAGda
Kal pe Bdaomn mola KpLtnpla Slpop@wvetal (1) TOLEG EVPWTATKEG TIOALTIKEG TNV
EXOLV ETMMPEATEL KL SLAUOPPWOEL);

3. [Towa elvat n amoyn) cag ylx TNV AMOTEAECUATIKOTNTA TNG EAANVIKNG
EKTIALSEVTIKNG TOATIKNG  (METPA, OTMO@ACELS) Yl TN OULUTEPIANYTN Twv
LaBNTWV/TPLwV pe avatnpia 11/Kot e8IKEG EKTASEVTIKEG avaykes otnv EAAGSa
T TEAsvTAlA XPOVIQ;

- Oewpeite WG eival amoTeAeopatikn; Av val, Tov o@elAetal auto; av OxL,
yuti;

4, TG OXOALKEG HOVASEG (PTAVOUV KATIOLX KEIPEVA/EYYpaPA UE 0ONYIES Y
TO oX0Aglo o€ oY€oM LE TN CUUTEPIANYM TwV LaBNTWV/TPLwV He avamnpia 11/kat
EBIKEG EXKTTALSEVTIKEG avayKes. Oswpelite TMwG LTOSEKVVUOUY HE CaEY Kol
KATAVONTO TPOTO TL XPELAJETAL VO YIVEL HE TOUG HAONTEG/MTPLEG UE avaTmmpia
/KL EI8IKEG EKTALSEVTIKEG AVAYKEG OTO OYOALKO TTAQ(C10;

5. Eoelg wg StevBuvtig/ovipla mwg xelplleoTe aUTEG TIG ATTOQACELG KoL TL
TEPLOWPLO AVTOVOWIAG EXETE;

6. [Towa eivat n amoymn ocag ywa to KAlpa ovpmepAnymg yia toug/ig
HaBNTEG/MTPLEG PE avaTnpla 1)/Kal ELSIKEG EKTIALSEVTIKEG AVAYKEG TIOV ETIKPATEL
0TO O)0AEl0 0OG;

- (av emikpatel), pmopeite va pag meplypaPete ocUVTOUA HECH OTIO TIOLEG
evépyeleg (g SlevBuvong, Tov GUAAGYOU SIEACKOVTWY, KAT) SLHHOPPWVETAL TO
KAlpa v To;
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- T eldovg ovvepyaoia vapxel PHETAEY TwV eumAekopévwy (Slevbuvon
oxoAelov, exkmaidevtikol, yovelg, EAEAY, kAT;) yia v opaAr) cuumepAnym twv
BN TWV/TPLOV PE avamnpla 1)/Kal EIIKEG EKTIASEVTIKEG AVAYKEG OTO GYOAELO
oag;

- Oa BEAaTE VO LG WATOETE TIEPLOCOTEPO YL TO SIKO GG POAO;

- (av Sev emikpatel), TL elvat autd Tov gumodilel T SLAUOPPWOT) €VOG
KAlpakog ovpmepiAndmng touv oyxoAeiov cag (vmodour, VLAIKO, EMKOWWVIG,
ouvvepyaoia);

7. [Twg Ba mepLypA@PATE TN CUUUETOXT TWV UAONTWV/TPLOV HE avammplo
/KoL EL8IKEG EKTTALSEVTIKEG AVAYKEG OTT) OXOALKT] KAONUEPLVOTNTQ;

- ZUUUETEXOVV EVEPY A OTIG OXOALKEG EKONAWOELS, 0T pabnolakn Stadikacio
HEoa oTNV TAEN;

- [Iwg eival ot oxéoelg Twv pabntwv/Tplwv pe avammpio 1/kat eSIKEG
EKTIALSEVTIKEG AVAYKEG [LE TOUG UTTOAOLTIOUG HAONTES KL TIG UTIOAOLTIEG LAONTPLES
TOV oY0AEloV;

- ‘Exouv avamtiel @AIKEG OXECELS € TOUG LTIOAOLTIOUG HaBNTEG KAl TIG
VTIOAOLTIEG LAONTPLEG TOV oX0Aelov; YTIdp)oLV TTPOSAHATA;

8. [Toleg eival oL SUOKOALEG/TIPOKATIOELS TIOU QVTIPETWTI(ETE KATA TN
ouvuTepANYm TV pHabNTOV/TPIwV peE avamnpla 1/kal EIKEG EKTTALSEVTIKES
AVAYKEG OTO OXOAELO 0G;

9. Tt Ba TPoOTEIVATE Yl TNV ATOTEAECUATIKOTEPT) CLUTIEPIANYT AVTWV TWV
HaBNTWV/TPLWV O€ ETITESO GYOALKNG LOVASAG;

- Xpelaleote MEPATEPW GTNPLEN ATIO TNV TOALTEIQ;

10. Ilwg Ba pmopoloe va emitevyBel 1 CUUTTEPIANYM TWV HABNTWV/TPLWV HE
avatnpla 1/Kat E8IKEG EKTTALSEVTIKEG avVAYKEG otV Koot Ta; [oleg evépyeleg
KAVEL TO oY0AEl0 Yl TN SlaeoVVSEDT QUTN;

11.  Tionuaivel TEAIKA Yot E0GG CUUTIEPIANTITIKY] EKTIAISEVON);

12. Oa pumopolVoate va HOPAOTEITE Hall HaG Ll TIPOCPATY EUTELPIA 0OG OF
oxéon He &va {TNUa ToOu KANONkate va Slaxelploteite o€ oxéon UE TN
ovumeplAnym evog pabntn M pag pabnTplag pe avoamnpio 1/kal EOIKESG
EKTIALSEVTIKEG AVAYKEG;

iii. EktaiSevtikoi & MéAn tn¢ EAEAY

1. [lelte pag Altya Aoyl ywx €0ag (0mouvdeg, SlotnTa, MPo@id) Kol yla To
oxoAeio oag;

2. [Twg Ba mepLypa@ATe TN CUUUETOXN TWV UAONTWV/TPLOV HE avammplo
1/KaL EI8IKEG EKTIALSEVTIKEG AVAYKEG OTT) OXOALKY) TAEN;
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- ZUUUETEXOVV EVEPYA OTIG OXOALKEG EKONAWOELS, 0T pabnolakn Stadikacio
HEoO 0TV TAEN;

- [Twg eival ol oxéoelg Twv pabNTwV/TpLwv He avammpla 1/Kot EL0IKES
EKTIALSEVTIKEG AVAYKEG [LE TOUG UTIOAOLTIOVG LAONTES KAL TIG UTIOAOLTTIEG LAONTPLES
TOV oY0AEl0V;

- 'Exouv avamtiel @AIKEG OXECELS L€ TOUG UTIOAOLTIOUG HOONTEG Kol TIG
vTOAOLTIEG HABNTPLEG TOV oX0Aelov; YTIdpyouv TTpoApaTa;

3. [Tw¢ mioteveTe OTL BLwVoOUV oL LABNTEG/NTPLEG PE avaTmpia 1)/Kal ELOIKEG
EKTIALSEVTIKEG AVAYKEG TN SLPOPETIKOTNTA TOVG KATA TN pabnotlaxn Stadikaoia;

4, [Toto lvatl to kKAlpa cupmepANYNG TWV HABNTWV/TPLWV PE avatmplo 1)/Kal
ELSIKEG EKTIASEVTIKEG AVAYKESG 0TO OX0AE(O 0QG;

- (av emikpatel), pmopeite va pag meplypaPete cUVTOUA HECH ATIO TIOLEG
evépyeleg (tng levbuvong, Touv CLAAGYOU SLI8ACKOVTWY, K.ATL) SLALOPPOVETAL TO
KAlpa v To;

- T eldovg ovvepyaoia vAapxel PETAEY TwV eumAekopévwy (Slevbuvon
oxoAeiov, ekmadevtikoi, yovelg, EAEAY, K.ATL;) Yyl TNV OpoAr) cupTepiAnym twv
HaBNTWV/TPLWV pe avamnpla 1]/Kal EIKEG EKTTALSEVTIKEG AVAYKEG GTO GYOAELO
oag;

- Oa BEAATE VA LG WATOETE TIEPLOCOTEPO YL TO SIKO GG POAO;

- (av Sev emikpatel), TL elval autd Tov gumodilel T SLAPOPPWOT €VOG
KAlpakog ovumepAnPmng touv oxoAsiov ocag (vmodour), VLVAKO, EMKOLVWVIA,
ouvvepyaoia);

5. [Iwg Swaxelpileote TIG SuokoAieg paAONONG Twv HABNTOV/TPLWV UE
avamnpla 1/Kat el81KEG EKTTALSEVTIKEG AVAYKEG;

- [Ipocapuodlete T SiIbaokoAia oag Yo va evtayBovv ot pabnTéG/MTPLES Ue
avamnpla 1M/kat el81kEG eEKTALSEVTIKEG avaykeg otn pabnolakn Swadwkaotio; Tu
€l60UG TIPOCAPHOYEG KAVETE;

- [Toleg SI8AKTIKEG TPAKTIKEG XPNOLUOTIOLEITE Yl TN OLUTEPIANYM TwVv
BN TWV/TPLOV PE avamnpia 17/Kal EI8IKEG EKTTALSEVTIKEG AVAYKEG;

- [Mw¢ a€loAoyelte TNV ATMOTEAECUATIKOTI TA TWV TIPAKTIKWV XUTWOV;

6. [Towa eivatl 1 oxéom oA e TOUG YOVEIS TWV HAaBNTWV/TPLWV e avaTmpla
N/Kal EL0IKEG EKTTALSEVTIKEG AVAYKEG;

- [Mwg B xapaktnpifate TNV EMKOWVWVIX KL TN cLVEPYATIA 0OG;

- [Iiotevete 6TL aUT 1 ox€oM EMMPEALEL TN CUUTEPIAN YT KAL TN CUUUETOXT
TV LadnTwv/Tplwv pe avammplo /Kot €81KEG EKTTAOEVTIKEG AVAYKEG OTNV
Tagn;
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7. [Toleg eival ot SUOKOAIEG/TIPOKATICELS TIOU QVTIPETWTI(ETE KATA TN
ovumepAnym twv padntwv/Tplwv pe avammpio 11/Kot E0IKEG EKTALOEVTIKESG
AVAYKEG OTNV TAEN 0G;

8. Tt Ba TpoTEIVATE Yl TNV ATOTEAECUATIKOTEPT) CLUUTIEPIANYT AVTWV TWV
HabNTwv/TpLwv ot emimedo TAgNG 11/ KAt oX0ALKNG povadag;

- TLeldovg otpén xpetdleote (.. A0 TO OXOAElO, ATIO TNV TTOALTELQ);

9. [Twg Ba pmopovoe va emitevyBel n ovumepAnym Twv pabNTWV/TPLOV e
avamnpla 1/Kat E8IKEG EKTTALSEVTIKEG avAyKeG otV Kowotnta; [loleg evépyeleg
Kd&veL To oxoAeio yia ) Stacvveon avth);

10.  Tionpaivel TEAIKA YLt E0GG CUUTIEPIANTITIKY] EKTIAISEVOT);

11.  Oa umopoVoate va POLPACTEITE pall Hag Pl TIPOCEATY EUTELPIN 0OG O
oxéon He &va NTMUa TIou KANONKate va SlaXElploTElTE 0 OXEON ME TN
ovumepAnymn evog pabnt) M pag pabniTplag pe avamnpia 1/kal ESIKESG
EKTIALSEVTIKEG AVAYKEG;
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Annex 1b
Pilot D/SEN Interview Guides (English translation)

D/SEN interview guides

i. Education executives / Directors of Primary Education Authorities /
Education Coordinators / Regional Directors of Primary and Secondary
Education

1. Could you describe your role and your responsibilities?

2. Which is the official policy regarding the Inclusion of children with D/SEN
in Greece? How is this policy configurated based on European and global
influences?

3. How do you asses the efficacy of the Greek policy (i.e., laws, decisions)
regarding the inclusion of children with D/SEN the last years?

- Do you consider the Greek policy as effective? If yes for which reasons? If
not, why?

4, There are some texts/documents with instructions forwarded to the
school units in relation to the inclusion of students with D/SEN. Do you think they
indicate in a clear and understandable way what needs to be done in relevance to
students with D/SEN in the school context?

5. Does today's Greek school, create a climate of inclusion for students with
D/SEN?

- If so, by what kind of actions?
- If not, why?

6. Could you mention the main difficulties/challenges faced by schools
regarding the inclusion of D/SEN?

7. Do you have any suggestions as concerns to the improvement of inclusions’
efficacy?

- Do you mind that any additional actions/modifications need to be
implemented by the authorities?

- Which are your suggestions regarding the school unit/community?

8. How could the inclusion of students with D/SEN in the community be
achieved? What kind of actions implemented by the government could achieve
this connection?

9. What does inclusive education mean to you?
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10.  Could you share with us one of your recent experiences related to the
inclusion of a student with D/SEN? How did you handle this case?

il. School Principals

1. Could you tell us about you (i.e., studies, role in the school unit) and your
school?

2. Which is the official policy regarding the Inclusion of children with D/SEN
in Greece? How is this policy configurated based on European and global
influences?

3. How do you asses the efficacy of the Greek policy (i.e., laws, decisions)
regarding the inclusion of children with D/SEN the last years?

4, There are some texts/documents with instructions forwarded to the
school units in relation to the inclusion of students with D/SEN. Do you think they
indicate in a clear and understandable way what needs to be done in relevance to
students with D/SEN in the school context?

5. How do you handle/use these documents? Do you recognize that there is
any school autonomy regarding inclusion issues?

6. Does today’s Greek school create a climate of inclusion for students with
D/SEN?

- What kind of collaboration relationship among stakeholders (principal,
teachers, parents, DEDA31) states in your school regarding the inclusion of
students with D/SEN?

- would you like to describe in a detailed manner your role?

- if there is no inclusion climate, what kind of factors prevent from it
(infrastructure, material, communication, collaboration)?

7. What about the participation of children with D/SEN in the school life?
- Do they participate in the learning process/class activities?

- Could you describe the relationships among children with D/SEN and
typical-development students?

- Do children with D/SEN have friends? Have you notice any
tension/problems?

8. What are the difficulties/challenges you face when including students with
D/SEN in your school?

31 a five-member Secondary Committee of Interdisciplinary Assessment
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9. Do you have any suggestions as concerns to the improvement of inclusions’
efficacy?

- Are you in need of more support by the state/government?

10.  How could the inclusion of students with D/SEN in the community be
achieved? What kind of actions implemented by the government could achieve
this connection?

11.  What does inclusive education mean to you?

12.  Could you share with us one of your recent experiences related to the
inclusion of a student with D/SEN? How did you handle this case?

iil. Teachers and DEDA members

1. Could you tell us about you (i.e., studies, role in the school unit) and your
school?

2. What about the participation of children with D/SEN in the school life?

- Do they participate in the learning process/class activities?

- Could you describe the relationships among children with D/SEN and
typical-development students?

- Do children with D/SEN have friends? Have you notice any
tension/problems?

3. How do you believe that children with D/SEN perceive their diversity?
4, Does today’s Greek school create a climate of inclusion for students with
D/SEN?

- What kind of collaboration relationship among stakeholders (principal,
teachers, parents, DEDA) states in your school regarding the inclusion of students
with D/SEN?

- would you like to describe in a detailed manner your role?

- if there is no inclusion climate, what kind of factors prevent from it
(infrastructure, material, communication, collaboration)?

- would you like to describe in a detailed manner your role?

- if there is no inclusion climate, what kind of factors prevent from it
(infrastructure, material, communication, collaboration)?

5. How do you handle the learning difficulties of students with D/SEN?

- Do you adapt teaching to integrate students with D/SEN? What kind of
adaptations do you implement?

- Which teaching practices do you utilize to include students with D/SEN?
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- How do you assess the efficacy of these practices?
6. What is your relationship with the parents of students with D/SEN?
- What about the communication?

- Do you believe that the communication among you and parents affect the
inclusion of students with D/SEN?

7. What are the difficulties/challenges you face when including students with
D/SEN in your school?

8. Do you have any suggestions as concerns to the improvement of inclusions’
efficacy?

- Are you in need of more support by the state/government?

9. How could the inclusion of students with D/SEN in the community be
achieved? What kind of actions implemented by the government could achieve
this connection?

10.  What does inclusive education mean to you?

11.  Could you share with us one of your recent experiences related to the
inclusion of a student with D/SEN? How did you handle this case?
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Annex 1c
Pilot ‘Multi’ Interview Guides (Greek original)

0d8nyol cvvévtevéng MULTI

i. Atev@UVTPILEG/VTEC KAL EKTALSEVTIKOL TUTIIKWV TAéEWV

1. [Telte pag Atya Adyla yla e6ds (0TToVSES, 18LOTNTA, TIPOPIA) KAl TO oX0AEl0
oag [[TA AIEY®YNTPIA/ T'IA EKIIAIAEYTIKO] / ta oyxoAsia pe ta omola
ovvepyaleote [['TA £XOAIKH £YMBOYAO]

2. [Toleg elvat oL TTPOKANOELG IOV AVTIUETWTIL(ETE 0€ aUTO TO TTAAioLo; ([Twg Ta
TIATE [E TA TALSLA UE LETAVAOTEVTIKY epTeLpla/ todid Poud;)

3. YTapyel KpaTIKOG oXESLAOUOG, LETPA, ATIOPAOELS YU auTd Ta Tadid; [Towa
elvaln amoym oag yla Tov oxeSLaopno auto;

4, ZTIG OXOALKEG HOVASEG (PTAVOUV KATIOLX KEIUEVA/EYYpaPA PE 08N YIES Yia
To oxoAelo (ava@oplka pe Tn ovumepAnym). Ymdpyel pla ovvéxela; Aniadn
OUVOUIAOVV QUTA HETAED TOUG PUOVIKA KAl elval oagr/katavontd (wg Ttpog To
TLVTIOSEIKVVOLY OTL TIPETEL VA YiVEL);

5. Eoelg n (Sl pe tov poAo tng SlevbBivtplag mweg Xepilleote aUTEG TIG
ATOPACELS KAL TLTIEPLOWPLO auToVopLag Kot avaAnme tpwtofovAlwy éxete; [['TA
AIEYOYNTPIA] / Eoeig 1 (Sla wG eKTMASEVTIKOG TWG EPAPUOTETE QAUTEG TIG
ATOPACELS KoL TL TIEpLOwpLo avtovopiag £xete; [I'TA EKITAIAEYTIKO]

6. Ye Tt BaBud epmAékovtal ol ekmatdevTikol Tov oxoAsiov otn Stayeipion
TV TNUATWY TIov TipokuTITouy KaBnuepwd; (IMwg Aettovpyel o ocVvAAOyoG
S18a0KOVTWV/0VOWV 6TO OXOAEl0 0aG KAl TL POAO TAIlEL OTIS ATIOPACELS IOV
a@opovv To oxoAeio;) [[TA AIEYOYNTPIA] / XZe Tt BabBud eumiékeote wg
EKTIALSEVTIKOG 0T Slayelplon TwV TPOPLANUATWY OV TIPOKVTITOVV KAOMUEPIVA;
[TTA EKITAIAEYTIKO]

7. [Iog Ba meplypd@ate TN OCUUUETOXN TWV HAONTWOV/TPLWV  UE
TIOAVTIOALTIOULKO TIPOo@IA 1 Ttadiwv Popd ot oxoAkn kabnuepvomTa HLog
TUTILKNG TAENG Kal o€ SpacTNPLOTNTEG TOU OXOAElOV; (ZUUUETEXOUV EVEPYQR OF
YLOPTEG, EKENAWOELG, TTPOYPAUUATA, EKSPOUEG;)

8. [wg Ba Aéyate OTL eival oL oX€0ES TV UABNTWV/TPLOV HETAED TOUG;
(Emwowwvolv petadd toug/ €xouv ema@ég/ kAvouv mapéa mMoSLk  aTod
SLa@opeTIkEG opddeg; Ymapxovv {ntnuata; Av vai, Tt a pmopovoe va KAveL To
oxoAeio yU autd;)

9. [lwg elvar n ovvepyaoia cag pe TOUG YOVEIS TwV HaBNTWV/TPLWV;
(ETtikowvwvolv e To oxoAegio; To oxoAelo TLKAVEL YL VA ETIKOLVWVNOEL)
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10.  TuTepéVveTe Ao TNV KOWVOTI T TOU GXOAEIOV 0UG (TIOLOVUG OTOXOUG EXETE
B€0el) HEXPLTO TEAOG TOU XPOVOU KAl LEXPLTO TEAOG TOV EMOUEVOU GYXOALKOV ETOVG
OXETIKA UE TN polTnon Kal cAANAETISpaoT TwV HabNTWV/TPLOV 6ag;

11.  Tionuaivel TEAIKA YLo E0GG CUUTIEPIANTITIKY] EKTIAISEVOT);

12. Oa pumopolVoate va HOPAOTEITE Pall Hag HIX TIPOCEATY EUTELPIA 0AG O
OX€0M UE Eva (TN IOV KANBNKATE Va SLaXELPLOTELTE; [N epwytnon 12 pmopel va
TapoAelPBel v, péoa amod Ti§ amavtioelg mov Ba mponynbovv amd tov/TnV
ouvevTeLELalOuEVO /cuvevTeLELalOpuevn, 50000V apkeTd mapadelypatal

ii. XteAéxm exkmaidevong

1. [lelte pag Alya A0yl ywx €0dg (0moudég, 1810TNTA, TPOEIA) KAl T
AebBuvon / Ivotitovto / Kévtpo 0Tov epyaleaTe, KoL TOV pOAO 00G GE QUTO;

2. YTapxouv eKTALSEVTIKEG TOALTIKEG CUUTEPIANYMG IOV VA APOPOVV T
TALSLA PE TIPOCPUYIKT / LETAVAOTEVTIKY) eUTELpia/TTatS1d Popd/maidia pe e181kég
avaykes oty EAAGSa; Oa pmopoloate va pag melte Alya Adyla/va Hog LIANOETE
YU QUTEG;

3. [Iiotevete OTL VTTAPXEL CUVEEDT) AVAUECA OTO EVPWTATKO KL TO EAANVIKO
mAaiolo; AnAadn vmapyxel Kamowx aAAnAemiSpaon €BvikoU Kol gvpWTAIKOU N
S1eBvovc mAaoiov yia Bépata cupmepAnymg;

4. [Toleg elval oL TpEXOLOEG TIPOKANOELG OV AVTILETWTI(eTe (0€ emimedo
ATIOPACEWV EKTIALSEVTIKNG TIOALTIKIG) YLK TNV KAOE KOWVWVIKY OpAda amd QUTEG
(dnAad TodSLd pE PHETAVAOTEVTIKN/TIPOCQUYIKY euTelpia, Popd kot oudid pe
ELSIKEG AVAYKEG;)

5. TLonuaivel yia e6GG CUUTIEPIANTITIKY] EKTIAISEVON);

6. [Toot  eumAékovtar  (Ymoupyela,  oteAéym,  SlevBUvTpleg/VTES,
EKTIALSEVTIKOL) KOL [LE TIOLOV TPOTIO YIVETAL 0 OXESLAGUOG TWV EKTIALSEVTIKWV
TOALTIKWV oLuTEP IANYMG;

7. [Iwg yivetat to mMépacpa amd Tov OYeSLHOUO OTNV VAOTIOINOM TwV
ATOPACEWYV; YTIAPXOLV 1) TIPOPAETOVTAL UNYAVIOUOL KAl TIPOCWTA KAEWSLA TTOV
Stapecorafovy, emPBAémovy, eAéyyxouv kat aflodoyovv autn Tn Sladikaoia;
Mmopelte va pag mepltypdete tov punxaviopd avto; (AapBavete vmoym oag
KPATIKEG 08N Yleg/amopacels/ keipeva/ odnyles;)

8. YTdpyxeL evnuepwon 1 avatpo@odoTnomn amd TNV eKTALSEVTIKN TTPA&EN Yo
TO TIWG TIPAYUATOTIOLELTALT) CLUTIEPIANYM; PTAVEL OE E0AG; AV va, PLE TTOLOV TPOTIO
KAl KOTA OO0 o0ag €lval XpNOLUN YA VO TIAPETE VEEG ATMOQACELS YA TN

ouptepiAnym;

9. [Towa elvat n aloBnon oag ylx To TWG VAOTIOLOVVTAL Ol ATIOPACELS AUTES
TEALKA aTtO T OYOALKT HOVASQ;
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10. T mepuévete/tL Ba BéAate/TL Bédete wg IEIN/Popéag/Tunua tade va
EXETE METUXEL UEXPL TO TEAOG TOU YpOvou (kat HEXPL TO TEAOG TOU EMOUEVOU)
OXETIKA UE TN SLPOPPWOT) KL TNV EQAPUOYT] TWV TOALTIKWV CUUTIEPIANYNG;

11.  Oa umopoLOATE VU HOLPACTELTE pall Hag Hio TPOCEATY EUTIELPIA 0AG ATIO
Tov oxeSlaopud 1 TNV VAOTIOIN oM TNG CLUTEPIANYNG TTOV N TAV TTPOKANOT] YLIA ECAG;
[Tw¢ StayelploTiKate TNV Kataotaon; [N epwtnon 11 pmopel va mapaAewpBel v,
péoa amd TG amavtioelg  Tou  Ba  mponmynBovv  amd  TOV/TNV
oLVeEVTELELAlOUEVO /cuvevTELELAlOpEVT, S0B0UV apkeTd Tapadelypata]
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Annex 1d
Pilot ‘Multi’ Interview Guides (English translation)

1. Could you tell us a few things about yourself (education, profile) and your
school [for principal/teacher] / about the schools you work with [for school
counsellor]?

2. Are there any educational inclusion policies concerning children with
refugee/immigrant experience/Roma children/ children with special needs in
Greece? Could you tell us a few things about them? Do you think there is a
connection between the European and the Greek context? That means, is there any
interaction between the national and the European or international framework on
inclusion issues?

3. What are the current challenges you face (in terms of educational policy
decisions) for each of these social groups (i.e., children with migration/refugee
experience, Roma, and children with special needs)?

4. What does inclusive education mean to you?

5. Who is involved (ministries, stakeholders, principals, teachers) and how
educational inclusion policies are designed?

6. How the transition from planning to implementation of decisions made?
Are there mechanisms and key persons to mediate, supervise, monitor, and
evaluate this process? Can you describe this mechanism? (Do you take into
account government directives/decisions/texts/guidelines?)

7. [s there any information or feedback from the educational practice on how
inclusion is carried out? Does it reach you? If so, how and to what extent is it
helpful to you in making new decisions about inclusion?

8. What is your sense of how these decisions are finally implemented by the
school unit? [Do you find it effective? If yes, why? if no, why?/ What is your opinion
on the effectiveness of Greek educational policy (measures, decisions) for the
inclusion of students with disabilities and/or special educational
needs/migrant/refugee background/Roma children in Greece in recent years?]

9. What do you expect/what do you want to have achieved by the end of the
year (and by the end of next year) in terms of the design and implementation of
inclusion policies?

10.  How the inclusion of children with disabilities and/or special educational
needs/migrant/refugee background/Roma children in the community could be
achieved? What actions is the state taking to make this connection?

11.  Could you share with us a recent experience of design or implementing
inclusion policies that was challenging for you? How did you manage the
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situation? [question 12 can be omitted if, through the answers provided by the
interviewee, several examples are given]

il. Principals and Teachers

1. Could you tell us a few things about yourself (education, profile) and your
school [FOR PRINCIPAL/TEACHER] / about the schools you work with [FOR
SCHOOL COUNSELLOR]?

2. What are the challenges you face in this context? (How are you doing with
children with refugee and migrant background and with Roma children?)

3. [s there a state policy planning, measures, decisions for these children?
What is your view on this policy design?

4, Texts and documents with instructions regarding inclusive education are
transferred to the school units. Is there a coherence to them? Are they clear /
understandable as to what they indicate that it should be done?

5. How do you, as the director, handle these decisions? Is there any space for
taking initiatives? [FOR PRINCIPAL] / How do you, as a teacher, implement these
decisions? Is there any space for taking initiatives? [FOR TEACHER]

6. To what extent are school teachers involved in managing the issues that
arise on a daily basis? (How does the teachers' association operate in your school
and what role does it play in school decisions?) [FOR PRINCIPAL] / To what extent
are you involved as a teacher in managing the problems that arise on a daily basis?
[FOR TEACHER]

7. How would you describe the involvement of students with multicultural
profiles or Roma children in the school routine of a formal classroom and in school
activities? (Do they actively participate in celebrations, events, programs,
excursions?)

8. How would you say students' relationships are? (Do children from
different groups communicate / keep in touch? Are there any issues? If so, what
could the school do about them?)

9. How is your collaboration with the students' parents? (Do they
communicate with the school? What does the school do to communicate with
them?)

10.  Ultimately, what does inclusive education mean to you?

11.  Are you satisfied with the way you handle this situation? How do you
imagine yourself in five years in relation to this context?

12.  Could you share with us a recent experience regarding an issue you were
asked to manage?
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Annex 2a
Final SEN Interview Guide (Greek original)

0d8nyol cvvévrevéng SEN

i. Xtedéym/ AievBuvtég Mpwtofdbuias kat lMepipepeiakols/ ZuVToOVIGTES
Exnaidsvtikov épyov

1. [lelte pag Alya Adywx ywx €0dg, to poAo oag, 1/Kat Ta oxoAsia ng
aApUoSLOTNTAS 0Qg.

2. [Towa elvat n emionun eKMALSEVTIKY TOALTIKI] YlX TN CUUTEPANYM TwV
HaBNTWV/TPLWV P avatnpia /Kot E8IKEG EKTTALSEVTIKEG avaykeg otnv EAAGSa
Kal pe Baom oo KpLtnipla Slopop@wvetal (1) TOLEG EVPWTIATKES TIOALTIKEG TNV
EXOLV ETMPEATEL KL SLAPOPPWOTEL);

3. [Towa elvat n amoyn o0¢ ylx TNV AMOTEAECUATIKOTNTA TNG EAANVIKNG
EKTALSEVTIKNG  TOALTIKNG  (METPA, OMO@ACEL) YlX TN OULUTEPIANYM TwV
HaBNTWV/TPLWV pe avatnpia /Kot e8IKEG EKTTALSEVTIKEG avayKkeg otnv EAAGSa
T TeEAsvTala XPOVIQ;

- Oewpelte MwG elval amoTeAeopuaTIKn; AV val, TTov 0@EAETAL AQUTO; av OXL,
ywti;

4, LTS OXOALKEG HOVASEG (PTAVOUV KATIOLX KEPEVA/EYYpa@A e 08NYIES Y
TO 0X0Agl0 € OYEON LE TN CUUTEPIANYN TWV LAONTWV/TPLWV PE avamnpia 1)/kat
EBIKEG EXKTTALSEVTIKEG avayKes. Oewpeite Mwg vTOSelkvOoOUV HE cOPT Kol
KATAVONTO TPOTO TL XPELAJETAL VU YIVEL E TOUG HAONTEG/MTPLEG e avaTmmpla
/KoL EL8IKEG EKTIALSEVTIKEG AVAYKEG OTO OYOALKO TTAQ(C10;

5. To onuepvo eAAnvikd oxoAeio, Katd TV amoPn oag, SLAPOPPWVEL GTNV
TPGEN, TEAKE, KAl cLUTEPIANYMG YIa TOUG LaONTEG/MTPLEG UE avatnpla 1)/Kal
ELSIKEG EKTIAUSEVTIKEG AVAYKEG;

- Av val e TToLEG eVEPYELEG;
- Av oy, yuti;

6. [Toleg eivat oL SUGKOALEG/TTPOKAT|CELG TIOV AVTIUETWTIL{OVV TA CYOAELA KATA
™ ovumepAnym Twv pabnTwv/TpLwv pe avamnpia /Kol el81kEG EKTTALSEVTIKES
AVAYKEG;

7. Tt Ba mpotelvaTe Yl TNV ATOTEAECUATIKOTEPT CUUTIEPIANYT) AVTWV TWV
HaBntwyv oe emimeS0 oYOALKNG LOVASAG;

- Oewpeite OTL xpeldlovtal EMMPOCOETEG €VEPYELEG 1) QAAAYEG OTNV
EKTIALSEVTIKN TIOALTIKY] ATTO TNV TIAEUPA TNG TTOALTELNG;

- T16a mpotelvate o€ emimeSo GYOAKNG LOVASAG;
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8. [T Ba pmopovoe va emitevxBel n ocvumepAnyYmn TwV HABNTWV/TPLOV PE
avamnpla 1/Kat E8IKEG EKTTALSEVTIKEG avayKeg otV Kowotnta; [loleg evépyeleg
KAVEL T TIOALTElA Y T SlaoVvdeon auTh;

9. TLonuaivel TEAIKA YLo E6GG CUUTIEPIANTITLKY] EKTIAISEVON);

10.  Oa pumopoVoate va HOPAOTEITE Hall HOG Ll TIPOCQATY EUTELPIA OOG OF
oxéon He &va (NTNUa TIov KANONkate va Slaxelploteite o€ oxéon UE TN
ovumepAnym evog pabntn M pag pabnTplag pe avamnpio 1/kal ESIKESG
EKTALSEVTIKEG avaykeS SEN;

11. T[lwg BAETMETE TOV EAVTO OAG OTNV EKTIAISEVOT OTO HEAAOV OXETIKA UE TN
ovumepAnym Twv Tadwv pe avamnpla kat EEA oto tumiko oxoAeio; oot ivat

oL 0TO)O0L 0aG; Oa BEAaTe KATL va aAAGEeTE o€ oXEom e Tov SIKO oag poro; (BA.
opapa, oto)OL, TBAVEG SUCKOALES).

ii. AtevOUVVTEG OYOALKWVY HOVESWV

1. [lelte pag Alya Adyla yla €04, TIG 0TIOVSEG GAG, TO POAO GAG, TO OXOAE(D
0ag.
2. [Towa elvat N emionun eKTALSEVTIKY TOALTIKI] YlX TN CUUTEPIANYM TwV

HaBNTWV/TpLwV pe avamnpia 1/kat el8IKEG eEKTASEVTIKES avaykeg otnv EAAGSa
Kal pe Baom Tola KpLtnpla SLpop@wvetal (1) TOLEG EVPWTIATKESG TIOALTIKEG TNV
EXOLV ETMPEATEL KL SLAPOPPWOEL);

3. [Towa elvat n amoyn) cag ylx TNV ATMOTEAECUATIKOTNTA TNG EAANVIKNG
EKTIALSEVTIKNG TOATIKNG (METPA, OTMO@ACELS) YlX TN OULUTEPIANYT TwV
HaBNTWV/TPLwV pe avamnpia /Kot e8IKEG EKTASEVTIKESG avaykeg otnv EAAGSa
To TeEAsvTala xpovia;

- Oewpelte WG elval ATOTEAECUATIKT; AV VAL, TTOV o@ElAeTal auTO;
av OxL, Yt

4, LTS OXO0AKEG HOVASEG (PTAVOUV KATIOLX KEIPEVA/EYYPAPA PUE 08NYIES Vi
TO oX0Aglo 0€ oY€oM HE TN CUUTEPIANYM TwV HaHBNTWV/TPLWV PE avamnpla 1)/kal
EBIKEG EKTIALSEVTIKEG avAyKeG. Oewpeite MwG LTOSEKVVOLY HE caEY Kol
KATAVONTO TPOTO TL XPELAJETAL VA YIVEL E TOUG HAONTEG/MTPLEG e avaTmmpla
/KAl EL0IKEG EKTTALSEVTIKEG AVAYKEG OTO OYOALKO TTA(O10;

5. Eoelg wg StevBuvtig/OvTpla g XepileoTe AQUTEG TIG ATIOPACELS Kol TL
TeEPLOWPLO AVTOVOWIAG EXETE;

6. [Towa eivat n amoymn ocag ywa to KAlpa ovpmepAnymg yia toug/ig
HaBNTEG/MTPLEG PE avaTmpla 1)/Kal ELSIKEG EKTTALSEVTIKEG AVAYKES TIOV ETIKPATEL
0TO OX0AEl0 oaG;

- (av emikpatel), pmopeite va pag meplypaPete cUVTOUA HECH ATIO TIOLEG
evépyeleg (tng SlevBuvomng, Touv CLAAGYOL SLI8ACKOVTWY, K.ATL) SLALOPPEWVETAL TO
KAlpa v To;
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.

- T eldovg ovvepyaoia vmapxel PETALY TwV euTAeKOUEVWY (SlevBuvon
oxoAelov, ekmatdevtikol, yoveig, EAEAY, k.AT;) yia TV opodAn) ovpumepiAnym twv
BN TWV/TPLOV PE avamnpla 1)/Kal EIIKEG EKTIASEVTIKEG AVAYKEG OTO GYOAELO
oag;

- Oa BEAaTE VL LG WATOETE TIEPLOCOTEPO YL TO SIKO 6 POAO;

- (av Sev emikpatel), TL elvat autd Tov gumodilel T SlApOpEWOT €VOG
KAlpakog ovpmepiAndmng touv oyxoAeiov cag (vmodour, VLAIKO, EMKOWWVIG,
ouvvepyaoia);

7. llwg Ba TtepLypd@ATE TN CUPUETOXT TWV LABNTWV/TPLWV HE avammpla 1)/Kat
ELSIKEG EKTIALSEVTIKEG AVAYKEG TN OYOALKN KaBnpuepvota;

- ZUUUETEXOVV EVEPYA OTIG OXOALKEG EKONAWOELS, 0T pabnolakn Stadikacio
HEoa oTNV TAEN;

- [Iwg eival ot oxéoelg Twv pabntwv/Tplwv pe avammpio 1/kat eSIKEG
EKTIALSEVTIKEG AVAYKEG [LE TOUG UTTOAOLTIOUG HABNTEG KAL TIG UTIOAOLTIEG LAONTPLES
TOV oY0AEloV;

- 'Exouv avamtiel @AIKEG OXECELS UE TOUG UTIOAOLTIOUG HOONTEG Kol TIG
VTIOAOLTIEG LAONTPLEG TOV oX0Aglov; YTIdpyouv TTpofAHaTA;

8. Iloleg eivar oL SUOKOAIEG/TTPOKANGELS TIOU QVTILETWTI(ETE KATA TN
ouvuTepANYM TV PAbNTOV/TPWV PE avammpla 1)/Kal EOIKEG EKTTALOEVTIKES
AVAYKEG OTO OXOAELO 0G;

9. Tt Ba TPOTEIVATE Yl TNV ATOTEAECUATIKOTEPY OCLUTEPIANYT QAUTWV TWV
HaBNTWV/TPLWV O€ ETITESO GYOALKNG LOVASAG;

- Xpelaleote MEPATEPW GTNPLEN ATIO TNV TOALTEIQ;

10. Mwg Ba pmopovoe va emitevxBel 1 cvumepiAnymn TwvV paBNTOV/TPLOV pE
avatnpla 1/kot E8IKEG EKTTALSEVTIKEG aVAYKEG oTNV Koot Ta; [oteg evépyeleg
KAVEL TO oY0AEl0 Yl TN SlaeoVVSEDT QUTN;

11. Tuonuaivel TEAIKA YL E0GG CUUTIEPIANTITIKY) EKTIXISELON;

12. Oa pmopovoate va polpacteite pall Hag Pl TPOCEATT EUTIELPIA 00§ OE OXEDT
1E Eva ) TNUA IOV KANONKATE Vo SLXELPLOTELTE O€ OXEOT) IE TN CUUTIEPIANYT) EVOG
paONn T M pag pabnTplag pe avamnpia /Kot l81kEG EKTALSEVTIKEG AVAYKEG;

13. Mwg PAEMETE TOV €AUTO OAG OTNV EKTMAISEVLON OTO PEAAOV OXETIKA UE TN
ovumepAnym Twv madwv pe avammpia kat EEA oto tumiko oxoAeio; IMotot ivat

oL oto)oL oag; Oa BeAate kATL va aAAdEete oe oxEom pe Tov SIkO oag poro; (BA.
opapa, oto)OL TOAVEG SUCKOALES).

Exmaidevtikol & MéAn tng EAEAY
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1. [lelte pag Atya Aoyl yux e0ag (omoudég, 810TNTA, TPOEIA) Kol yla TO
oxoAelo oag;

2. [Tg Ba TeEPLYpA@PATE T CUUUETOXT TWV UAONTWV/TPLOV HE avammpla
N/KaL EI8IKEG EKTTALSEVTIKEG AVAYKEG OTT) OXOALKT) TAEN;

- TUUHETEXOVV EVEPYA OTIG OXOAIKEG EKONAWOELS, 0T pabnolakn Stadikacio
HUéoa oTNV TAsN;

- [Twg elval ot oxéoelg Twv padntTwv/Tplwv pe avammpio 1/kat eLSIKEG
EKTIALSEVTIKEG AVAYKEG [LE TOUG VTIOAOLTIOUG HAONTES KAL TIG UTIOAOLTTIEG LAONTPLES
TOV oY0AEl0V;

- ‘Exouv avamtiiel @IAKEG OXECELS E TOUG UTIOAOLTIOUG HaBNTEG KAl TIG
VTIOAOLTIEG LAONTPLEG TOV oX0Aglov; YTIdpyouv TTpofApaTa;

3. [Twg motedeTe OTL BLwVouV oL HABNTEG/NTPLEG pe avaTmpla 17/Kal ELSIKEG
EKTIALSEVTIKEG AVAYKEG TN SLPOPETIKOTNTA TOVG KATA TN pabnotaxn Stadikaoia;

4, [Toto elvatl to kKAlpa cupmepANYNG TWV HaBNTWV/TPLOV PHE avatmpla1)/Kal
ELSIKEG EKTIASEVTIKEG AVAYKEG OTO OXOAELO 0OG;

- (av emikpatel), pmopeite va pag meplypaPete cUVTOUA HECH ATIO TIOLEG
evépyeleg (tng Stlevbuvomng, Touv CLUAAGYOU SI8ACKOVTWY, K.ATL) SLALOPQ®VETAL TO
KAl auTo;

- Tt eldovg ovvepyaoia vmapxel HETAED TwV epumAekopeévwy (SlevbBuvon
oxoAeiov, ekmadevtikoi, yovelg, EAEAY, K.ATL;) Yyl TNV OpoAr) cupTepiAnym twv
BN TWV/TPLOV PE avamnpia 1)/Kal EIIKEG EKTTASEVTIKEG AVAYKEG OTO GYOAELO
oag;

- Oa OEAaTE Va LG WAT)OETE TIEPLOOOTEPO YL TO SIKO GG POAO;

- (av 8ev emikpatel), TL elvat autd Tov gumodilel T SlApOpEwWOT €VOG
KAlpakog ovumepAnPng touv oxoAsiov ocag (vmodour), VLVAKO, EMKOWVWVIA,
ouvvepyaoia);

5. [Iwg Swaxelpifeote TIg SuokoAieg pABNONG Twv HABNTOWV/TPLWV HE
avamnpla 17/Kat EI81KEG EKTIALSEVTIKEG AVAYKEG;

- [Ipocapuolete T SI8aokaAia oag Yo va evtayBovv ot HabnTéG/MTPLES PE

avamnpla 1M/kat el81kéG eKTASEVTIKEG avdykeg otn pabnotakn Swadwkaoto; Tu
€l80UG TIPOCAPHOYEG KAVETE;

- [Toleg SI8AKTIKEG TPAKTIKEG XPNOLUOTIOLEITE Yl TN CLUTEPIANYM TwVv
HaONTWV/TPLWV pe avamnpia /Kot eL8IKEG EKTTALSEVTIKEG AVAYKEG;

- [Tw¢ a€loAoyelTe TNV ATOTEAECUATIKOTI TA TWV TIPAKTIKWY XUTWOV;

6. [Towa eivatl n oxéom oag Pe TOUG YOVEIG TwV LABNTWV/TPLWV PE avatnpla
N/KaL EI81KEG EKTTALSEVTIKEG AVAYKEG;
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- [Tw¢ B xapaktnpilate TNV EMKOWV®VIX KOl TN CLVEPYATIA 0OG;

- [Iiotevete 6TL LT 1 O)EOT EMMPEALEL TN CUUTEPIANYPT) KAL TN CUUHETOXT
TWV LadnTwv/Tplwv pe avammpio 1/kal e8IKEG EKTTALOEVTIKEG AVAYKES OTNV
Tagn;

7. Tloleg elvat oL SUOKOAIEG/TPOKANCELS TOU QVTIHETWTI(ETE KATA TN
ouvutepANYn TV pHabnToOV/Tpwv pe avamnpla 1/kal e8IKEG EKTTALOEVTIKES
AVAYKEG OTNV TAEN 0AG;

8. Tt Ba TpoTEIVATE Yl TNV ATIOTEAECUATIKOTEPT] CUUTIEPIANYT) QVTWV TWV
HabnTwv/TpLwv ot emimedo TAgNG 11/ KAt oX0ALKNG povadag;

- T eldovg otpidn xpetdleote (Y amod TO OXOAELD, ATIO TNV TOALTELN);

9. [T Ba pmopovoe va emitevyBel n cvumepAnYmn TwV HAONTWV/TPLOV UE
avamnpla 1/Kat E8IKEG EKTASEVTIKEG avAyKeG otV Kowotnta; [loleg evépyeleg
KAVEL TO oY0AEl0 Yl TN StaeoVvvSeoT auTh;

10.  Tionpaivel TEAIKA YLt E0GG CUUTIEPIANTITIKY] EKTIXISEVON);

11. ©a pmopovoate va HoLpaoTeiTe pall HaG PIX TPOGEATT) EUTIELPIX GG OE OXEDT
UE Eva {TNUA IOV KANONKATE Vo SLXELPLOTEITE O€ GXEOT) IE TN CUUTIEP AN EVOG
HaBNn T 1N (oG pabnTplag pe avamnpia /Kot l81kEG EKTALSEVTIKEG AVAYKEG;

12. Mwg PAEMETE TOV €AUTO 0AG OTNV EKMAISEVON 0TO UEAAOV OYETIKA WE TN
ovumepAnyYm Twv Tadwv pe avamnpla kat EEA oto Tumiko oxoAeio; [Tolot eivat

oL 0TOXO0L 0aG; Oa BEAATE KATL VA aAAGEETE 0€ oXEoM e ToV S1kd oag poro; (BA.
opapa, atoXOL, TOAVEG SUCKOALES).
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Annex 2b
Final SEN Interview Guides (English translation)

SEN Interview guide

i. Education executives / Directors of Primary Education Authorities /
Education Coordinators / Regional Directors of Primary and Secondary
Education

1. Could you describe your role and your responsibilities?

2. Which is the official policy regarding the Inclusion of children with SEN in
Greece? How is this policy configurated based on European and global influences?

3. How do you assess the efficacy of the Greek policy (i.e. laws, decisions)
regarding the inclusion of children with SEN the last years?

- Do you consider the Greek policy as effective? If yes for which reasons? If
not, why?

4, There are some texts/documents with instructions forwarded to the
school units in relation to the inclusion of students with SEN. Do you think they
indicate in a clear and understandable way what needs to be done in relevance to
students with SEN in the school context?

5. Does today's Greek school, create a climate of inclusion for students with
SEN?

- If so, by what kind of actions?
- If not, why?

6. Could you mention the main difficulties/challenges faced by schools
regarding the inclusion of SEN?

7. Do you have any suggestions as concerns to the improvement of inclusions’
efficacy?

- Do you mind that any additional actions/modifications need to be
implemented by the authorities?

- Which are your suggestions regarding the school unit/community?

8. How could the inclusion of students with SEN in the community be
achieved? What kind of actions implemented by the government could achieve
this connection?

9. What does inclusive education mean to you?

10.  Could you share with us one of your recent experiences related to the
inclusion of a student with SEN? How did you handle this case?
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11. How do you see yourself in education in the future regarding to the
inclusion of children with SEN in the mainstream school? Which are your goals?
Do you expect any change/modification in relation to your role? (i.e., vision, goals,
possible difficulties).

ii. School principals

1. Could you tell us about you (i.e., studies, role in the school unit) and your
school?

2. Which is the official policy regarding the Inclusion of children with SEN in
Greece? How is this policy configurated based on European and global influences?

3. How do you asses the efficacy of the Greek policy (i.e., laws, decisions) regarding
the inclusion of children with SEN the last years?

4, There are some texts/documents with instructions forwarded to the
school units in relation to the inclusion of students with SEN. Do you think they
indicate in a clear and understandable way what needs to be done in relevance to
students with SEN in the school context?

5. How do you handle/utilize these documents? Do you recognise that there
is any school autonomy regarding inclusion issues?

6. Does today's Greek school, create a climate of inclusion for students with
SEN?

- what kind of collaboration relationship among stakeholders (principal,
teachers, parents, DEDA32) states in your school regarding the inclusion of
students with SEN?

- would you like to describe in a detailed manner your role?

- if there is no inclusion climate, what kind of factors prevent from it
(infrastructure, material, communication, collaboration)?

7. What about the participation of children with SEN in the school life?
- Do they participate in the learning process/class activities?

- Could you describe the relationships among children with SEN and typical-
development students?

- Do children with SEN have friends? Have you notice any
tension/problems?

32 a five-member Secondary Committee of Interdisciplinary Assessment
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8. What are the difficulties/challenges you face when including students with
SEN in your school?

9. Do you have any suggestions as concerns to the improvement of inclusions’
efficacy?

- Are you in need of more support by the state/government?

10.  How could the inclusion of students with SEN in the community be
achieved? What kind of actions implemented by the government could achieve
this connection?

11.  What does inclusive education mean to you?

12.  Could you share with us one of your recent experiences related to the
inclusion of a student with SEN? How did you handle this case?

13. How do you see yourself in education in the future regarding to the
inclusion of children with SEN in the mainstream school? Which are your goals?
Do you expect any change/modification in relation to your role? (i.e., vision, goals,
possible difficulties).

iil. Teachers and DEDA members

1. Could you tell us about you (i.e., studies, role in the school unit) and your
school?

2. What about the participation of children with SEN in the school life?

- Do they participate in the learning process/class activities?

- Could you describe the relationships among children with SEN and typical-
development students?

- Do children with SEN have friends? Have you notice any
tension/problems?

3. How do you believe that children with SEN perceive their diversity?

4, Does today's Greek school, create a climate of inclusion for students with
SEN?

- what kind of collaboration relationship among stakeholders (principal,
teachers, parents, DEDA) states in your school regarding the inclusion of students
with SEN?

- would you like to describe in a detailed manner your role?

- if there is no inclusion climate, what kind of factors prevent from it
(infrastructure, material, communication, collaboration)?

- would you like to describe in a detailed manner your role?
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- if there is no inclusion climate, what kind of factors prevent from it
(infrastructure, material, communication, collaboration)?

5. How do you handle the learning difficulties of students with SEN?

- Do you adapt teaching to integrate students with SEN? What kind of
adaptations do you implement?

- Which teaching practices do you utilize to include students with SEN?
- How do you assess the efficacy of these practices?

6. What is your relationship with the parents of students with SEN?

- What about the communication?

- Do you believe that the communication among you and parents affect the
inclusion of students with SEN?

7. What are the difficulties/challenges you face when including students with
SEN in your school?

8. Do you have any suggestions as concerns to the improvement of inclusions’
efficacy?

- Are you in need of more support by the state/government?

0. How could the inclusion of students with SEN in the community be
achieved? What kind of actions implemented by the government could achieve
this connection?

10.  What does inclusive education mean to you?

11.  Could you share with us one of your recent experiences related to the
inclusion of a student with SEN? How did you handle this case?

12. How do you see yourself in education in the future regarding to the
inclusion of children with SEN in the mainstream school? Which are your goals?
Do you expect any change/modification in relation to your role? (i.e., vision, goals,
possible difficulties).
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Annex 2c
Final ‘Multi’ Interview Guides (Greek original)

0d8nyol cvvévtevéng MULTI

i ALlevOOVTPLEG/VTES KAL EKTTALSEVTIKOL TUTIIKWV TAEEWV
1. [Telte pag Atya Adyla yla e6ds (0TToVSES, 18LOTNTA, TIPOPIA) KAl TO oX0AEl0

oag [[TA AIEY®YNTPIA/ T'IA EKIIAIAEYTIKO] / ta oyxoAsia pe ta omola
ovvepyaleote ['TA ZXOAIKH ZYMBOYAO]

2. [Toleg elval oL TTIPOKATGELG IOV AVTILETWTII(ETE o€ aLUTO TO TAaioLo; ([Twg Ta
TIATE [E TA TALSLA UE LETAVAOTEVTIKY epTeLpla/ todid Poud;)

3. YTapxeL KpATIKOG OXESLAOUOG, LETPA, ATIOPACELS YU auTA Ta TtodLd; [Mota
elvain amoym oag yla Tov oxeSLaopo auto;

4, ZTIG OXOALKEG HOVASEG (PTAVOUV KATIOLX KEIPEVA/EYYpaPA UE 0ONYIES Y
To oxoAelo (ava@oplka pe Tn ovumepAnym). Ymdpyel pla ovvéxela; Aniadn
OUVOUIAOUV QUTA PETAED TOUG apUOVIKA Kol elval oa@rn/katavontd (wg Tpog To
TLVTIOSEIKVVOLY OTL TIPETEL VA YiVEL);

5. Eoelg n (Sl pe tov poAo tng Sevbivtplag mwe xeplleote aUTEG TIg
ATOPACELS KAL TLTIEPLOWPLO AV TOVOWIAS KoL avaAnme TpwToovAlwy éxete; [['TA
AIEYOYNTPIA] / Eoeig 1 (Sla wG eKTMASEVTIKOG TWG EPAPUOTETE QAUTEG TIG
ATOPACELS KoL TL TIEpLOwpLo avtovopuiag éxete; [['TA EKITAIAEYTIKO]

6. Ye Tt BaBud epmAékovtal ol eKmatdevTIKOol TOV oxoAslov ot Stayeipilon
TV TNUATWY TIov TipokuTITouy KaBnuepwd; (IMwg Aettovpyel o ocVvAAOyoG
S18a0KOVTWV/0VOWV 6TO OXOAEl0 0aG KAl TL POAO TAIlEL OTIS ATIOPACELS IOV
a@opovv To oxoAeio;) [[TA AIEYOYNTPIA] / Xe tL BaBud eumAékeote wg
EKTIALSEVTIKOG 0T Slayelplon TwV TPOPLANUATWY OV TIPOKVTITOVV KAOMUEPIVA;
[TTA EKITAIAEYTIKO]

7. [Iog Ba meplypd@ate TN OCUUUETOXN TWV HAONTWOV/TPLWV  UE
TOAVTIOATIOUIKO TIPO@IA 1) Tadiwv Popd ot oxoAkny KabnuepvotTnTa HLog
TUTILKNG TAENG Kal o€ SpacTNPLOTNTEG TOU OXOAElOV; (ZUUHETEXOUV EVEPYQ OF
YLOPTEG, EKENAWOELG, TTPOYPAUUATA, EKSPOUEG;)

8. [wg Ba Aéyate OTL eival oL oX€0ES TV UABNTWV/TPLOV HETAED TOUG;
(Emwowwvolv petadd toug/ €xouv ema@Eg/ kAvouv TopEx TASLE Ao
SLa@opeTIkEG opddeg; Ymapxovv {ntnuata; Av val, Tt Ba pmopovoe va K&veL To
oxoAeio yU autd;)

9. [lwg elvart N ovvepyaoia cag PE TOUG YOVEIS TWV HABNTWV/TPLWV;
(ETtikowvwvolv e To oxoAegio; To oxoAelo TLKAVEL YL VA ETIKOLVWVNOEL)
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10.  TuTepéveTe Ao TNV KOLWVOT T TOU GXOAEIOV 0UG (TTIOLOUG OTOXOVG EXETE
B€0el) HEXPL TO TEAOG TOU XPOVOU Kol LEXPLTO TEAOG TOU ETTOUEVOU GYOALKOU E£TOVG
OXETIKA UE TN polTnon Kal cAANAETISpaoT TwV HabNTWV/TPLOV 6ag;

11.  Tionuaivel TEAIKA YLo €E0GG CUUTIEPIANTITLKY) EKTIAISEVON);

12.  Elote Kavomowmpuévog/n He Tov TPOTO TOU Slaxelpileote autn TNV
kataotaon; [wg @avtdleoTte TOV EAVTO UG GE TIEVTE XPOVIA GE OXECT IE AUTO TO
TAaiolo;

13. Oa umopoVoate va HOLPACTEITE pall Hag PLX TIPOCEATY EUTELPIA 0O O
OoX€0M KE Eva TNTNHA oV KANONKATE Vo SlaxelploTelTe; [N epwtnon 13 pmopel va
TapadelpOel eqv, péoca amd TI§ amavTioelg Tov Ba mponynBovv amd tov/TNnVv
oLvevTeLELAlOUEVO /cuvevTeLELalO eV, S0B0UV apkeTd Tapadelypatal

ii. XteAéyn ekmaibevong

1. [lelte pag Alya Aoyl ywx €0dg (0moudég, 1810TNTA, TPOEIA) KAl T
AebBuvon / Ivotitovto / Kévtpo 6mov epyaleaTte, Kol Tov pOAO 00§ O QUTO;

2. YTapxouv eKTAISEVTIKEG TOALTIKEG GUUTEPIANYNG IOV VA APOPOVV T
TALSLA PE TIPOCPUYLKT / LETAVAOTEVTIKY eUTELpio/ TSt Popd/maidid pe el81kég
avaykes oty EAAGSa; Oa umopovoate va pag melte Alya AdyLa/va pog LWANCETE
YU QUTEG;

3. [Iiotevete OTL VTTAPXEL CUVEEDT) AVAUECA OTO EVPWTATKO KL TO EAANVIKO
mAaiolo; AnAadn vmapyxel KATolx aAANAEmiSpacn €0ViKOU Kol EVPWTAIKOU 1
SteBvovg mAaoiov yia Oépata cupmepAnymg;

4, [Toleg elval oL TpEXOVOEG TIPOKATOELS IOV AVTILETWTI(eTe (0€ emimeSo
ATOPACEWV EKTALSEVTIKIG TIOALTIKIG) YlX TNV KABE KOWVWVIKT OPASH aTtd QUTEG
(dnAad TodSLd pE PHETAVAOTEVTIKN/TIPOCPUYIKY euTelpia, Poud kat madia pe
ELSIKEG AVAYKEG;)

5. TuLonuaivel yia e6GG cUUTEPIANTITIKY eKTIA{SEVON;

6. [Toot  epumAgékovtar  (Ymoupyela,  oteAéym,  SlevBUvTPLeG/VTES,
EKTIALSEVTIKOL) KOL [LE TIOLOV TPOTIO YIVETAL 0 OXESLAOUOG TWV EKTTALSEVTIKWYV
TIOALTIKWV cLuTEP IANYMG;

7. [lwg yivetar to mMépacpa amd Tov OYeSLOUO OTNV UVAOTIOMON TwV
amo@acewyv; YTAapxouv 1 TpoBAemovTal unxaviopol kat Tpoowma KAEWSLA Tov
Stapecorafovy, emifBAémovy, eAéyxouv kat aflodoyovv autn Tn Sladikaoia;
Mmopeite va pag meplypaPete Tov unxavioud auto; (Aaufavete vmoym ocag
KpaTIkEG o8nyleg/amogaocelg/ kelpeva/ odnyles;)

8. YTapyeL evnuepwon 1 avatpo@oSOTn ot aTd TNV EKTALSEVTIKN TIPGEN Yo
TO TIWG TPpAYUATOTIOLElTAL ) CLUTIEPIANYM; PTAVEL OE E0AG; AV vaL, LLE TTOLOV TPOTIO
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KAl KOTA TOCO0 o0ag €ival XPNOLUN YO VX TIAPETE VEEG ATMOQACELS Yl TN
ovpmepiAnym;

9. [Towa elvat 1 aloBnon oag ylx To TwWG VAOTIOLOVVTAL Ol ATIOPACELS AUTES
TEAIKA ATLO T1) OXOALKT) HOVASQ;

10.  Tu mepuévete/tL Ba Bédate/TL Bédete wg IEIN/Popéag/Tuqua tade va
EXETE METUXEL UEXPL TO TEAOG TOU XPOvou (KAl PEXPL TO TEAOG TOU EMOUEVOUL)
OXETIKA HE TN SLAPOPPWON KAL TNV EQAPUOYT] TWV TTOALTIKWV CUUTEPIANYMG;

11.  Elote KavOTIOMUEVOG/TN ATIO TN GUUUETOXN] OOG OTIG GUUTEPIANTITIKEG
Stadikaoies; IMwg @avtdleote TOV EAVTO 0OG O€ TEVTE XPOVIX OE OYECT LE AVUTO TO
TAaioLo;

12. Oa umopoVOoATE VU HOLPACTELTE pall LAG (Lo TIPOCQATT EUTELPIA O0AG ATIO
ToV oXeSLaAo A 1] TNV VAOTION oM TNG CUUTEPIANYNMG TTOV N TAV TTPOKANOT] YIA ECAG;
[Tw¢ StayelploTKaTE TNV Katdotaon; [N epwtnon 12 pmopel va mapaAewpOel eav,
uéoa amd TG amaviioelg  mov  Ba  mponynBovv  amd  ToOv/TNV
ovvevTeLELalOnEVO /ouvevTeLELalO eV, 50000V apkeTd mapadelypatal
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Annex 2d
Final ‘Multi’ Interview Guides (English translation)

‘Multi’ interview guides

i. Principals and Teachers

1. Could you tell us a few things about yourself (education, profile) and your
school [FOR PRINCIPAL/TEACHER] / about the schools you work with [FOR
SCHOOL ADVISOR]?

2. What are the challenges you face in this context? (How are you doing with
children with refugee and migrant background and with Roma children?

3. [s there a state policy planning, measures, decisions for these children?
What is your view on this policy design?

4, Texts and documents with instructions regarding inclusive education are
transmitted to the school units. Is there a coherence to them? Are they clear /
understandable as to what they indicate that it should be done?

5. How do you, as the director, handle these decisions? Is there any space for
taking initiatives? [FOR PRINCIPAL] / How do you, as a teacher, implement these
decisions? Is there any space for taking initiatives? [FOR TEACHER]

6. To what extent are school teachers involved in managing the issues that
arise on a daily basis? (How does the teachers' association operate in your school
and what role does it play in school decisions?) [FOR PRINCIPAL] / To what extent
are you involved as a teacher in managing the problems that arise on a daily basis?
[FOR TEACHER]

7. How would you describe the involvement of students with multicultural
profiles or Roma children in the school routine of a formal classroom and in school
activities? (Do they actively participate in celebrations, events, programs,
excursions?)

8. How would you say students' relationships are? (Do children from
different groups communicate / keep in touch? Are there any issues? If so, what
could the school do about them?)

9. How is your collaboration with the students' parents? (Do they
communicate with the school? What does the school do to communicate with
them?)

10.  What do you expect from your school community (what goals have you set)
by the end of the year and/or by the end of the next school year regarding your
students' attendance and interaction?

11.  Ultimately, what does inclusive education mean to you?
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12.  Are you satisfied with the way you handle this situation? How do you
imagine yourself in five years in relation to this context?

13.  Could you share with us a recent experience regarding an issue you were
asked to manage? [Question 13 might be omitted is sufficient examples have been
provided in the interview so far]

ii. Stakeholders

1. Could you tell us a few things about yourself (education, profile) and your
school [FOR PRINCIPAL/TEACHER] / about the schools you work with [FOR
SCHOOL COUNSELLOR]?

2. Are there any educational inclusion policies concerning children with
refugee/immigrant experience/Roma children in Greece? Could you tell us a few
things about them?

3. Do you think there is a connection between the European and the Greek
context? That means, is there any interaction between the national and the
European or international framework on inclusion issues?

4, What are the current challenges you face (in terms of educational policy
decisions) for each of these social groups (i.e., children with migration/refugee
experience, Roma)?

5. What does inclusive education mean to you?

6. Who is involved (ministries, stakeholders, principals, teachers) and how
educational inclusion policies are designed?

7. How the transition from planning to implementation of decisions made?
Are there mechanisms and key persons to mediate, supervise, monitor and
evaluate this process? Can you describe this mechanism? (Do you take into
account government directives/decisions/texts/guidelines?)

8. [s there any information or feedback from the educational practice on how
inclusion is carried out? Does it reach you? If so, how and to what extent is it
helpful to you in making new decisions about inclusion?

9. What is your sense of how these decisions are finally implemented by the
school unit?

10.  What do you expect/what do you want to have achieved by the end of the
year (and by the end of next year) in terms of the design and implementation of
inclusion policies?

11.  Are you satisfied with your participation in the inclusive processes? How
do you see yourself in five years in relation to this framework?

12.  Could you share with us a recent experience of design or implementing
inclusion policies that was challenging for you? How did you manage the
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situation? [question 12 can be omitted if, through the answers provided by the
interviewee, several examples are given]

iii. Stakeholders (Multi and Sen)

1. Could you tell us a few things about yourself (education, profile) and your
school [FOR PRINCIPAL/TEACHER] / about the schools you work with [FOR
SCHOOL ADVISOR]?

2. Are there any educational inclusion policies concerning children with
refugee/immigrant experience/Roma children/ children with special needs in
Greece? Could you tell us a few things about them?

3. Do you think there is a connection between the European and the Greek
context? That means, is there any interaction between the national and the
European or international framework on inclusion issues?

4, What are the current challenges you face (in terms of educational policy
decisions) for each of these social groups (i.e., children with migration/refugee
experience, Roma, and children with special needs)?

5. What does inclusive education mean to you?

6. Who is involved (ministries, stakeholders, principals, teachers) and how
educational inclusion policies are designed?

7. How the transition from planning to implementation of decisions made?
Are there mechanisms and key persons to mediate, supervise, monitor and
evaluate this process? Can you describe this mechanism? (Do you take into
account government directives/decisions/texts/guidelines?)

8. [s there any information or feedback from the educational practice on how
inclusion is carried out? Does it reach you? If so, how and to what extent is it
helpful to you in making new decisions about inclusion?

9. What is your sense of how these decisions are finally implemented by the
school unit? [Do you find it effective? If yes, why? if no, why?/ What is your opinion
on the effectiveness of Greek educational policy (measures, decisions) for the
inclusion of students with disabilities and/or special educational
needs/migrant/refugee background/roma children in Greece in recent years?]

10.  What do you expect/what do you want to have achieved by the end of the
year (and by the end of next year) in terms of the design and implementation of
inclusion policies?

11.  How the inclusion of children with disabilities and/or special educational
needs/migrant/refugee background/roma children in the community could be
achieved? What actions is the state taking to make this connection?
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12.  Are you satisfied with your participation in the inclusive processes? How
do you see yourself in five years in relation to this framework?

13.  Could you share with us a recent experience of design or implementing
inclusion policies that was challenging for you? How did you manage the
situation? [question 12 can be omitted if, through the answers provided by the
interviewee, several examples are given]
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Annex 3a
SEN Focus Group Guide (Greek original)

OAHTI'OX FOCUS GROUP - OMAAAY EXTIAXHX
[MAaiolo

e AsgovtoAoyla TNG €PEVVAG - CUGTACELS, TIEPLEXOUEVO EPEVVAG, CUVAIVEDT)
e Na e€nynoovpe 0TOUG CULUETEXOVTEG KL TIG CULUETEXOVCEG TN Sladikaoio
™G opadag eotiaong - 4tL eivat sulnTnon
Bonbntkég epwoelg - Ice-breaking questions
Fvwpupia - M'a va odoet o tayog
1. Apxlka& va yvwploToUuE, Vo KAVOUUE €vav KUKAO va TieL 0 Kabévag/m
KaBepla kot va ava@epBovpe pe Alya Adyla oto mpo@id, kAT (Ilelte pag
Alya Aoyl vy €0dg (0Toudeg, ISLOTN TR, TTPo@IA, To Tpunpa 6Tov epyaleoTts,

KaL Tov pOA0 60§ o€ aUTO;)

Agpoppég yua oulntnon (stimuli)

Ymobéoelg AZoveg Agtypata-a@oppég yioa ountnon YAko

e Eumel | Oploudg [ce-breaking question
pleg | ovpmepnyms/oup ATloTEUTO TEPLOTATIKO OE OXOALKY)
TOU TEPUANTITIKNG
Tape | ekmaidevong
AB6v
TOG

ekSpopn! Adokarol améTpePav padNTEG
va TAnoldocovv Tadia touv EiSikov
ZxoAeiov

18|10[2019 | 07:55
[atpa - Avtikn EAAGSa

To TeploTaTIKO oNUEWWONKE TPV ATIO
Alyeg pépeg oty latpa. ZOp@wva pe v
KatayyeAla pabntég  touv  ESikov
IxoAeglov kol paBNTEG TOU  yEVIKOU
oxoAglov cuvavtnOnkav oto (Slo PEPog
EVTEAWG TUYX A POV KaL T SLO GXOAElX
Ty ekSpopn).

Kd&molwx otrypn xabnyntpiax tov Edikov
ZxoAelov dKovoE VOV CUVASEAPO TNG Vi
TPOTPETEL TOVG HabNTEG Tou [evikov
ZxoAelov va unv mAnolalovv ta oS
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tov Eidikov. Kat @uowd pdape yua
a1 Tov AnpoTikoV.

H SievBvvipia touv ESiko ZyoAeiov
Kopwv Bapnikowv Ilatpag AyyeAwkn
NikoAomovAov Snuoclomoince to Oepa
Kal €Kkave TO akOAovBo oxoAlo otnv
TPOOWTILKI TNG oeAiba oto Facebook:

Eivatl Tapa moAv Autmpd, va yaivoupe
TOUG HAONTEG PG ekSpoun, va etval oTov
(6l0 xwpo, Tuxala pe PHabNnTEG YEVIKOU
oxoAeiov, (Sla¢ NAkiag kal va akoUg Toug
oLVASEAPOVG TOU YEVIKOU O)XOAglov va
AEVE 0TOUG LAONTEG TOUG "UNV TN YALIVETE
kovta toug". 'EAeog 8ev €xouv xoAepa,
dev  elval pPETASOTIK 1  KWEWON.
ZUVTOVIOTEG, EEKIVIIOTE GEULVAPLA GTOUG
OULVASEAPOUG TWV YEVIKWV OYOAELWY,
0 AwV Twv Babuidwv. Tt Tov K&vate TIg
ELBIKEG TAEELG, TIG TAEELG EVTAENG KAl LETA
™mMv TapdAAnAn otmpln, Timota Ogv
kavate. Mwx tpuma oto vepo. O
PATOLONOG KOAQ KpaTel kat 1 adlagopia
BaociAtooa!!!!! Ta Adywa TANYwvoLv,
yivovtatkapeld!!! Oa w o€ avtoVG TOUG
oLVABGEAPOVG, TIPOOEETE €XEL O KalpOG
yuplopatd....

-Mlog  Ba  oxoAalate autd 1O
meplotatiko; ‘Exel oupufel k&t mapopolo
O€ €0G(G;

--IToleg elval oL epumelpieg oag o€ oxEon Ue
™ ovumepAnym; Mwg ™ Plwvets;

-- Tu Bewpeite otL elvait
ovuTepANYM/CUUTEPIANTITIKY
exkmaibevon pe Bdaon v eumepla ocog
(epmelpieg Tov TaPEABOVTOG);

e Eumel | Alxpdpwon
pleg | TOALTIKWV
TOov ouumepANYmg  yla
TAPE | TOUG HaONTEG/MTPLES
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L

RAT

Aodpatol oL paBntéc pe avammplo -
AvtiBeTy pE TO  QVTIEMIOTNUOVIKO
vopooyédio Maudeiag n EXAueA

Tnv mAnqpn enl ¢ apyns avtibeon g
emi Tov oxediov vopov TOv LTIOVPYEIOV
[Madeiag «Avafaduiom Tov oxoAelov kat
AAAEG SLATALELG» EKPPALEL UE ETLOTOAN
™m¢ otnv vmouvpyd Nikn Kepapewg n
EXApeA

[Tap& TO yeyovog OTL oL pabntég pe
avamnpla M/Kal eI8IKEG EKTALOEVTIKES
QVAYKEG ATIOTEAOVV £V ONUAVTIKO
TO0GOO0TO TOU UabnTikoV MANBLGHOV, TO
VOpHooxESLo §ev KAVEL Kapia ava@opa o€
aUTOVG, A£G KoL ElvaL «adpATOL HABNTES,
OTWG Voo TNPICEL.

To vmo &SwPBovAevon oxédo  vopov
Statnpel €va  eKMASEVTIKO OLOTNUA
HOKPL& amnd KaBe gvvola
OUUTIEPIANTITIKNG eKTtaiSEVONG, e SOUES
KOl TPOYpPANHAaTa TTOV Sev Slac@aAilovv
TNV  UTOXPEWTLIKN  TPOCRACILOTNTA,
BE0N0BETWVTAG €V GYXOAE(D TTIOV ATIEXEL
TIOAV aTtd TO «GXOAE(O Yot OAOLVG».

ABOV | pe avammpla 1M/xoal
TOG ELOIKEG
o [lpok | EKTTASEVTIKEG

AMOEL | aVAYKEG

G TOv

Tapo

VTOG
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-- lwg Ba oxoAL&dlaTE TO TTEPLOTATIKO;

-- [Mwg Sapop@wvovtal oL TOALTIKES
ovumepiAnymg; Mol elvar n amoym oag;

v

n/xat

AVTISpAcELS ATIO 0PYAVWUEVOUG YOVE(SG
Yl ATIOKAELOUO HabNTWV

on: January 10, 2018

Tov amokAelopd padntwv ApeA (Atopa
ue Avammpia) 1 pe AAAEG ELSIKEG AVAYKES
amd SpacTNPLOTNTEG TOU GYOAEOV OTO
otolio @ottovy,  Katadikalsl 1
[MaykOmpla ZuvopooTovdia
Oupoomovsiwv Zuvdséopwv 'ovéwv.

Z€ OMNUEPLVT] AVAKOIVWOT TNG UE POPUN|
To SL@opa TEPLOTATIKA ATOKAELGUOV
noOntwv ApeA (Atoua pe Avammpia) 1
He  GAAeG  el8IKEG  QaVAYKEG  OTO
SpaoTNPLOTNTES TOU OX0AElOV GTO OTIO(O
OLTOVV, T OTIOl0r TOV TEAELTAIO KALPO
Exouv 8el TO WG NG dNUOCLOTNTAG, 1)
[MaykOmpla Zuvopoomovdia ek@paleL T
AUT NG Kol KATadikAlel Pe TOV TILO
€VTOVO TPOTIO TOV QTIOKAELOUO TWV
TASLWV AVTWV ATO TIG SPACTNPLOTNTES
IOV SLOPYAVWVOVTUL ATIO TA GYXOAEL 0T
oToia (poLTovv.

ZNUELWVEL OTL TA TTUSLE QUTA ATTOTEAOVV
QVATOOTIAIOTO  UEPOG  TOU  pabnTikov
mAnBuopuod TOL OXOAElov KAl O
QTOKAELONOG TOUG QATO oToladnToTE
SpaoTnPLOTNTA (VAL KATASIKAGTEOG Kal
ATAPASEKTOG,.

«Kodovpe T AlevBivoelg kat  TO
TPOCWTIKO TWV OXOAKWV HOVASWV Vo
emSelkvouy ™mv amapaitnT
evaloOnola aAAd Kol EMAYYEAUATIKY
guovveLdnola Kal va cupTEpAaUBAavouV
To TS LA AU TA OTIG SPACTNPLOTNTEG TTOV

e Eumel | E@apupoyn
pleg | TOALTIKWV
TOov oupmepAnymg
Tape | HAONTEG/NTPLEG UE
ABOvV | avamnpia
TOG ELOIKES

o Jlpox | eKTTAISEVTIKEG
AMOEL | AVAYKEG
G TOV
Tapo
VTOG
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about:blank
about:blank
about:blank
about:blank

OUUUETEXOUV Ol  OULUUUAONTEG  TOUG.
kaAovpe emiong to Ymovpyeio IMadeiag
va Tpofel OTIS ATIAPAITNTEG CUOTACELS
mpog TG  AlevBlvoelg  Kal  TOug
EKTILSEVTIKOVUG  TwV  OYOoAslwv  va
Aapfavouv Ta amapaitnTa HETPA Yo TN
OUUUETOXT) TWV TASLOV QUTWV 0AAX Kal
NV AO@AAELX  TOUG», KATAANYEL 1)
[MaykOmpiax  Xvvopoomovdia,  otnv
avakoivwon tnG.

-- [Towa elvat n amoym) oag ava@opiKa pe
TO TWG EQAPUOTOVTUL Ol TIOALTIKES
ovpmepinyng;

--To oxoAeilo oag, Katd TV amoym oag,
SLPOPPWVEL 6TV TPALN, TEAKA, KAlpX
ouvuTepANYNG yx Toug pabntég/MTpLeg
ne avammplo /Kot eL81KEG EKTTALOEVTIKES
AVAYKEG;

--Av vl [LE TTOLEG EVEPYELEG; - AV OXL, YLAT(;

for Inclusive Education in Greece

e Ilpox | AZloAdynom Mwg a&loAoyeite m™mv
ANOEL | TIOALITIKWV QTOTEAECUATIKOT TN TWV TPAKTIKWV
G Tou | ouumepAnYmg QUTWV TIOV AVAPEPATE;
Tapo [Toeg elvat oL SuokoAieg/TPoKAN GELG TTOV
vTos QVTIPETWTI(ETE KaTA TN ovumepiAnym
&L %% Bottleneck Analysis 250




e [lpoo
Sokie

S Y«
TO

MEAA
ov

TWV OO TWV/TPLOV PE avamnpla 1/Kat
ELSIKEG EKTTALSEVTIKEG AVAYKEG OTNV TAEN
oag;

‘Eva TpOo@ato SNUOCIEVIX OXETIKA UE
To péAAovV TG ouvumeplAndmg eival to
TAPAKATW:

A&loAdynon

To vmovupyelo ITMaideiag @aivetar va
Eexva OTL To XemtéuBpo Tov 2019,
mpaypatomombnke 1 afloAdoynon Tng
xwpag pag and v Emtpomn tov OHE
Yy ta Akawpata Twv ATOpwv pe
Avammnpleg, oxetikd pe v mpdodo Tov
éxeLemitevyBet otnv EAAGSa wg tpog tnv
epappoyny ¢ Zopfacns  yw  Ta
Akawpata Twv ATOpwy pe Avammnples.
Ytig Telwkég  TMapatnpnoelg Kot
Tuotaoelg mov amnubuve 1 Emitpom)
touv OHE mpog ™ xwpa pag, Statvmwoe
KAl TNV avnovxio TG yla To YEyovogs 0Tl
dev vmapyet otnv EAAGSa oAokAnpwpévn
KAl oa@NG Vopobeoia, oTpaATNyLK Kol
Suabeomn MOPWV YA TN CUUTEPIANTITIKY
ekmaidevorn, Kol ovvEOTNOE, UETALY
A wv, otn ywpa pag: «Noa vioBetnoel
KAl Vo EQAPUOCEL UL  OUVEKTIKN
OTPATNYIK] Y& TN OCUUTEPIANTITIKY
EKTIA(SEVOT OTO YEVIKO EKTALSEVTIKO
oLOTN U

[Towa elvat n §ikn oag Amoym ava@opika
He TNV aflOAOYNON TWV TOALTIKWV
cuptepiAnyng;

e [lpoo
dokie
G vy

[lpotdocelg yx To
HUEAAov ™mg
OUUTIEPIANTITLKT|G
eEKTIaISEVOTG

EvOela epwtnon (amdé gpsvvijtpla):
Qpala,  pANOAUE Yt TIOALTIKEG
ovumepiAnymge. [Mowx Ba Tav n mpoTAON
oag;

-Tt  Ba  mpotelvate ywa TNV
QTOTEAECPATIKOTEPN ovumepiAnym

. Bottleneck Analysis
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QUTWV TWV HaBNTWV/TPLwV o€ eMimeSo
T&ENG 1/KAL OXOALKN G LOVASAG;

--Tt eldovug opEn xpelaleote (Y amod
TO ox0Aglo, amd TV TMoAlteia);

/% Bottleneck Analysis h
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Annex 3b
SEN Focus Group Guide (English translation)

FOCUS GROUP INTERVIEW GUIDE
Context

o Research content, aims,
e Explain the philosophy of the focus group as a conversation.

Ice-breaking questions
e participants’ profile presentation

Stimuli

Ypothesis Axial Context-prompts for conversation

° Definition | Ice-breaking question
Experie | of
nces of | inclusion/
the past | education
al
inclusion

An unbelievable incident happened in school trip.
Teachers prevented students from approaching
pupils of Special School.

18]10]2019 | 07:55

Patras- West Greece

The incident happened a few days before in
Patras. According to the accusation, pupils of
special school and pupils of general school were
meeting at the same place during their school
trip.

Suddenly, a special teacher heard another
teacher of general school say to the pupils of
general school to stay away from them.

The principal of Special School of Deaf/ Hard of
hearing pupils, posted on Facebook and made the
following comment on her private wall:

It is extremely sad the fact that we go on a school
trip at the same place and to hear by other
colleagues say to their pupils to “stay away from
them”. Deaf pupils do not have cholera, the

. Bottleneck Analysis 253
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deafness is not contagious. Educational
Coordinators begin to train general school
teachers. What if you form special classes or
inclusive classes or parallel support teachers.
They are all vain. A whole in the water! The
racism and the indifference are on!!! The words

are hurting!!! Be careful.....

-- How would you comment on that incident?
Have you experienced something familiar?

Which are your experiences
inclusion?

regarding

-- What is inclusion based on your experiences?

Experie
nces of
the past
® Present
challen
ges

Policies
Configura
tion
inclusion
of pupils
with
Special
Education
al Needs
(SEN)

for

Invisible students with disabilities- The Hellenic
Union of SEN Children Parents is opposed to the
unscientific bill of law of the Ministry of
Education.

Its total opposition to the bill of law entitled
“School
expresses The Hellenic Union of SEN Children
Parents to the Minister of Education.

upgrade and other arrangements”

.
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Despite the fact that SEN pupils are an integral
part of the school community, this law
arrangement does not refer to them, as they are
invisible.

This bill of law, which is under consultation,
maintains an educational system far away from
educational inclusion, with infrastructures and
programmes which do not ensure the
accessibility and going away from a school for all.

-- How would you comment on that incident?

-- What is your opinion regarding how inclusion
policies are formed?

Parents’ reactions for the pupils’ exclusion

on: January 10, 2018

The PanCyprian Parents’ Union for Children with
Special Educational Needs condemns the pupils’
exclusion from school activities.

In its daily post The PanCyprian Parents’ Union
for Children with Special Educational Needs
wants to express its sadness and wants to
condemn the SEN pupils’ exclusion from school
activities. It points out that these children are an
integral part of the school community and each
exclusion is condemned and unacceptable.

“We invite the school communities to show the
appropriate sensitiveness and professional
awareness in order to include every child in
school activities. We, also, demand from the
Ministry to intervene in order to aware the
teachers about the needed measures for SEN
pupils’ participation and safety”

e Experie | Applicatio
nces of | n of
the past | Inclusive

e Present | Policies
challen | for SEN
ges pupils

% Bottleneck Analysis
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-- What is your opinion regarding how inclusion
policies are applied?

--Does your school practically implement an
inclusion climate for SEN pupils?

-- If yes, how? If not, why?

e Present
challen
ges

Expecta
tions
for the
future

Evaluatio
n of
Inclusive
Policies
for  SEN

pupils

How do you evaluate the effectiveness of the
practices which you mentioned before?

Which were the difficulties/the challenges which
you confronted during inclusion of SEN pupils?

As you see, this is a recent publication about the
future of inclusion:

Evaluation

The Ministry of Education, Research and
Religious Affairs seems to forget that in
September 2019, the UN Commission evaluated
our country’s progress about the application of
the Convention of Rights of the People with
Disabilities. In its final evaluative comments, the
Committee expressed its worry because, in
Greece, there is not a clear and explicit policy,
strategic plans and resources for educational
inclusion and it recommended our country to
adopt and to apply a cohesive strategic plan for

157%)% Bottleneck Analysis
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educational inclusion within the general
educational system.

What is your opinion about educational inclusion
policies?

e Expecta | Suggestio | Question: Well, as we talked about educational
tions ns for the | policies and its characteristics, what would be
for the | future of | your suggestion?
future | education | _yypat would you propose for a more effective

.al _ inclusion of SEN pupils both in class and school?
inclusion
-- What kind of support do you need from the
state/ school/ community, etc.?
% Bottleneck Analysis 257
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Annex 4a
‘Multi’ Focus Group Guide (Greek original)

OAHTI'OX FOCUS GROUP - OMAAAY EXTIAXHX
[MAaiolo

e AsgovtoAoyla TNG €PEVVAG - CUGTACELS, TTEPLEXOUEVO EPEVVAG, CUVAIVEDT)
e Na e€nynoovpe 0TOUG CULUETEXOVTEG KL TIG CULUETEXOVCEG TN Sladikaoio
™G opadag eotiaong - 4tL eivat sulnTnon
BonOntkég epwoelg - Ice-breaking questions
Fvwpupia - M'a va odoet o tayog
1. Apxlka& va yvwploToUUE, Vo KAVOUUE €vav KUKAO va TieL 0 Kabévag/m
KaBepld kat va avag@epBolpe e Atya Adyla oto mpo@iA, kAT (Ileite pag
Alya Aoyl vy €0dg (0Toudeg, ISLOTN TR, TTPo@IA, To Tpunpa 6Tov epyaleoTts,
KaL Tov pOA0 60§ o€ aUTO;)

2. T Bewpelte OTL elval cupmepAnYm/ocuuTeEpANTITIKY eKTaiSevomn pe Bdon
™V epmelpia oag (epmelpies Tov TaAPeABOVTOG);

Apoppég yia oulntnon (stimuli)

YmoBéoelg Atoveg Agtypata-a@opués  ywa  ovl)tnon
YAwko

e Eumet | Oplopog Ice-breaking question 2Ti Bswpeite
pleg ovumepiAnymg/ovume | 6Tl elvait
TOV PUNTITIKNG ovuTepANYN /CUUTEPIANTITIKY)
TapeX | ekmaidevong exmaidevon pe faon Ty eumelpia oag
Bovto (eumelpleg Tov TaPEABOVTOG);
S

e Eumel | Alapoppwon YE XTEAEXH THZ EKITAIAEYXHX
pleg TIOALTIKWV

«Ta oxoAela avoldav, oaAAd kAmolX

TOou oupmeEpPA Lo , , .
" ,p nung Y Bpavia mapapevouy adeLa...»
TapeA | TS e

86vTo | peTavasteutud] «Ta oxoAela avolgav, oAAd kAmolX
c umelpia Bpavia mapapevovv ddela, avtd TWV
o Tlpox\ TPOCPUYOTTOVAWYV KL TWV KOLVWVIKA
foelg QTIOKAELOUEVWV TALSLWV. H
Tou mAsloyniac  Twv  mSwv oV
ooV Slapévouv oe kaum, eite Sev eivat
T0G aKOpQ EYYEYPAUpEVQ, glte aduvaToLV
va TapaKoAovVO coVV ™mv
. Bottleneck Analysis 258
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mAekmaibevon, eite ovveyilouv va
TO  QLWVLO

TEPIHEVOUY v AuBel
TPOBANUA TNG LETAKIVNOT)G TOUG WOTE

Vo EMOTPEYPYOUV 1] VA TIAVE Yo TIPWTN
@opa& oto oxoAelo». Ta Tapamdvw
Tovilel petadd aAlwv n MpwTtoBovAia
EKTIULSEVTIKWV Yl TO SIKOUWUX TWV
TAS LWV TPOCPEUYWV KL HETAVACTWV

Kolvwon TG

o, 3
: en T L X
igin Egtim .

EFIATI KATTOIA O
. TTAPAMENOYN AA

MPWT. gKNaBeutikdy yia To Siraiwpa Twy nadiov nfoaq%w/p

D

«Atyootéc efaipéoelg amotedolv Ta
TS OV &V AVTIUETWTII(OVY AUTA
T  mpofANuata Kot ouviBwg
o€ UTEPUETPES
OUYKEKPLUEVWV
YEI

opeidovtal
TPOOTADELEG
avlpOTwy, OTMWG TOAAWV
(ZuvtovioTég Exmaidsvong
[Ipoo@Uywv)» TPOOoHETEL n
[MpwtofovAia Kal ouveyilel
eNywvTag 0Tl «ue T vEx dedopéva

Habnuatwv oty

exmaidevon, N Kataotaon ouveyilel
va elvatl Tpaytkn ywa ta Todid mov
HUEVOUV OTA KOUT, OOV Ol appodLoL
popelg Sev €youvv efaoariosl 1M

™G emavaieltovpyiag Twv Sl {womng
TpwToRaduix

ovuTepANYim ToUG 0TO GXOAE(ON.
259
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https://www.reddit.com/submit?url=https://thepressproject.gr/ta-scholeia-anoixan-alla-kapoia-thrania-paramenoun-adeia/&title=%C2%AB%CE%A4%CE%B1%20%CF%83%CF%87%CE%BF%CE%BB%CE%B5%CE%AF%CE%B1%20%CE%AC%CE%BD%CE%BF%CE%B9%CE%BE%CE%B1%CE%BD,%20%CE%B1%CE%BB%CE%BB%CE%AC%20%CE%BA%CE%AC%CF%80%CE%BF%CE%B9%CE%B1%20%CE%B8%CF%81%CE%B1%CE%BD%CE%AF%CE%B1%20%CF%80%CE%B1%CF%81%CE%B1%CE%BC%CE%AD%CE%BD%CE%BF%CF%85%CE%BD%20%CE%AC%CE%B4%CE%B5%CE%B9%CE%B1%E2%80%A6%C2%BB
https://www.reddit.com/submit?url=https://thepressproject.gr/ta-scholeia-anoixan-alla-kapoia-thrania-paramenoun-adeia/&title=%C2%AB%CE%A4%CE%B1%20%CF%83%CF%87%CE%BF%CE%BB%CE%B5%CE%AF%CE%B1%20%CE%AC%CE%BD%CE%BF%CE%B9%CE%BE%CE%B1%CE%BD,%20%CE%B1%CE%BB%CE%BB%CE%AC%20%CE%BA%CE%AC%CF%80%CE%BF%CE%B9%CE%B1%20%CE%B8%CF%81%CE%B1%CE%BD%CE%AF%CE%B1%20%CF%80%CE%B1%CF%81%CE%B1%CE%BC%CE%AD%CE%BD%CE%BF%CF%85%CE%BD%20%CE%AC%CE%B4%CE%B5%CE%B9%CE%B1%E2%80%A6%C2%BB

Baowkn myn Twv mpoANUATWY, OTIwS
vmootnpifetar,  evar  «n  Kown
Ymovpywn Amoégpoaon (KYA Apop.
Ala/TT.owk. 3060) cOp@wva pe TV
oTola amayopevETAL 1] KUKAO@OpLa
TV SUEVOVTWY TIOALTWV  TPITWV
xwpwv ota KY.T. kat otig Souég
@uoeviag 0Ang ¢ Emkpdrtelas.
MdAlota 1 StapopeTikny epunveia g
€xeL odnynoeL oty acknon eéovaiag
aTO HELOVWHEVH ATOUA KAl TNV ANYm
ATMO@PACEWY Ol omoleg pmopel va
UTIOVOUEVOOVV  TO SIKalwUa Twv
madwv otnv ekmaidsvon. Kabwg n
toxvovoa KYA B€tel Ta KauT KAt Tov
TMANOUOUO TOUG O U ATEAELWTN
KApPAVTiva, O0€ TOAAQ KOUT ol
avaoToAéG €€680v emBaAdovTal Kol
OTA TIULSLA TIOV (POLTOVV OTO GXOAELO.
To  Ymoupyeio Nadelag  xat
OpPNOKEVUATWV opeileL va
efaoparioel 0Tl kapia KYA 8¢ 6a
otafel eumddlo otn @oitnon OAwv
Twv Taslwv  mPoo@UYwV  OTO
oxoAgi0».

https://thepressproject.gr/ta-

scholea-anoixan-alla-kapoia-thrania-
paramenoun-adeia/)

7 for Inclusive Education in Greece

e Eumet | E@appoyn moAitikwyv | ZE EKITAIAEYTIKOYZE
ples | ovpmepiinymg v
TOV TS e
TOPEA | HETAVAOTEVTIKN
Bovto | eumelpia
S

e [lpokA
noeLg
TOU
Tapov
TOG
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https://thepressproject.gr/ta-scholeia-anoixan-alla-kapoia-thrania-paramenoun-adeia/
https://thepressproject.gr/ta-scholeia-anoixan-alla-kapoia-thrania-paramenoun-adeia/
https://thepressproject.gr/ta-scholeia-anoixan-alla-kapoia-thrania-paramenoun-adeia/

Meh )gox(bpl 8/9/2016

Ap TTpwr.22

A6 : Z0ANoyo Movéwv kai Kndepbvwy Tou Sou
Anporikol ZxoAgiou QpaiokdoTpou
email : 5dim-oraiok.thess.sch.gr
TnA: 2394032966

Mpog: Tov Mpdedpo TG Evwong Movéwy
Kov. TooAakidn ABavdoio
email : egoraio@gmail.com
TA: 6974495948

Karémv amépaong mng €KTaKTNG YEVIKAS OUVEAEUONS Trou
Tpayparotroiienke v Méptrmn 08/09/2016 kai wpa 18:45 pe
6épa (Mpéoguyeg — oxoAeia ) aTopaaioTnke opdPwWVa, N un
£vragn - TOmoBETNON TWV TAIBILV TWV TTPOTPUYWY OTO XWPO
TOU OXOoAgiou pag.

Ze avriBetn TepitrTwon Ba TpoBolpE TNV KatdAnyn Tou
OXOAIKOU KTIpiou.

ToA.Z tou ZuMGyou Movéwv kat Kndepbvwy
5ou AnyorikoU ZxoMloq QpaiokdoTpou

Zwypa@ld pabntplag SnpotikoL yla
T0 Swkaiwpa TV TSV otV

& Bottleneck Analysis
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exmaibevon (2020) («Makapt va
mnyava oxoAelo.», «Kat eyw»)

e IlpoxA | AfloAdynom moAttikwy | 'NA ETEAEXH THE EKITAIAEYZHE
foes | oupmepinymg b e bt e v
TOUL Taout, e vt s ans o yo e Y T 0
Tap6v b o e T o
oS ot i v e s

e Tpoos i e s o e o
oKieg et oo oo v gt

Tt we v & HETakoploeL kau §exwd pottnon oz dhko oxolelo.
Yt to e s v";‘;:év‘::l“;:ﬂ:;tﬁr;c:éwiu?oewpa¢u‘w 910 mAnpogopias oy
! nocoTKG i ; YYPadiv. Suvenis Sev Slaopadizol
néAdo oo s S e e
\Y
https://www.synigoros.gr/resources
/220421-antapokrish-dioikhshs-
porisma-entaxh-prosfygopoulwn.pdf
e "Amaiiwon ™G ekmaidsvong
TV TPOGPUYWV
Tédog omv Swdkacia Twv
ATOOTIACEWV TWV ZEI
ayvonoe mANpwG TNV Kelpevn
vopoBeoia (v.4547/2018), ta
KPLTN Pl TNG TPOKNPUENG TV
ATOCTIACEWYV KL TIG TIPOTACELG
TV [Tepupepelakwv
Ymmpeolakwv ZupBovAiwv
(AITYZIIE/ATTYZAE). Etou
TPOXWPNOE OE  AMOOTINOT)
OLVASEAP WV XwpIg T
TpocdvTa Tov TPOoPAETOVTAL
KAl  EMAEYOVTOG Vo UV
otedeywoel kaboAov pe ZEI
Kévipa omwg to Aavplo,
Bépowa, ta Tplkaia, Tnv
Kapditoa, tqv TpimoAn kat tnv
Kopw0o. Agev VTIAPXEL
TPOOKAN O ekdNAwong
evllapépovtog ywa XEI oty
Xlo, px Tmepoxn peilovog
onuaociag! MapaAAnia
UTLAPXOUV TIEPLOXEG TIOU OV
UTIAPXEL EMAPKNG OTEAEXWOT)
ue ZEIl. Xapakmmplotikd 1
; ;1% Bottleneck Analysis 262
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Avtiky Oeocadovikn pe 700
HaONTEG TNV TPONYOUUEVN
XPOVL& €xeL autn T otiyun 1
uovo  XuvtovioTtn Kal 1
Modakdoa pe 546 pabntég
emiong 1" Apbpo
https://meallamatia.gr/prosfy
giki-ekpaidefsi-oi-anisotites-
stin-ekpaidefsi-den-prepei-na-
eklamvanontai-os-fysiki-

katastasi/
['IA EKITAIAEYTIKOYX

e Ilpocd | [Ipotdoeig  ywx 1o | EvBela epwtnomn (and epsvvitpla):

okleg | uéAAov ™m¢ | Qpala, HANOCAUE YLt TIOALTIKEG
YlWX TO | CUUTIEPIANTITIKNG ovumepiAnymg. Towx Oa Ntav 1
exmaidevong TPOTAOT) 0AG;

263



https://meallamatia.gr/prosfygiki-ekpaidefsi-oi-anisotites-stin-ekpaidefsi-den-prepei-na-eklamvanontai-os-fysiki-katastasi/
https://meallamatia.gr/prosfygiki-ekpaidefsi-oi-anisotites-stin-ekpaidefsi-den-prepei-na-eklamvanontai-os-fysiki-katastasi/
https://meallamatia.gr/prosfygiki-ekpaidefsi-oi-anisotites-stin-ekpaidefsi-den-prepei-na-eklamvanontai-os-fysiki-katastasi/
https://meallamatia.gr/prosfygiki-ekpaidefsi-oi-anisotites-stin-ekpaidefsi-den-prepei-na-eklamvanontai-os-fysiki-katastasi/
https://meallamatia.gr/prosfygiki-ekpaidefsi-oi-anisotites-stin-ekpaidefsi-den-prepei-na-eklamvanontai-os-fysiki-katastasi/
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Annex 4b
‘Multi’ Focus Group Guide (English translation)

FOCUS GROUP GUIDE

Context

e Research Ethics - Recommendations, research content, consent
e Explain to the participants the focus group process -the fact that it is a
discussion

Ice-breaking questions
Meeting each other - ice breaking

1. Meeting the participants, let's make a circle to get to know each other -Tell
us a few things about yourself (yours studies, the department where you
work and your role in it)

Stimuli

Hypothesis Axes Stimuli for discussion

° Past

Experiences | pofinition  of Ice-breaking  question 2 What s

Inclusion/Inclu | inclusion/inclusive education based on your
sive Education |experience (past experiences)

Bottleneck Analysis 265
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FOR STAKEHOLDERS

° Past Developing «Ta oxoAela avolgav, aAAd kamowx Bpavia
Experiences |inclusion TAPAUEVOLY GSELX...»

policies for
children with
migrant/refuge
e  experience
and for Roma
children

«Ta oxoAela avolgav, aAAd xkamowx Bpavia

EVOUV X ! v
] Challen TAPAUEVOU adela, ovTa TW

ges of the
Present

TPOCPUYOTIOVAWY KAl  TWV  KOLVWVIKA
amokAelopévwy adlwv. H mieoymeia twv
TS LWV IOV SLAPEVOVV G€ KOUT, €(TE SV elvat
aKOUo EYYEYPAUUEVE, €lte aduvaTtovv va
TapakoAovBnoouvv v tnAekmaidevon, elte
ovveyilouv va TepLEVOUY va AVBEL TO aLwvio
TPOPANUA TNG UETAKIVIONG TOUG WOTE VA
EMOTPEYOLV 1] VA TIAVE YIA TIPWTT POPA GTO
oxoAeio». Ta mapamdvw Tovilel peTad AAAWV
n IpwtofovAiar EKTASEVTIKWY YlX TO
Sikalwpua Twv TSV TPOCEVYWV  Kal
usravoccru)v oTo oxo)&ao O€ QVAKO vacn ™s. |

; mu}—‘(&b 90"HEY‘~P§ icin Lg I"‘\ ot_,u\.au

o IIAT] KATTOIA OPAN

- TTAPAMENOYN AAEIA

MPWT. EKNABEUTIKOY Yo o Xummlm Twv nadilv nrucq\.ow/pcmvumuv ato

«AlYyooTEG €EAPETELS ATIOTEAOVV TA TALSLA
IOV 8€V AVTILETWTI{OVV AU TA T TTPOBA AT
Kal ouvnOwg o@ellovtal o UTEPUETPES
TPOOTAOELEG  OUYKEKPLUEVWY  avOpOTWYV,
o0mw¢ moAAwv XZEIT (Zuvtoviotég Ekmaidevong
[Ipoo@Uywv)» tpocBetel ) [lpwTtoBovAia kat
ovveyilel e€nywvtag OTL «e Ta véa dedopéva
™m¢ emavodertovpylag Twv S {wong
HOONUATWY 6NV TTpWwTORAB L eKTTaiSevom, 1)
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KATAoTAoN ouveXilel va eival TpayLKn Yo Ta
TSl Tov  PEVOUV OTA KOUT, OTIOU Ol
apuodiol @opeig dev €xouvv e§ao@aliiosl ™
ovumepANYm TouG 6To oY0AE(O».

Baowky mnyn twv mpoBAnpATwyY, OTWG
vmootnpiletal, eivar «n Kown Ymoupywkn
Amogpaon (KYA ApBu. Ala/T'TLowk. 3060)
OUUE®WVA HE TNV OTolx amayopevETAl 1)
KUKAO@oOpia TwV SUEVOVTWY  TIOALTWV
Tpltwv xwpwv ota KY.T. kat otig Soueg
@ oeviag 6AnG ¢ Emkpatelag. MaAlota 0
SLOPETIKT epUnVela TNG ExEL 0ONYNOEL TNV
aoknomn eEovolag amd HEPOVWUEVA ATOUA KOl
™mv ANYm amo@dcewv oL 0Toleg UTopel va
UTIOVOUEVOGOVV TO SIKALWUA TWV TALS LWV 6TV
ekmaidevon. Kabwg 1 ioxyovoa KYA Bétel ta
KOUTE KXL TOV TANOUG O TOUG O€ Lo A TEAELWTN
KApavTiva, 0€ TOAAA KOUTT Ol OVOOTOAEG
€€0dov emBaAlovTal Kol oTto TOSLA TOV
@oltovv oto oxoAeio. To Ymouvpyeio MMadelag
Kal Opnokevudtwy o@eldel va eEao@aiioet
o0tL kapla KYA 8¢ Ba otabel eumddio oty
@oimon 6Awv TwV TALSLWV TTPOCEUYWV GTO
oXOAgl0».

https://thepressproject.gr/ta-scholea-
anoixan-alla-kapoia-thrania-paramenoun-

adeia/)
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Implementatio | FOR EDUCATORS
n of inclusive
° Past )
. education
Experiences lici ¢
olicies or
° Challen | P _ _
ge S Of the Chlldren Wlth A6 : Z0ANoyo Movéwv kal Kndepbvwy Tou Sou
migr‘an t /re fuge Anponxgn; Zxo)\eio: (;paloxdorpou
il : 5di iok.t .sch.
Present _ Tk 230403066 o
e exp erience Mpog: Tov I'Ipéeﬁpo‘mg ‘Evwong MNovéwv
and for Roma syl eccoskonnl con,
. TnA: 6974495948
children
Karémv amméeaong g KTAKTNG YEVIKKG OUVEAEUONG TTOU
Trpayparotroiienke Tv Méptrm 08/09/2016 kai wpa 18:45 pe
6épa (mpéoguyeg — axoAeia ) amogaaioTnke opd@wWva, n un
£vragn - TOTOBETNON TWV TAIBILV TWV TTPOTPUYWY OTO XWPO
TOU OX0Agiou pag.
Ze avriBeTn TrepiTwon Ba poBoupE 0TV KatdAnyn Tou
axoAIkoU KTipiou.
ToA.Z T1ou ZuMGyou Movéwv kal Kndepévwy
50u Anporikou Zxo)\‘z/ioq QpaiokdoTpou
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Drawing by a primary school student on
children's right to education (2020) ("I wish I
went to school.”, "Me too")
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FOR STAKEHOLDERS
*  Challen | Evaluation Of | Mot st smeo s st s
ges of the|Inclusive i et T b e s
Present Education :ﬁf;:,:fiﬁﬂif:ﬁf:uff:ﬁf&fﬁiﬁf‘a‘:;omm;ff"'E"-r;:mfem".'LZ:T"EW‘.‘T:?“
e  Future | Policies ot Tt s A e et oo s
. 0 V0 oxoAElo npuoupyeita to ebe g arn . e KPS E180MOINON Tou oxoAeiou poékeuang 1
Expectation Suvartstma Suavpasc ex uepouf?:v"fi‘il”:‘:;?Z‘;‘Z‘:iiiﬂ.iﬁii;’::::;" R
MPOKEUEV0U Vot eYypagoly véot aBe, SeSoévou bri amayapeserat v gep koo
: e b oo e T Bl o,
o i ot g e 7 g i o
oo g i 99570 0 o
https://www.synigoros.gr/resources/22042
1-antapokrish-dioikhshs-porisma-entaxh-
prosfygopoulwn.pdf
e "Amailwon TG ekMaiSevong Twv
TPOCPUYWV
Télog  omnv Swadikaoia  Twv
amoomdocewyv Ttwv XEIl  ayvonoe
TMANPWSG TNV Kelpevn  vopoBecia
(v.4547/2018), Ta xpumplx NG
TPOKNPUENG TWV ATIOCTIACEWY KAl TLG
TPOTACEL  TWV [Teppepelakwv
Ymmpeolakwy ZuppovAiwy
(AITYZIE/AITYZAE). 'Etol mpoxwpnoe
0€ AmOOTAON CUVASEAPWV XWPI§ Ta
TpocdvTa TOoU TPOPAETOVTAL KoL
EMAEYOVTAG VA UMV OTEAEXWOEL
kaBoAov pe ZEII Kévipa Omwg To
Aavplo, ™ Bépoiwa, ta Tpikada, thv
Kap8itoa, v TpimoAn «kat v
KopwBo. Aev vmapxet mpodokAnom
ekdnAwong evdlapépovtog yia XEII
otn Xio, pa Tmeployn peifovog
onuaociag!  MapdAAnAa  vmapxouvv
TIEPLOYEG TIOU SEV UTAPXEL ETMAPKNG
oteAéywon pe ZEIL Xapaktnplotika n
Avtikny Oecoarovikn pe 700 padBntég
TNV TIPOTYOULEVT XPOVLA EXEL AUTN TN
oty 1 povo ZuvrtovioT KAt 1
MaAakdaoo pe 546 pabntég emiong 11"
ApBpo
https://meallamatia.gr/prosfygiki-
ekpaidefsi-oi-anisotites-stin-
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FOR EDUCATORS

° Future | Proposals for | Direct Question (from the researcher): Ok,
expectations |the Future of|since we talked about inclusion policies.
Inclusive Which would be your proposals?
Education
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Annex 5
Profiles of the participants and technical elements of the

interviews
Interviews
Pa Job Code Age Gen Acti Prev Date Spac Dura Tech Type
rti Title/Pro der ve ious and e tion nical of
cip file role roles Tim reso reco
an in (Opt e urce rdin
ts educ ional S g
atio )
n

1 Stakehol I1.S 45- Fem Mini Teac 11/6 Skyp 45:5 Com Audi

der T 50 ale stry her /202 e 3 pute o
1, T, reco
12.4 mob rdin
5 lile g
pho
ne
2 Stakehol 12.S 45- Fem Insti 24/6 Skyp 1:16 Com Audi
der T 50 ale  tutio /202 e :36 pute o
n of 1, meet r, reco
Educ 13.0 ing mob rdin
atio 0 ile g
nal pho
Polic ne
y
3  Stakehol I3 S 45- Male Inter 10/6 Web 1:13 Com Audi
der T 50 nati /202 ex 45 pute o
onal 1 r, reco
Orga 19.3 mob rdin
nisat 0 ile g
ion pho
ne
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4  Educatio [4_ 50- Fem Educ - 10/6 Web 1:23 Com Audi

n EC 55 ale atio Scho /202 ex :05 pute o
Coordina n ol 1, Meet r,mo reco
tor Coor lead 16.1 ings bile rdin
dina er 5 pho g
tor ne
Teac
her
(Sec
onda
ry
Educ
atio
n)

5 Educatio I5_E 50- Fem Refu 11/6 Skyp 1:08 Com Scre
n C 55 ale gee /31, e :29 pute en
Coordina Educ 19:0 I, reco
tor atio 0 head rdin

n pho g

Coor nes,

dina micr

tor oph
one,
inter
net
conn
ectio
n
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6 Principal [6_P 50- Fem Prin Teac

/Teacher T 55 ale

7  Principal 17_P 55- Fem
/Teacher T 60 ale

8 Principal I8_P 55- Fem
/Teacher T 60 ale
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Educ
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10:0
0
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10/6 Skyp 01:0
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1,

18.3

0

6:00
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/202 e
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19.0
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Com
pute

head
pho
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ectio
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pute
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pute
r,mo
bile
pho
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Scre
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reco
rdin

Audi

reco
rdin
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9 Stakehol 19 S 50
der T

10 Stakehol I10_ 55-
der ST 60

11 Educatio [111_ 48
n EC
Coordina
tor

. Bottleneck Analysis

Male

Male

Male

/ for Inclusive Education in Greece

The
gene
ral
man
ager
of
the
admi
nistr
atio
n for
Spec
ial
Educ
atio
n

Man
ager
of

Loca

admi
nistr
atio
n of
educ
atio

Loca

admi
nistr
atio
n of
educ
atio

Teac 24/6 Zoo 56.5
her |, m 1
(Spe 17.0

cial 0

Educ

atio

n)

Scho 24/6 Zoo 33.3

ol 9.00 m 9
Prip

ncip

al

26/6 Web 50:0

10:0 € 0

0

Com
pute
I,mo
bile
pho
ne

Com
pute
r,mo
bile
pho
ne

Com
pute
I, mo
bile
pho
ne

Audi

reco
rdin

Audi

reco
rdin

Audi

reco
rdin

275



12 Educatio
n
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n
Coordina
tor

14 Principal
/Teacher

15 Principal
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17 Principal I17_ 30- Fem
/Teacher PT 35 ale

18 Principal 118_ 30- Fem
/Teacher PT 35 ale

19 Principal 119_ 30- Fem
/Teacher PT 35 ale
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Annex 6
Profiles of the participants and technical description of the focus
groups

Focus Group 1

Code: F1_ST

Date and Time: 30/6/2021, 13.00

Space: online via Skype Meetings

Duration: 1:17:55

Technical resources: Computer, Mobile Phone

Type of recording: Audio Recording

Parti Job Title/Profile

cipa

nts

20 Stakeholder

21 Stakeholder

22 Stakeholder

23 Stakeholder

24 Stakeholder
Bottleneck Analysis

Age

45-50

45-50

45-50

45-50

45-50

/ for Inclusive Education in Greece

Gender

Female

Female

Female

Female

Female

Active role
in
education

Ministry of
Migration
and Asylum

Educational
Coordinato
r

Institution
of
Educational
Policy

Institution
of
Educational
Policy

Institution
of
Educational
Policy

Previous
roles
(Optional)

Ministry of

Education

School
Counselor

Teacher

Counselor

Unit for

Intercultur
al Schools
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Focus Group 2

Code: F2_PR

Date and Time: 01/07/2021, 19:00

Space: Skype

Duration: 1:32:43

Technical resources: Computer, headphones, microphone, internet connection

Type of recording: Screen Recording

Parti Job Title/Profile  Age Gender Active role Previous
cipan in roles

ts education  (Optional)
25 Practitioner 50-55 Female Refugee Teacher

Education  (Secondary
Coordinato Education)
r

26 Practitioner 50-55 Female Refugee Teacher
Education  (Secondary
Coordinato Education)

r
27 Practitioner 55-60 Female Principal Refugee
Education
Coordinato
r
28 Practitioner 50-55 Female Teacher
(Secondary
Education)
29 Parent 45-50 Female Head of a
Parent’s
Association
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Focus Group 3

Code: F3_ST
Date and Time: 10/07 11:00
Space: Online via Webex

Duration: 2:05:35

Technical resources: computer and mobile phone

Type of recording: audio and Screen recording

Partic Job Title/Profile  Age

ipant

S

30 Stakeholder 60

31 Stakeholder 60

32 Stakeholder 60
. Bottleneck Analysis
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Gender

male

male

Male

(Primary
School)

Active role
in
education

Educational
Coordinato
r of Special
Education
and
Inclusive
Education

Educational
Coordinato
r of Special
Education
and
Inclusive
Education

Head
Manager of
a Center for
Educational
and

Previous
roles
(Optional)

Teacher
(Primary
Education)

Teacher
(Primary
Education)
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Counseling

Support
33 Stakeholder 40 Female Teacher ata
Center for
Educational
and
Counseling
Support
34 Stakeholder 48 Male Psychologis
tina special
school
Focus Group 4
Code: F4_PR
Date and Time: 30/6/2021, 19.00
Space: School
Duration: 1:36:58
Technical resources: Mobile Phone
Type of recording: Audio Recording
Participant Job Age Gender Active role Previous
S Title/Profil in roles
e education (Optional)
35 Practitioner 50 Female Teacher of -
the
mainstream
school
36 Practitioner 35 Female Special -
education
teacher
. Bottleneck Analysis 281
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37 Practitioner 23
38 Practitioner 60
39 Parent 47

it )’j}. Bottleneck Analysis
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Female

Female

Female

Special Primary
education Education
teacher Student

Principal Teacher of
the
mainstream
school

Mother of a -
child with
autism
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Annex 7
Short CVs of the members of the research team

George Androulakis (Coordinator and Principal Investigator) studied
Linguistics and Sociolinguistics at the Universities of Athens and Paris 7. He has
taught as adjunct or visiting professor at several Universities in Greece, France,
Switzerland, Canada, and the UK. Since 2010, he is Professor of Sociolinguistics
and Language Teaching, and Head of the Greek Language and Multilingualism Lab
at the University of Thessaly. From 2016 to 2018 he served as Vice-President for
Academic and International Affairs of the Hellenic Open University. His research
focuses on migrant and refugee communities, language policy, language teaching,
open and distance education. He has been the academic coordinator of many
European and national projects, and he is regularly invited as expert for the
European Commission and the Council of Europe.

Diamanto Filippatou (Co-Investigator) is currently an Associate Professor of
Learning Disabilities in the Department of Psychology at the National and
Kapodistrian University of Athens. She studied Psychology and Special Education
in the University of Athens and the Victorian University of Manchester, UK. She
has rich clinical experience in mental health in Greece in diagnostic assessment of
pupils’ educational needs and intervention programs. She has led and participated
in national research projects in Special Education and Educational Psychology and
in teacher training programs She has many publications in Greek and
international scientific journals. Her research interests focus on assessment of
educational needs, Learning Disabilities in reading and writing, inclusive
education, psychosocial adjustment of SEN students, and differentiated
instruction.

Roula Kitsiou is an Assistant Professor of Sociolinguistics at the Department of
Language and Intercultural Studies of the University of Thessaly, and a tutor of the
module ‘Critical Pedagogy’ (MA program ‘Language Education for Refugees and
Migrants’, Hellenic Open University). Her postdoctoral research referred to
Arabic-speaking young refugees’ literacy practices (University of the Aegean, state
scholarship, 2019-2021). She has been working in research projects concerning
social and educational empowerment and integration of groups with a migrant
and refugee background since 2010 as a member of the Greek Language and
Multilingualism Laboratory (University of Thessaly). Her research interests
include Sociolinguistics of writing, Sociolinguistics of Immigration, Second
language education, (Multiple/Multi-)literacies, Multimodality, and Qualitative
and Critical Research Methodologies.
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Manto Koutsiouki is a Primary Special Education Teacher. She graduated from
the Democritus University of Thrace and afterwards she specialised in Special
Education. At the moment she is a postgraduate student of School Psychology of
the National and Kapodistrian University of Athens. Her research focuses on social
and emotional education programs and methods to enhance cognitive skills of
children in special and regular education (school and preschool). She has also
participated in a published article on "Quick Incidental Learning” and
consolidation of new words through the telling of stories to primary school
children.

Mariarena Malliarou is a PhD Student at the Department of Primary Education
(University of Thessaly). Her thesis is about “Language perspectives, attitudes and
practices of parents and children with a bilingual / multilingual background: From
family language policies to language use”. Also, she has Bachelor’s degree in
Primary Education and a Master of Arts (M.A.) degree in Contemporary Learning
Environment and Design of Teaching Materials in Humanities (University of
Thessaly). She is an active member of Greek Language and Multilingualism Lab,
and she has many responsibilities in various roles (e.g., project management,
research team, organisation of workshops and conferences, editing of
publications, etc.). She has been involved in various research and educational
programs. Her research interests include: Linguistics, Sociolinguistics and
Language Teaching, Language Policies and Politics of Identity, and Qualitative
Research Methodology.

Iro-Maria Pantelouka has a Master’s Degree in “Contemporary Learning
Environments and Curriculum Development” from the Department of Primary
Education, University of Thessaly, and has been working in research programs the
past few years developing various educational materials for children and adults.
She has been a member of the Greek Language and Multilingualism Laboratory
(University of Thessaly) since 2012 and has been participating in several research
projects aiming to refugee and migrant integration and inclusion via educational
empowerment. Her research interests are educational technologies, educational
material development, visual design and implementation, and task-based
language teaching and learning.

Karolina Rakitzi is a Doctor of Teaching Methodology and University Pedagogy.
The title of her thesis was “Application of flipped classroom models in higher
education to create blended learning environments combining innovative
teaching methods” (scholarship from the State Scholarships Foundation in
Greece). At this stage, she is working in the Office of Practical Training at the
University of Thessaly providing support and managing the traineeship of
students. She has a degree from the Pedagogical Department of Primary Education
of the University of Thessaly (2012) and a Master's degree on "Organisation and
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Administration of Education” from the same institution (2015). She is a member
of Greek Language and Multilingualism Laboratory (2011-today) and has been
participating in several research projects conducting research and taking
management and administrative responsibilities. Her research interests include:
Educational Innovation, University Pedagogy, and Management of human
resources.

Alexandra Stavrianoudaki is a PhD student and her Doctorate Thesis is entitled
“The effects of Inquiry Based Learning (IBL) on students' higher order thinking
skills’ development. An implementation in the History lesson. She is also a
researcher at other research programmes of the University of Thessaly related to
“Teaching Controversial History Issues”. Alexandra has also significant conference
participations and publications. One of her papers has been selected to be
published between the 16 best papers of ISATT 19’Conferrence from the Brill
publishing house.

Sofia Tsioli is a Doctor of Applied Linguistics and Research Methodology
(National and Kapodistrian University of Athens). As a member of the Greek
Language and Multilingualism Laboratory she has participated since 2014 in
various research and educational programs regarding the educational and social
integration of children and adults with refugee/migrant experience. At the
University, she has taught courses on Bilingualism and Research Methodology.
She is currently a postdoctoral researcher (University of Thessaly) in
Sociolinguistics with a focus on: Education Policy and Language Rights. Her
research interests include Language Education Policy, Educational Linguistics,
Qualitative Research Methodology, and Human Rights. She believes that utopias
could come true.

Vassiliki Tzika is a Primary School Teacher in an inclusive class and an MA
holder. At the moment, she is a PhD Candidate researcher in the Pedagogical
Department of Primary Education at the University of Thessaly in Greece with
fellowship by the Hellenic Foundation of Research and Innovation (HFRI). Her
research interests focus upon contemporary teaching methods and processes,
cross- curricular skills, project-based learning, students’ voice, life-long learning,
students’- teachers’- parents’ collaboration, differentiated instruction, teaching
writing texts’ process, student-teachers’ training and also projects about
cultivation and promotion of emotions, empathy, inclusion and diversity. She has
participated in many educational conferences and published articles in
educational books and journals.

Fani Valai is a PhD Student in Literacies at the University of Thessaly. She holds a
Master of Arts in the area of Innovative Design and Implementation of Educational
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Material from University of Thessaly (2016) and a Bachelor Degree in Primary
Education from University of loannina (2010). She is a primary school teacher and
she has been working for many years in Roma students education in primary
school settings and, the last years, she is working in refugee students education.
She is a member of Greek Language and Multilingualism Laboratory of University
of Thessaly and her research interests include literacies, linguistic ethnography,
language teaching, and multilingualism.
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