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1., INTRODUCTION
In accordance with:

a) Decision 88/231/EEC of the Council of 18 April 1988 establishing a
seacond Hel ios programme of community action in favour of handicapped
people (1) and its articlie 8, paragraph 2

b) the conclusions of the Counci! and the Ministers for Education meeting
within the Council (87/C211/01) of 14 May 1987 concerning a programme of
European co-operation on school integration of handicapped people (2),

c) Resolution (90/C162/02) (3) of the Council and Ministers for Education
meeting within the Council of 31 May 1990 on the integration of
handicapped children and young people within ordinary educational
systems,

the Commission hereby presentsa report on the progress with regard to the
implementation of the policy of school integration within the Member States
(1988-1991) to the Council, the Education Committee and the European
Parliament.

In order to produce this report the Commission invited Member States to submit
their national contributions on the basis of the questionnaire (see Appendix
1) before 31 November 199t1.

As some contributions did not arrive within the specified time |limit, it was
not possible to include the contents of the present report in the report of
the Commission to the European Pariiament and the Council on the
implementation and results of the HELIOS programme (1988-1991) (4).

This report analyses the current situation in the Member States and the
progress in implementing the policy of school integration of handicapped
people.

It thus constitutes a more comprehensive analysis of the situation presented
in the Commission working paper of 1988 (5). These two documents may be
compared in order to achieve a closer understanding of the progress that has
besn made with regard to the implementation of school integration in the
Member States since 1986.

it is apparent that the concept of integrating handicapped pupils and students
in an ordinary environment is spreading and for this reason the desire to seek
a convergence of views on a Community level can only further the
implementation of action programmes, where necessary in close co-operation
with the special environment.

(1) 0.J. No. L104 of 18 April 1988, p. 38

(2) 0.J. No. C211 of 8 August 1987, p. 1

(3) 0.J. No. C162 of 3 July 19890, p. 2

(4) Report of the Commission to the European Parliament and the Council on
the implementation and results of the HELI10S programme (1988-1991),
SEC(92)1208

(5) Work ing paper of the Commission Services on the progress in implementing
the policy of school integration of handicapped people (1986) - SEC(86)
1758 and SEC86 1758/2
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The Commission has seen clear progress towards the achievement of the
possibilities elicited in the various Community texts with regard to
integration and witl continue to support the action of Member States in
pursuing their efforts to cater more for the educational needs of handicapped
pupils and students in ordinary education.

1.1, Community action in the area of school integration

The integration of handicapped young peopie in the ordinary school system has
seen a constant advance over the last few years in alil countries, although not
at the same speed nor with the same political will.

The concerns became apparent in the Resolution of the Council and the
Ministers for Education meeting within the Council (76/C308) on 13 December
1976 with regard to the measures to be taken to improve the preparation of
young people for empioyment and to assist in their transition from education
to working life(8). In its paragraph Ilic the Resolution provides for the
implementation of pilot projects and studies to promote the assessment and
deve lopment of national policies for specific problem groups, such as
physically and mentally handicapped young people. This initiative was
extended by the Resolution (82/C193) of the Counci! and the Ministers for
Education meeting within the Council of 12 July 1982 concerning the measures
to be adopted to improve the preparation of young people for employment and to
assist them in their transition from education to working life (7).

In 1980 the Commission published a study on special education in the European
Community (8) which describes the state of education in a special environment
in Europe and the action taken with regard to handicapped students.

in 1881 the Council in its Resolution (81/C347) on the social integration of
handicapped people (9) explicitiy encouraged the school integration of
handicapped children.

Since that time the Council and Ministers for Education have recommended that
Member States cater for handicapped pupils within the ordinary educational
system, while still recognising the important role of specialist education.

This change has gradually led to the adaptation of educational systems to
allow handicapped pupils the same opportunities as other young peopie in
having access to vocational qualifications for employment in an ordinary
working environment and for maximum integration into ordinary life.

This integration, then, is designed to offer handicapped young people an
education which meets their special needs within ordinary schools rather than
special institutions in as far as the abilities and motivation of the child
and its parents allow.

(6) 0.J. No. C308 of 20 December 1986, p.1

(7) 0.J. No. C193 of 28 July 1982, p.1

(8) STUDIES: Specialist education in the European Community, education
series No. 11, (1980) catalogue No.: CB-NQ-78-011-FR-C

(9) 0.J. No. C347 of 31 December 1981, p.1
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This change in approach led to the Council and Ministers for Education meeting
within the Council on 4 June 1984 to adopt conclusions (point 1V) on the
school integration of handicapped persons (10) which promote a series of
measures within national educational systems with a view to promoting better
integration of handicapped children in ordinary schools. The Commission has
been instructed to take account of school integration in Community measures
already adopted or at the planning stage. A “school integration®" Working
Party has been set up.

Composed of governmental experts responsible for the policy of integrating
handicapped persons, the Working Party’'s mandate is to enable continuing
discussions and reguiar exchanges to take place on the main problems invoived
in the integration of handicapped children into school systems.

Lastly, the Education Committee has been asked to report on the progress in
implementing the policy of school integration of handicapped peopie.

The Commission, assisted by the governmental experts of the Working Party on
school integration, prepared a working paper in 1986 from national
contributions. This paper was suppl!emented in 1987 by contributions from
Spain and Portugal subsequent to the accession of these countries to the
European Community (5) and served as a basis for the conclusions (87/C211/01)
of the Council and the Ministers for Education meeting within the Council of
14 May 1987 concerning a programme of European co-operation on school
integration of handicapped people (2).

In fact, in the light of the progress in school integration in the 12 Member
States, the Ministers for Education decided to extend the current programmes
by undertaking four years of co-operation and exchange activities on a
European level which the Commission was to implement in order to support the
measures taken in the Member States. When the programme is implemented, the
Commission is urged to ensure that there is close co-operation with the HELIOS
action programme to foster the social and economic integration and everyday
independence of handicapped people. Because of a lack of funds associated
with these conciusions the programme could not be instituted in 1987.

1.3, Community action in the context of the HELIQS programme (1988-1991)

The HEL10S programme which concerns the promotion of the vocational training
and rehabilitation, economic integration, social integration and independence
of handicapped people was adopted on 18 April 1988 with retrospective effect
from 1 January 1988. Article 4 e) provides for close co-ordination with the
Europesan co-operation programme adopted by the Counci! in 1987. Consequently
the studies conducted in response to the 1987 conclusions were included in the
overall policy pursued within the HELI0S programme.

(10) 932nd meeting of the Council and the Ministers for Education meeting
within the Council - Luxembourg - 4 June 1984 - 7605/84 (Press 98)
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The four-yearly co-operation programme on school integration adopted by the
Council in 1987 provides for the achievement of the greatest possibie
integration of handicapped people and the promotion of measures concerning the
removal of physical obstacles, teacher training, the development of syllabuses
and the promoting of greater awareness among families and local communities.

The Commission is instructed, with all necessary assistance from the Member
States, to apply the four-yearly co-operation and exchange programme on a
European level. A list of topics for research reflects the concerns of the
Council and provides guidelines for the studies to be conducted:

1. Specialist systems and integrated situations
2. Teachers and parents

3. The learning environment

4 Full-time schooling

The Council, on the proposal of the Commission, renewed the Working Party's
mandate on the school Integration of handicapped people so that it couid
finalise the programme and monitor its operation.

The activities developed within the HELIOS programme, particularly the network
of local model activities, in the area of schoo! integration and the annual
European conferences on specific topics played a major role in the definition
of concepts and the deveiopment of ideas which the present report attempts to
summarise. To this end reference should be made to paragraph 2.2 - 2.1, Local
modei activities | - school integration (LMAI) and paragraph 4.2.2, Activities
in retation to school integration, of the final HELIOS report (4).

Thus, following the conclusions drawn from the first European Conference on
“Handicap and Education" (Rotterdam 25-27 October 1989), the Council and the
Ministers for Education meeting within the Council, at the instigation of the
Irish presidency, in May 1990 adopted a resolution concerning the integration
of handicapped children and young people in ordinary education systems (i11).

The Resolution states that education policy in all Member States should be
directed towards the integration of handicapped children and young peopie in
ordinary education systems with the assistance where necessary of the existing
specialist sector and/or services.

The Council acknowiedges that the improvement of school integration requires
special efforts and in the context of the final HELIOS report considers it
necessary that the report should also take account of the measures and
progress achieved by broadening the scope of the questions raised in the
European co-operation programme of 1987.

The Resolution also invites Member States to support the Commission in
preparing a general report on the impiementation of the HELIOS programme and
the other facts relating to integration in the ordinary system. The report
should aiso contain a summary of the main projects and plans designed to
further the policy of integration.

(11) 0.J. No. C162 of 3rd July 1990, p.2
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Finally, the Commission, in co-operation with the Education Committee and the
schoo!l integration Working Party, will ensure that all the programmes and
activities which it supports in the areas of education, training, young people
and the transition to aduithood and working |ife should take account of the
special needs of handicapped persons. (n this way it wil! be possible to
measure the shift in attitudes towards integration, resulting progressively in
the general and cohesive integration of handicapped young people in all the
community programmes relating to them.

The Resoiution of 31 May 1990 therefore gave further impetus to the
consideration given to the integration of handicapped young people in ordinary
schools and stimulated joint community efforts to accelerate the process
current |y under way.

Thus, foliowing the conclusions of the second European Conference on "Handicap
and Education™ held at Cagliari from 25 to 27 October 1990 on the subject of
“parents and teachers in education”, the Luxembourg presidency presented a
draft resolution (12) to the Education Committees on the training of teachers
integrating handicapped children and young people and the role of parents in
integration in ordinary education.

The project was discussed within the Education Committee and deferred, as the
members of the Coomittee wished to take stock of the progress towards schooil
integration in the community before adopting any new initiatives in this area
(13).
.

1.

All the statistical data presented below are derived from the national reports
and aiso from other documentary sources, such as EUROSTAT (14) or the UNESCO
Statistical Yearbook (15). Without wishing to cast doubt on the general
statistics provided by each national contribution, in some cases it appeared
more appropriate to use statistics collated for the 12 Member States as a
whole based on the same criteria (international Standard Classification of
Education I1SCED).

The general statistics presented in Table 1 relate to full-time and part-time
education in the ordinary educational system, as defined by the iInternational
Standard Classification of Education (ISCED).

(12) Meeting of the Education Committee on 13 and 14 May 1991, Luxembourg
(13) - Texts relating to the European policy of education, third edition,
June 1987 - Council of the European Communities - General
Secretariat - catalogue No.: BX-50-87-275-FR-C
- Suppiement to the third edition (December 1989) catalogue No.: BX-
58-90-910-FR-C
- Suppliement No. 2 to the third edition (1990-1991) (in press)
(14) “Rapid Statistics"”; population and social conditions 1992, EUROSTAT No.
1/1992 of catalogue No: CA-NK-92-001-FR-C
(15) UNESCO Statistical Yearbooks (1991)
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The ISCED levels are as follows:

- Pre-primary education (ISCED 0), education preceding the beginning
of compulsory schooling;

- Primary education (ISCED 1) corresponding to basic education which
is always compuisory and generally lasts § years;

- Lower level secondary education (ISCED 2) lasting 3 years in the
majority of cases and generally forming part of compulsory
schooling;

- Upper level secondary education (ISCED 3) starting at about the
age of 14 or 15 years, normaliy lasting 3 years and resulting in
access to university or higher education;

- Tertiary education (ISCED §, 6, 7) which covers universities and
all other forms of higher education.



TABLE 1

Number of pupils and students (x1000) by level of education (full and part-time) (1989-1990)

EUR 12 8 0K D GR E F IRL I L NL 4 UK
(1) (2) (2) (2)
Overall total 71.768 2.386 1.013 11.959 2.016 10.058 14.032 993 11.358 57 3.426 2.129 12.341
1st level 21.788 723 350 2.476 846 2.979 4.163 422 3.140 24 1.082 1.096 4.481
2nd level 32.929 1.020 479 6.042 835 4.918 5.749 356 5.279 24 1.555 159 5.913
3rd level 8.299 213 133 1.720 194 1.169 1.564 84 1.373 1 438 152 1.170

(1) Federal Republic of Germany before 3/10/90
(2) Special education excluded

Source: Rapid statistics: population and social conditions (1992)
EUROSTAT No. 1/1992 catalogue No.: CA-NK-92-001-FR-C

011095 v “dey
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1.1 General statisticas on the schoo| and university popuiation in the
Eurcopean Community

It should be stressed that the purpose of these often imprecise statistics
which are difficult to transpose from one Member State to another is to
attempt to identify the major trends from significant parameters.

Table 2 lists the data relating to the handicapped and non-handicapped
popuiation, including children and students. However, there are no
Community statistics on the handicapped population between the ages of 0 and
20.

The figures obtained come from a number of sources (national, international,
EUROSTAT (16)). These figures should be viewed with caution as it has
proved very difficuit to evaluate the handicapped popuiation for severail
reasons.

a. Precise statistical data do not exist in some States or have not been
pubiished. (Greece for example is in the process of undertaking an
individual census of all handicapped people).

b. Often they are estimates or partial surveys.

c. The definition of handicap and the degree of handicap adopted varies
enormousiy from one Member State to another and even within a member
State, depending on the nature of the problem considered (work,
school, financial grants, social security, etc.).

However, international organisations consider the handicapped population to
represent about 10X of the total population, giving about 35 mitlion
handicapped people in the 12 Member States (16).

Table 2 ylelds a figure of 10.3%X 2 (DK, D, E, F, NL, UK) which appears
correct, allowing for the lack of statistics for Greece and Luxembourg and
the underestimates observed for Beigium, Ireland and ltaly.

It can be seen that the percentage of handicapped persons to the total
population ranges from 2.4X (Belgium) to 14.9X (Spain).

With 71.768 miilion schooichilidren and students, the school and university
population accounts for about 21.9X of the total population.

(18) Handicapped peoplie: EUROSTAT statistical data, volume 1 and 2 (1991) -
catalogue No. CA-70-91-508-FR-C and
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TABLE 2:

ESTIMATE OF THE POPULATION OF HANDICAPPED
PERSONS

As a percentage of the total population

160% — 1A%

14.0%

120% _1NS% 116%

10.0%

8.0% |

64%

6.0%

40%
3%

2.0% |

0.0%

1
L J

B DK D GR E F IR 1 ¢ N P UK
1981 1991 4968 od. 1985 158081 1909 198 ad 1967 1980-81 1oas

Definitions

gt Adults (aged 14 years and above and not retired) unable to work.

oK' Adults (aged 15 to 64 years) unable to work.

D: Persons with a disability or a chronic disease. A <urvey orqanised in 1981-R3 tor the
Federal Ministry of Transport yielded a figure of 12.1%,

E: People with a disability, living at home.

GR: Data not available, census in progress.

F: People living at home with difficulties in daily life.

IRLY; Adults (aged 15 years and above and not retired) unable to work,

f: People with a permanent disability. Disability is defined in a limited <en<e.

L: Data not available.

NL: Physically handicapped people (aged 5 years and above) living at home.

piate People permanently unable to work,

UK: Adults (of working age) with a disability in Great Britain. The general survey of

househalds of 1988 gave a figure of 19% for Great Britain.

Note (a): The available data underestimate the number of handicapped people. ([n fact they
include only persons of working age who are inactive because of a disability.
The data for [taly do not include all the categories of the C.1.D.1.H.

Sources: Handicapped people: EUROSTAT statistical data, volume [ and II
(1991), catalogue No. CA-70-91-508-FR-C.
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1.2 Definition of the concept of handicap

The Worid Health Organisation (WHO) has established an international
classification with representatives from its Member States which acts as a
reference in the majority of Member States of the European Community. This
classification is based on the concept of deficiency, disability and handicap.
These definitions are summarised briefiy below on the level of health:

DEFICIENCY:

Loss of substance or deterioration of a structure or psycholiogical,
physiological or anatomical function.

Reduction (resulting from a deficiency), whether partial or total, in the
ability to accomplish an activity in a manner or within limits considered to
be normal for a human being.

HAND ICAP :

Social disadvantage for an individual resuiting from a deficiency or a
disability which limits or prevents the accomplishment of a role considered to
be normal (related to age, sex and socio-cultural factors).

The definition of “"handicapped people"” adopted in the HELIOS programme is: all
people with serious handicaps resuiting from physical or menta) conditions.
However, this definition is only partially reflected in the statistics
provided by the national contributions.

1.3 Definition of the handicapped pupi!l in the Member States

in BELGIUM, handicap is defined In relation to ordinary education.
Iirrespective of the degree of handicap, it is the pupil'’'s educational needs
which determine whether he is admitted to special education. This decision
depends on the possibilities and limitations of the “ordinary school". Based
on this principie the law on special education of 1970 states “handicapped
students are considered to bes all children and young people who, while capable
of receiving education, are nevertheless incapable of following it in an
ordinary school establ ishment”.

In the NETHERLANDS special education is intended for pupils identified as
requiring a remedial (orthopedagogical and orthodidactic) approach . This
approach must be impossible to organise in ordinary education.

in GERMANY special establishments and a numbsr of other flexible measures in
the area of special education have been provided so that handicapped children
and young people can make their right to a training and education relevant to
their special needs a physical reality. All handicapped pupils must receive
training commensurate with their individual requirements so that they can
become socially and occupationaliy integrated.
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Over the last twenty years it has become necessary and possible - as is
currently the case in the former GDR - to include in the educational system
handicapped pupils who had previously been exciuded because of the fact that
they were considered unable to receive training or who had been admitted to
medico-social establishments, generally on a permanent basis. The term
integration is used in several different senses.

Integration may, firstly, be conceived as an objective and in this case covers
all the efforts undertaken to assist handicapped children and adolescents in
the development of their personality and abilities so that they may assume
their role in society with the maximum degree of independence (integration as
an objective). .

Integration is aiso described as a methodological procedure to heip provide
specific educational support without institutional separation, encouraging
handicapped and non-handicapped pupils to (ive together as far as possible,
for instance in the form of education in the same class (integration as a
means).

In the third sense of the term, integration refers to all the preventive
measures intended to provide handicapped children and adolescents with early
support (integration as prevention).

With these different meanings, the result is that integration is understood to
be all the measures intended to improve the opportunities for handicapped
children and adolescents for social integration and to maximise the
interaction between handicapped and non-handicapped people.

in JIRELAND, the general policy of the Department of Education in the 1970°’s
was to maximise educational resources and to adopt a balanced view on the then
too prevalent assumption that the presence of a physical abnormality
necessitates in all cases special educational provision. Special education is
no longer synonymous with special schooling and many children no !onger have
to be separated from their peers in order to receive special help (1981).

“1t is the official policy of the Department of Education to educate as many
as possible of the physically disabled in ordinary schools, both primary and
post-primary, and there is evidence that this policy is enjoying some degree
of success”.

In FRANCE, the law (No. 75 - 534 of 30th June 1975) makes the sducation of
handicapped people a national obligation and provides for it to be given
“preferably” in ordinary classes to all children who are "abie to be admitted
despite their handicap".

Based on the iInternational Classification of Handicaps (1.C.H.) a new
definition of deficiency has been published (Order of 9 January 1989). A new
definition of slight intellectual deficiency has been created which differs
from that of the WHO.

The responsibility for special education is divided between the Ministry of
Education and health care, medico-educational and socio-educational
establ ishments under the supervision of the Ministry for Social Affairs.
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In GREECE the law of 1566/1988, article 32, defines pupils with special
educational needs as people with special needs who in general have specific
deficiencies or dysfunctions caused by physical, mentail or social factors to
such a degree that it is very difficult for them to participate in general and
vocational training, to find work or to participate fully in society.

In ENGLAND and WALES the 1981 Education Act defines the pupil as having
special! requirements if he has learning difficulties which are significantly
greater than those observed in the majority of pupils of the same age, or a
handicap which prevents him from using the facilities generally offered in
schoois by the "Local Education Authorities (L.E.A.)". The Act requires that
children with special educational needs should be educated in ordinary
schools, taking into account the parents’ wishes and other factors. Special
educational measures compatible with the education of other pupils are then
provided. The local authorities (L.E.A.) are responsible for deveioping their
own special education policy.

In SCOTLAND the 1980 Education Act has certain special features. Despite the
fact that there is no requirement to educate children with special educational
needs in an ordinary school the local authorities encourage this. The
education authorities require the preparation of a report on the handicapped
pupil’s needs.

In NORTHERN IRELAND the law of 1986 requires education authorities to identify
and to implement appropriate measures for pupils with special educational
needs. Articlie 32 states that it is a duty to ensure that a handicapped pupil
benefits from all the essential support in an ordinary environment.

In LUXEMBOURG the law of 5th August 19683 created special classes within the
framework of primary education for children of school age who, while being
capable of receiving education, were nevertheiess unable to participate
successfully in ordinary education either permanently or temporarily. The law
of 14th March 1973 specifies that the State should ensure that any child who,
by reason of his mental, behavioural or sensory characteristics cannot receive
ordinary or special education should be given the training required by his
condition or situation in the context of differentiated education.

A preliminary draft law encouraging the participation of handicapped children
in ordinary education and their integration in ordinary schools takes a
diametrically opposed view. In fact, Article B of the preliminary draft law
specifies that the State should ensure that all children of school age who,
because of their mental!, behavioural, sensory or motor characteristics, have
special educational needs should receive the assistance and support required
by their condition or situation through the differentiated education services.
Finally, Article C states that handicapped children attending a post-primary
or a post-secondary educational establishment should benefit from the support
and assistance services of differentiated education.

In SPAIN article 27 of the Spanish Constitution recognises the right of
everyone to education and freedom of education. Article 49 requires the
government authorities to institute a policy for identifying, treating,
rehabilitating and integrating peopls with sensory, mental and physical
handicaps who should then receive the special care required by their condition
as part of the rights conferred by the Constitution on all citizens.
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Article 23 specifies that handicapped people may be integrated in the ordinary
educational system and if necessary support programmes and facilities offered
to them.

Special education is provided on a temporary or permanent basis to people
whose integration in an ordinary environment is impossible under article 26 of
the law.

In DENMARK pupiis with an educational handicap are defined as students whose
develiopment requires special consideration or support. The basis for the
assessment of this special need is therefore neither the traditional handicap
categories nor an objectively measured degree of handicap but the individual
student’'s situation in relation to the expectations and demands of the
education system.

In JTALY law 517/77 abolished the transition classes and special classes and
spoecifies that:

1. Italian legisiation aimost always uses the term “handicapped person" to
refer to a subject suffering from physical, mental or sensory
deficiencies resulting in disabilities of a greater or l|esser degree
which adversely affect his reiations with the educational and non-
educational environment.

2. Responsibility for certifying handicaps rests with the mgdical
profession rather than with the teaching profession.

3. A deficiency is aimost always regarded as equivaient to a handicap. That
being so, a handicapped student could be defined as a student with
motor, mental and/or sensory disabilities as certified by a medico-
clinical declaration or diagnosis.

Lastly, it should be stressed that the meaning of the Italian term INSERIMENTO
(inciusion), namely "to place inside”, is not the same as that of INTEGRAZIONE
(integration) which means iiterally “to function together".

Since the entry into force of Law No. 517 of 1977 Italy may be said to have
seen a gradual and progressive transition, both in theory and practice, from
merely including handicapped students in the ordinary school system to an
overall integration into the class group and an integration of the activities
of all those who work in the school.

In PORTUGAL special education is seen as being a set of responses to special
educational needs of children and young peopie attending an ordinary or
special school. The ruies governing integration into ordinary schools are
laid down in Decree-Law No. 319/91 of 23 August.
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IN CONCLUSION, the approaches of Member States cleariy depend on the
definition of handicapped students.

Some States define handicapped pupils in refation to a classification and a
degree of handicap.

This approach, which was the majority view in the 1986 document on school
integration (5), is now in the minority.

One group of Member States, while still basing their definition on the
preceding concept, has introduced legisiation since 19868 which offers a more
flexible approach and opens ordinary education to handicapped students to a
far greater extent.

The majority of Member States has chosen a flexible definition based on the
special educational needs of the handicapped students.

Finally, a few countries have extended this concept to inciude all pupils with
learning difficulties resulting in special measures being introduced within
the ordinary educational framework.

Conscious of the wide variation in the concept of handicapped students,
several countries propose a new definition based on the idea of the maximum
interaction between the handicapped student and the school environment.
Others prefer to refer to a scale of types of integration ranging from
placement in special institutions to the provision of measures and assistance
to meet the special educational needs of each student.

In fact, the definition of a handicapped pupi! can be readily equated with
that of the W.H.0. classification.

The reason for this situation can be found in the education policies and the
educational structures of each country.

Lastly, few Member States define the abilities of a child in refation to the
purpose of the school, In other words the possibility of acquiring
occupational skills or a certificate leading to employment or incapacity for
work, based on a broad classification such as:

- employment in an ordinary environment

- semi-she | tered emplioyment

- sheltered empioyment

- incapacity for work
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1.4 Statistics on handicapped puoils:

Tabies 3 and 4 summarise the main features of the statistical data from the
national contributions. All the calculations relating to the students in
general were based on the EUROSTAT statistical sources in Table 2, which
dispiay a certain homogeneity among the 12 Member States.

The percentages given may therefore differ slightly from the figures in the
national reports.

Given the definition adopted in a number of European countries no
percentages or figures are given for the different types of handicap nor the
degree of handicap. The concept of special educational needs has been
adopted rather than ciassifying these needs in relation to a handicap.

in some national reports it is possible to obtain percentages of types of
handicap in terms of school levels.

Four countries (Denmark, irsland, Luxembourg and Portugal) have also
indicated the proportion of students with special education needs to the
whole school population, 9.7% for Denmark, 8.3%X for Luxembourg, 5§.1% for
lreiand and 12.8X for Portugal, an average of 9X. |t is apparent that there
are more than 1.165 million handicapped students in the European Community,
representing about 2.17X of the school! population receiving compulsory
education.

These figures incliude children admitted to all school environments and all
types of class.

Depending on the view of each country as regards the concept of an
integrated pupi! in an ordinary environment, on average about 74.3% of
handicapped students are in a special environment and 25.7% of students in
an ordinary environment. However, the figures need to be viewed with

caution since they may vary considerably with the Member State (Tables 3 and
4).

The percentage of handicapped students or students with special educational
needs as a function of the school population ranges from 0.51X for Spain to
12.8X for Portugal, with an average of 1.35% for Greece, Spain, ltaly,
Luxembourg, Ireland, Portugal and the United Kingdom. The figures for Spain
are only valid for 45X of the total school population, in other words that
part of the national territory which does not have autonomy with respect to
education.

The figure is between 2.9X and 5.35X for Beligium, Germany, France and the
Nether |ands.

These results suggest that in those countries where there is a precise
definition of handicap with a classification, the levels of handicapped
students are more than double those in other countries. These are aliso the
countries which apparentiy have the smalilest number of handicapped students
integrated in an ordinary environment.

However, it is dangerous to draw a comparison between the various figures
given as they are dependent firstly on the definition used in the Member
States and secondly on the educational structures.



TABLE 3: Number of handicapped pupils

Year EUR 12 [ ] DK 0 GR 3 F IRL | L NL P uK

Millioas

or % (89-90) | (86-87) (89-90) (90-91) | (89-90) | (89-90) | (89-90) | (89-90) (89-90) (88-89) (90-91) (88-89)
Total number of handicapped (1) 1.165 to | 60.735 248.011 15.800 40.126 353.613 ] 11.610 107.709 987 109.816 34.288 176.500
pupils (2) 1.535 88.572 (317.;56) - - - (40.000) - (3000) - (237.912)

(s ,

% handicapped pupils/ (1) mean
total aumber 2.17 34 s 12,82 2.9% 0.78 % 0.51% 3.56 % 1.5% 1.32 % 2.05 % 5.35 % 1.85 % 1.69 &
Primary and secondary pupils (2) 9% - - - - - 5.1% - 8.3 & - 12.8 % -
Number of pupils in 0.863 59.998 11.757 248.011 15.800 15.867 }328.954 11.610 833 105.090 7.213 119.100

millions
special environment
Primary pupils in special 31.515 8.437 8.491 (3) 70.621 /
environment / + +

3.119 2.482 (4)

Secondary pupils in special / 27.814 5.471 & 31.987
environment /
% pupils in special environment/ 74.3% 98.7 & 14,6 % 100 % 100 & 39.5 % 93.0% 100 % 0% 84,4% 95.7 % 21.0 % 67.5 %
Total aumber of handicapped
pupils

Soyrce:

Note (1):
(2):
(3):
(4):
(5):
(6):

report of the 12 Mesber States
total number of handicapped pupils by Member State according to definition of a handicapped pupil (or percentage)
total number of pupils with special educational meeds (or perceatage)

ia IRL special classes and special schools are distinguished
in the Netherlands 2482 pupils ave classified as having developmental difficulties
in Germany 317,456 pupils are classified as handicapped (ex. GDR)
in Spain 5,471 handicapped puplls are following an occupational training im a special school.

611998 Ju) “aey



IABLE 4R

Wumber of hondicapped puplls ia an nidinary enviconment (1) and In Individus) Inlegration

e 12 [ ] ” [ ] GR [4 f m ] [} m (4 L
[}
lotsl sumber of inlegrated 0,317 11 68.815 24.2%9 20630 102.709 100 4726 27.01% $7.400
puplls
Pre-school s3s 1.84) 7 6.022 2.090
190
16.388 $2.24) 14.91) 31.000
Primary (e2.779) 1 {2) l o
17.851 | pertial
Secnndary xw . s.27¢ 9.272 25.100
4.588 s
conblaed) $ 2.988 | [20d cycle)
% lotal susber of
Iategrated pupils/total mumber 2.1 % 2,2% 85,4 (R [ ] .5 % (A ] (X 100 & 0.0 % 4,3 1LY 2.3
of handicapped pupils (J) H * 1 1
Sevicr: Nepasls of the 12 Meshes Stales
Mote: (1) the schosl yesrs are those of Toble ).
(2) sartial or coabined indicstes part-line Integration
1M inr symbol * indicates that the number of integrated pupils
i mardinary coviconaent 15 wnknowns
TABLE &0
Handicapped puplils - GCencral data
e |
B DK D B Bs P IRL | L NL P UK TOTAL
Total nusher of
handicapped pupils 60.73S 80.572 248.011 15.783 40.126 353.613 11.610 107.709 987 109.816 34.288 176.500 1.239.750
natatoatiy BNL
integrated 7 22.838 24.259 24.659 107.709 154 4.726 27.075 57.400 269.557
popits (and 1) (12 %) | (28,3 %) (60.5 %) | (69 %) (100 %) | (156 %) | (43 %) (89 %) | 32.5%) | 21.74 %)
Humber ot part-1ime
inteararon moite sm 27 46.004
tand Xy (57 %) 2,7 %) 3,712 %)
Humber of pupils I1n
special clanses 6.033 8.892 175.718 3.119 193.752
tand 1) (7.5 %) (56,3%) (49,6 %) (26,8%) (15,62 %)
usber ol ils in
:,.,... “:::.: 59.998 5.724 248.011 6.901 15.867 153.236 8.491 306 105.050 7.213 119.100 730.437
tand X) 988 %) | (71%) (100 %) (43.7%) | (39,5%) 0,3%) (Mm.a2%) (81,7%) (95.7 %) (21,1%) (67,4%) (5891 %)

OZ109g " 1y} 88y
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1.5 Statistics on teaching staff

Although there are more than 3.5 million teachers of all levels in the
European Community (17), it is difficult to obtain complete and regularily
updated statistics. In addition, collecting statistics which are consistent
between Member States presents still further difficulties. Thus, the

statistics published by UNESCO are given below by way of illustration.

- In an ordinary environment

Table § lists the data on education at the pre-primary level
(kindergartens, nursery schools and open nursery classes in higher level
schools). Child care facilities, creches, etc. are in principle
excliuded. The figures relating to staff inciude all full-time and part-
time staff in public or private institutions.

The total of teachers inciudes full-time and part-time teachers, which
affects pupil/teacher ratios and makes them difficult to interpret.

The data in Tables §, 6 and 7 summarise the numbers of staff teaching
full-time and part-time in a pre-school, primary and secondary
environment. Some data are oid and many do not refer to the same year.
Given the refative stability of the teaching profession and the relative
stability of school numbers since 1985, the data presented provide
relative orders of magnitude in the absence of precise and comparable
statistics.

In the ordinary environment the ratio of the number of integrated pupils
per teacher in Dutch-speaking Belgium, Spain, italy and Portugal ranges
from 4 to 9.5. School support of handicapped students in an ordinary
environment does not appear to reduce significantly the number of
teachers necessary.

The ratio of 1/4 integrated students in an ordinary environment and 3/4
students in a special environment also appears to be reflected in the
number of teachers in the special environment and in the ordinary
environment providing specific support.

However it appears that the number of integrated children is under-
estimated as not all handicapped children in the public and private
environment are listed.

It is not possible to determine how important this factor is.
Most of the time integration occurs as a result of an agreement batween

parents and the educational team without reference to the academic
authorities and thus escapes any form of survey.

(17) UNESCO Statistical Yearbooks (1991)



Rep.int.Scol22

- in ial ed tion

All the statistics supplied in the national reports have been combined
in Table 8. They are fragmentary and difficult to interpret.

It appears that the number of full-time teachers in the European
Community now exceeds 130,000 (special and ordinary environment
combined) for a population of 1.165 million handicapped students, in
other words a pupil/teacher ratio of about 8.9/1 (compared with 71.7
mitlion pupils and students and 3.5 miilion teachers, or about 20/1).

The ratio of pupils to teachers in a special environment is 7.9
handicapped pupils to one teacher.

In special schools in Dutch-speaking Belgium, Portugal and the United
Kingdom the number of pupils to esach teacher is about § to 6.

This ratio is frequently found in special classes of severely
handicapped children.

1.6 Education cosgts

The probiem of financing training programmes for handicapped pupils affects
all Member States. These costs are borne by the educational, heaith, social
security and social services authorities jointly or separately.

As handicapped children in all Member States have to receive compulsory
schooling or at least some form of education in the most severe cases, the
division of budgets makes it difficult to obtain an overal! figure despite the
fact that these costs are sometimes very high.

Tabie 9 lists the main figures which reveal the costs of ordinary teaching.

Table 10 summarises all the responses of the 12 Member States as regards the
costs of educating handicapped pupils.

ATALY considers it impossible to provide a figure for the financial costs of
"special"” education since to do so it would be necessary to calculate:

a) the cost of the salaries of all remedial teachers;

b) the cost of the expected increase in the number of classes as a
result of the reduction of the number of pupils per class to 20;

c) the estimated cost of the expected increase in the number of

schools as a result of the increase in the number of cliasses
following the application of the measure referred to in the
previous point;

d) State training of teachers.
Even this would not give a reliable figure.



Table 5

Pre-school education
Preceding the 1st cycle

EUR 12

B oK ) GR £ F IRL 1 L NL P uK
Total of teachers 400.700 | 19.793 3.675 84.764 7.942 | 39.513 | 74.504 4.597 | 109.565 466 22.476 6.408 27.000
school year (85) (86) (88) (87) (87) (09) (s8) (99) (89) (84) (8s) (08)
Total of pupils 8793000 | 391.848 | 56.132 | 1645959 | 155.246 | 1054241 | 2535955 | 135.923 | 1566364 7.965 399.453 | 128.089 | 716.000
school year (85) (86) (88) (87) (87) (89) (88) (89) (89) (84) (85)

Nusber of pupils/teacher % 21.9 19.8 15.3 19.4 19.5 26.7 n.0 29.5 14.3 17.1 17.8 20.0 26.5

Source: UNESCO Statistical Yearbook (1991)

Countries 3 - 81 to 3 - 83
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Table 6

Primary education (1st level)

EUR 12 B DK 1] GR E F IRL 1 L NL [ 4 114
Total of teachers 1330800 71.064 30.000 136.155 39.125 131.389 265.000 15.393 257.961 1.768 82.567 75.456 225.000
year (87) (89) (88) (87) (87) (89) (88) (89) (89) (88) (86) (88)
Total of pupils 22413000 | 728.718 355.311 2387995 | 868.335 3246655 4163161 | 423.662 3140113 21.959 1428577 1234293 4414966
year (87) (89) (88) (87) (87) (89) (88) (89) (86) (88) _(86) (88)
Number of pupils/teacher % 17.7 15 11.8* 18 22 25 15.7* 28 12 12 17 16 20

(*) crude calculation, value not provided by the State concerned

Source: UNESCO Statistical Yearbook (1991)

Countries 3 - 100 to 3 - 102

921098 ju| “dey



Table 7

Secondary education (2nd level)

EUR 12 B DK [V} GR £ F IRL 1 L NL P UK
Total of teachers / 114,628 443.731 54.173 229.145 434.018 571.607 1.990 98.002 32.028
year (87) (88) (87) (87) (89) (89) (87) (87) (80)
Total of pupils / 805.647 6219158 | 840.020 4798337 5398599 5245132 22.496 1342243 398. 320
year (85) (88) (87) (87) (89) (89) (87) (87) (80)
Note: no information for DK, IRL; for United Kingdoa see natiomal report

Statistical Yearbaok, UNESCO (1991) pages 3-185 to 3-193
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1) In a special environment

Table 8

Teaching staff for handicapped pupils

EUR 12 [} DK /] GR € 3 IRL 1 L NL P UK
NL
Number of teachers 107.616 7.239 2000 38.700 1.200 2.294 22.786 12.219 692 19.200
in special eavironment . Q1
: (1)

Number of pupils 842.335 n. 721 10.000 248.011 12.383 15.867 277.496 11.610 833 105.090 7.213 119,100
in special environment

Ratio of number of handicapped 4.8 5 6.4 10.3 6.9 12.1 8.6 10.4 6.1
pupils/nunber of teachers in

special environment

Pre-school special 268 22.786

teachers 1.370

Primary/Secondary/Prof. occup. 656

1 ) Number of teachers in ordimary environseat for the primary level; I1) [n o v s figures not known for the secoadary level.

Number of integrated pupils 312.000 137 70.903 24.529 24.659 107.709 100 27.075 57.400
Number of pupils 30.800 122 10.000 3.09 1.286 21.450 2.850

FT = (2000 FT) (32.080) | (3)

Full-time (1) (2)

Ratio ausber of handicapped

pupiis/nusber of teachers 6.8 (5)6 7.8 4 (law) 9.5

in ordinary eavironment 4.88 (4)

Pre-school teachers 522

Primary 1.865

Secondary 463
Note: (1): in Denmark 2,000 full-time teachers plus 10,000 part-time teachers participating in integration

Source:

(2): these are remedial teachers

(3): im Italy 32,080 posts are occupied by 21,450 support staff.
(4): the law provides for 1 support teacher to 4 handicapped childrea
(5): the ratio of musber of handicapped pupils ia an ordimary eaviromment divided by the number of support teachers in an ordinary environemnt is calculated for the

following countries: BNL, E, [, P.

(6): see Table 3

National reports of Member States

9Z109§° v “doy
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The following costs would not be included:

o) transport and weifare services paid for by local bodies,
f) special teaching equipment,
Q) the cost of removing architectural restrictions, which are even

more difficult to catculate.

For DENMARK the cost of a Folkeskole (primary and secondary) is on average

4,035 ECU per student per year. This cost increases to 8,827 ECU if the

student has special needs in an ordinary environment and to 20,807 ECU and

above in a special class. It should be pointed out that the resources (and

costs) to be set aside for these children and young people are laid down in

the law under two different headings:

- Article 19.1, resources for children and young persons with
educational needs which must be provided by local authorities;

- article 19.2, resources for children and young persons with severe
handicaps (1%), allocated by national authorities.

For GREECE the cost of a student in a special class is 1,375 ECU but this
cost may vary by a factor of 10 depending on the handicap and the type of
establ ishment concerned.

ERANCE has now included the cost of special education in the total State
budget and no longer pubiishes the costs of special education separately.
However for the year 1988-1989 the educational cost (excluding Social

Secur ity and Social Affairs provision) for a pupil was 3,892 ECU in primary
education and 4,433 ECU in secondary education, the total budget for
special education amounting to 1,228 MECU (excluding medical care,
accommodation, etc.).



Table 9

Public expenditure on education

EUR 12 8 DK 0 GR E F IRL 1 L NL P uK

Gross domestic product 4,406.9 139.0 95.1 1079.9 49.2 345.2 870.3 30.8 786.3 6.4 203.2 41.1 760.3
(Eurostat) {1989) (1)

in Mrd ECU

Total education expenditure - 6.53 6.99 44.10 0.1 12.93 43.46 1.64 28.83 0.39 13.3 1.89 30.76
year (1988) (1988 (1988) (1987) (1988) (1988) (1987) (1986) (1989) (1988) (1989) (1988)
Mrd ECU (2)

xof GDP 4.7 % 7.35 % 4.08 % / 3.75% 5.0% 5.32% / 6.09% 6.58% 5.29% 4.05%

Source: (1) Basic Community Statistics 28th Edition (1991
EUROSTAT catalogue No. CA-70-91-071-FR-C page 319
(2) UNESCO Statistical Yearbook (1991) pages 4-15 to 4-18, 4-34 to 4-38, 4-45 to 4-53 and 4-64 to 4-66

Total cost of teachers 5.33 30.00 0.56 29.19 1.13 20.90 0.23 8.05 1.54 15.81
Mrd ECU
Total expenditure on / 2.7 4.2 6.1 4.6 10.3 9.7 6.0 / / 2.2 3.3

pre-primary education

Total expenditure on primary 24.9 13.7 29.9 32.2 19.3 29.0 29.2 49.3 20.2 43.0 25.4
education &

Total expenditure on 46.6 65.2 48.7 43.4 23.1 40.9 40.0 41.0 29.1 32.2 32.3 45.8
secondary education %

Total expenditure on 17.6 15.7 21.5 19.5 16.0 12.5 19.0 9.1 1.5 29.2 15.5 18.9
3rd level education %
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Table 10

Cost of education of handicapped children

in ECU or MECU
EUR 12 B DK D GR E F IRL NL UK
Year NL
(1) (89-90) (1988) {1990) (1988) (1988)
Pre-school cost / 1.482 /
in ECU/pupil (1988)
1.067
/ |
Primary cost in ] 1.755 1.640
ECU/pupil « 4,035 i
Secondary cost in 1.884 2.446 | (1st level)
ECU/pupil
2.950 | (2nd level)
Special education cost 232.8 17 661 (primary) 172.3
in MECU +
567 | (secondary)
Proportion of staff 9 % i.e.
and general costs 1.228
10% —_—
90%/10%
Integrated teaching 1.526
budget overtime
+ 9.000 travel expenses
Cost pupi) in special 6.704 20.807 1.375 3.692 (primary) 5.571
education to 4.433 | (secondary) (4100 to 11480)
12.770
Cost pupil in integrated 8.627
education

Note:  (1): not all Member States replied to this question

Source: National reports of Member States
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In the NETHERLANDS the cost of a student in special education is on average
5,571 ECU, but in practice ranges from 4,100 to 11,480 ECU. The extra cost
of a pupil in a special environment compared with the same non-handicapped
child thus varies by a factor between 2.5 and 7. In terms of teacher
costs, there are on average 8.6 handicapped pupils in a special class to
one full-time teacher. This figure may be compared with the national Dutch
average of 21 pupiis to one teacher in an ordinary environment.

On the question of funding, approximately 21X of the Ministry of
Education’s 1989 budget was allocated to primary education, 5X to special
education and 22X to general secondary education, pre-university education
and junior secondary vocational education. In the past 15 years
approximately 8X of the national income has been spent on education. This
is one of the highest proportions in Europe. In terms of cost per student,
special esducation is much more expensive than ordinary education. In 1989,
the cost per student in special education was approximately four times
higher than the cost per student in special education, varying from seven
times greater for muitiply handicapped students to two and a half times
greater for learning-disabled students. Clearly, therefore, the

Nether lands spends a relativeiy large amount on special education. However,
the funding system in the Netherlands is a barrier to integration. As
things stand at present, the two systems are funded independentiy of one
another. There are no incentives for the ordinary system to cater for
students with special needs. In fact the funding system makes it
attractive to refer students to speciail schools.

2. ORDINARY EDUCATION SYSTEMS IN THE MEMBER STATES
2.1 Education and initial training syatem

In 1980 the Commission published a report on the structures of the
educational and initial training systems in the Member States of the
European Community (18). This document describes the educational and
initial training systems in the Member States of the European Community.
The present report reproduces these in the form of synoptic tables in
Appendix 2 for information.

Additional information is given in the national contributions.

An understanding of the ordinary educational systems is necessary on
several grounds.

1) It is a good exercise to view special education in relation to
ordinary education in order to assess the educational leveis of
handicapped students, particularly as regards certificates and
hence the possibilities of integration in active life or in a
sheltered environment.

2) Strictly speaking countries such as Denmark, Spain, Italy and
Portugal do not have specialist education with different
structures from those of ordinary education.

Table 11 lists the responsibilities of the national, regional and municipal
authorities on the one hand and the legisiation bases on the other,
summar ised schematically.

(18) Structures of the educational and initial training systems in the
Member States of the European Community - EURYDICE and CEDEFOP -
T.F.R.H.E.F.J. (1990) D/1191/4008/20



TABLE 11

Rep.int . Senidt

e e e ———————

Law of 21st May 1979
Law of 4th September 1990

COUNTRY LEGISLATION RESPONSIBILITIES
B Constitution 15th July 3 community
1988 ministries
Law of 29th June 83 (NL, FR, D)
Royal decree of 1984
DK 1969 education reform Ministry of Education
law of 1975 Counties
Municipalities
(Folkeskole)
D Basic law on the division State supervision
of responsibilities Lénder (16)
between the Federation
and the Ldnder
GR Constitution Ministry of Education
Law No. 1566/1985 and Religious Affairs
54 prefectures
E Constitution Ministry of Education
General education law and Science
(1970) 17 independent
Ley organica de communities
Ordenacion General del
sistema Educativo
(LOGSE) 13 September
1990
F Guideline law of 10th July Ministry of Education
1989 on education 27 rectors
IRL Irish School Ministry of Education
Attendance Act of 1926
IT Education law 1968 Ministry of Public
Law 517 of 4 August 1977 Instruction
Law 148 of 5 June 1990
LUX Constitution Ministry of Education
Grand ducal regulation
(22/10/1976)
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“
NL - Constitution - Ministry of Education
- Law on primary and Sciences
education (WB0)
P - Organic law January 87 - Ministry of Education
- Decree October 89
114 See
- England and Wales
- Scotland
- Northern Ireland
England - Education Act of 1944 - Department of Education
and Wales | - Education Act No. 2 of and Science
1986 - LEA (117 local education
- Education Reform Act authorities)
1988
Northern | - Education Reform - Department of Education
Ireland Order 1989 and Science
Scotland | - Law of 1988 - Scottish Office

Education DeEartment

Table 12 illustrates the duration of compulsory education and its
distribution in terms of levels of education in the 12 Member States. It
can be seen that compulsory schooling ranges from 9 to 12 years and that
there are significant differences between Member States.



Table 12: Graphs established on the basis of the Rep. 1nt o0t 33
EURYDICE data (18) and National Reports. '
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2.2 Pre-achool education

The early integration of a handicapped child in an ordinary school is a
highly positive and motivating factor.

in the new Spanish Education Law the first cyclie of pre-school education
extends from O to 3 years, if not actually beginning at about 2 years
(transition period).

In Beligium, France and the United Kingdom pre-school! education also starts
at about the age of 2 years ending at the age of 5 years in the Unlited
Kingdom or 6 years in Beigium and France. Schooling begins at 3 years in
Denmark, Germany, Greece, I(taly and up to 5 and 1/2 years in Greece.

Luxembourg defines the beginning of the pre-school period as 4 years with
compuisory schooling at the age of 5 years. Only Ireland has not
officially instituted pre-school education (compulsory schooling at & years
of age) and the Netheriands establishes pre-school education at the age of
4 yoars with compulsory schooling from 5 years.

In Germany preventive measures have been designed, impliemented and financed
to encourage the early detection of handicaps and to be able to provide
appropriate support sufficientiy early to handicapped children or those at
risk of being handicapped at the pre-school age and hence to minimise the
extent of handicaps in adulthood. The early support measures are necessary
and important aims in integration. Assistance in the form of individual
teaching may be provided for very young chiidren through information
centres which in some cases are attached to special establishments. The
task of these information centres is to diagnose the existence of handicaps
as early as possible, to enable them to be surmounted or to prevent them.
The staff in these centres consists of specialists who co-operate closely
with educationalists, physiotherapists and medical staff.

Reception structures for young chiidren have been instituted in varying
degrees throughout Europe to try to alleviate the difficulties which stem
from this disablility. We have no data on the numbers of integrated or non-
integrated children nor their possible needs. However it should be noted
that in several countries there is increasingly early schooling which is a
positive factor in the integration and hence the socialisation of smalli
handicapped chiidren.

2.3 Primary education

The bsginning of compulsory education, which in general corresponds to the
beginning of primary education, varies with the Member State. Likewise,
the duration of primary education varies from 4 to 10 years and hence
within a wide range.

The education authorities often have varied responsibilities which are
often assigned by National Ministries or regional, local or municipal
authorities (19).

(19) Administration and Evaluation structures for primary and secondary
schools in the 12 Member States of the Europsan Community — EURYDICE
- 1990 - catalogue no. D/1991/4008/2
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2.4 Secondary education

This starts at different ages in the Member States, Is partiy included in
compuisory schooling, and necessarily includes handicapped students. Often
it is divided Into generail, vocational and technical education. Sometimes
the last few years of compulsory education are part-time and the emphasis
is on apprenticeship and placements In companies for types of
establishments with a vocational bias of some form.

2.8 |Higher education

The advances Iin integration in ordinary schoois are now feit throughout the
curriculum. It is thus no longer accident victime who sre re-integrated
into university and higher education, but new categories of handicapped
students from secondary education. This last Influx is increasing as
integration progresses and is a good means of evaiuating this progress.
Member States are increasingly opening higher education to these categories
of students by adapting buiidings, lecture theatres, |aboratories, etc. At
the sams time specialist transport, accessible accommodation and larger
grants are also being offered.

Finally, personal or technical assistance can be given to handicapped
students within the estabiishments. The European Community is also
participating in this movement by offering facilities to handicapped
students within Community programmes such as ERASMUS, LINGUA, PETRA, etc.
Handicapped students in these programmes can be given priority, higher
grants can be awarded to allow for the extra cost associated with the
handicap, the provision of technical aids, etc. (20).

In BELGIUM the majority of higher education institutions take on handicapped
students and it is the sociat service department which is responsible for
Integrating them and for all the practical problems.

In DENMARK special reguiations aliow students to be admitted without having
to undergo the normal procedures, giving them greater chances even |f
numbers are too iarge. The social services generally deal with the
specialist aid necessary. Handicapped students receive financial
assistance.

In GERMANY an effort has been made in respect of accommodation by the
creation of adapted accommodation and full accommodation with care units. An
appropr iate compensation system has been Introduced for studies and
examinations. Guidance services and a detallied brochure make up the
provision.

Iin GREECE handicapped students are given preferential admission to higher
education. They receive free medical and hospital care and the secretariats
of institutions are instructed to assist studies at al! levels. An
infrastructure of buildings adapted for handicapped persons is gradually
being developed.

(20) Student‘'s guide: higher education in the European Community -~ 6th
edition EEC-1990- catalogue No. CE-56-89-473-FRC
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SPAIN has become aware of the probliem and efforts are being made but major
disparities still exist between establ ishments.

In FRANCE the inclusion of handicapped students is encouraged by three
legisiative measures: accessibility of premises and personalised reception,
spocific financial assistance, and the provision of appropriate teaching.
Special services for handicapped students are also gradually being set up
(common information and orientation service, education service). Financial
assistance, such as the reimbursement of travel costs, higher grants, etc.
make up the reception and care arrangements. Adapted educational material
may be acquired within the universities’ budget. Facilities are granted
during examinations (extra time, specific materials, personal assistant,
etc.) in the reguliatory texts.

in ITALY forms of special assistance exist for handicapped students,
particularly in terms of transport. Consuitative services are being set up
(regional centres of the right to study) and can grant subsidies to cover
the extra costs involved with the handicap.

In the NETHERLANDS further study is encouraged for handicapped people and a
wide range of possibilities is on offer (handicaps and studies foundation).

TABLE 13

r of students in higher educat in Portugal

Access to higher education

Entry through quota system Access to higher education

Entry through quota system

number
, . number

" “ﬁ? m’ “h, ””0 ’0,’4 Hurtn Physlcl Visual

School vear Type of disability

@l 4 ':r//cs :9/93 = 90/94
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In PORTUGAL a special centre has been set up (Resources Centre for Special
Education) to provide adapted equipment. Handicapped students are given
facilities for participating in lectures, practicals and examinations. A
special regulation regarding admission, candidacies and quotas applies to
handicapped students.

In the UNITED KINGDOM many higher education establishment are equipped to
take on handicapped students. A National Bureau offers an information and
guidance service with brochures. Handicapped students may appoint a co-
ordinator from among the members of the staff of the reception

establ ishment responsible for looking after their interests.

A basic grant was introduced by the Ministry of Education and Science in
1974 for students who, in order to follow higher education courses on a
full=-time or part-time basis, incurred additional expenses because of their
handicap. During the year 1980-1981 the general grant was increased to
30%. In the same year two new special grants were introduced. For the
year 1981-1992 handicapped students in higher education can apply for to
6,100 ECU to cover the costs of non-medical personal assistants, such as a
1ip reader or note-taker.

The grant for specialist equipment, which amounts to 4,800 ECU for the
whole course, can cover the main items of egquipment necessary for the
student to profit fully from the courses offered. A basic annual grant of
1,500 ECU can bs used for other purposes but can aiso be employed if
necessary to suppliement these special grants.

Handicapped students can aliso receive an additional travel grant. This
series of measures is a significant step forward in allowing handicapped
peopie access to higher education.

The L.E.A.s (Local Education Authorities) are also entitied to make
discretionary awards to students who are not entitled to a mandatory award
and to those pursuing part-time studies or attending a higher educational
establishment. Experisnce tends to show that the majority of L.E.A.8 are
relatively generous in granting awards to handicapped students who take
courses which do not carry a mandatory award and that they base their
provisions on the criteria used in allocating these mandatory awards.

In CONCLUSION, although a policy of including handicapped persons in higher
education is beginning to be instituted on a Community level it should be
encouraged and extended.

However, efforts need to be made to improve information transfer between
Member States to encourage transnational exchanges of students. The aim
should also be to provide more for the student’s needs in the reception
establishment.

Few statistics are supplied on handicapped students by the nationai
contributions. For this reason it is not possible to determine the
participation of handicapped students in Community education programmes.
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3.  SPECIAL EDUCATION SYSTEMS IN MEMRER STATES
3.1 Lsgisiations

The principal laws, decrees and orders have been summarised below by
country. It should be noted that iegisiation in favour of handicapped
students has mushroomed in Europe since 1988.

While some countries have only slightly amended their legisiation and
regulations, others (Spain, Portugal and ireland) have compietely
overturned their education system, changed their previous concepts and
provided reception arrangements for handicapped students.

in the same way, Luxembourg is about to adopt innovative legisiation on
integration which breaks with the past. Finally, the italian legislature
has decided to extend still further the facilities for school integration
for schools taking on handicapped pupils.

The multiplicity of texts shows that the special systems in Europe are
undergoing a perliod of change and in some countries are based on the
ordinary system. For this reason, special education systems as such are
ending up by disappearing altogether or by catering onily to a very |imited
handicapped population which is difficult to educate under ordinary
conditions.

LEGISLATIONS for handicapped pupils In Member Statea

BELGIWM

- Law of 8 July 1970 on special education

- Royal! Decree of 18 August 1971 creating consultative commissions for
special education

- Roya! Decrees of 28 June 1978 on the organisation of special education.

- Law of 11 March 1986 on special and integrated education.

- Ministerial Circular of 1 July 1991 on additional assistance for special
education (F)
DENMARK

- Resolution on the reform of elementary education - May 1969
- Law on the organisation of the Folkeskole - 1975
- Order No. 537 of 16th July 1990

GERMANY

The first positive consequence of the process of a change in mentality is
perhaps that attention is now focused on the individual’s need for special
educational assistance rather than on his/her handicap.
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More and more L¥nder are amending their legisiation on schools to provide
assistance to handicapped students. The Saarland was the first Land to amend
its legisiation to this effect. Since then new regulations have also been
adopted in Hesse, Schieswig-Holstein and Berlin.

In principle, the request for integrated assistance in ordinary schools has
received a positive response. Parents have greater influence on the school
career of their children.

A joint body composed of parents of handicapped children and special teaching
staff often produces recommendations to promote the training provided in
special establishments.

The new Linder are currently preparing their school-reform laws which will be
in tine with developments In the other Liinder. Amongst other things the
emphasis will be on the extension of a diversified system of eariy detection
and diagnosis.

The legisiative measures are being structured so as to permit adaptations to
take account of new trends. With this in mind particular attention will be
paid to co—operation between ordinary schools and special estabiishments.

Ihe development of special schools in the past two decades

The development of new trends in education policy on special schools in the
past twenty years can be iliustrated by means of a few dates.

1972: Agreement of the conference of Education Ministers of the Linder:
“Recommendation on the organisation of special education”
Main points: Consolidation of the status of special teaching
Start of the operations of mobiie special
educational units

1973: German Education Council:
Recommendation “on the provision of educational assistance to
children and young people who are aiready handicapped or are at risk
of becoming handicapped.
Main points: Preference for co-operative forms of assistance.
Measures for early detection and support.
Consequences for teacher training.

Federal authorities/Linder Commission for education planning and the
development of research (BLK):

initial pilot schemes of integration in elementary and primary
education.
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1975: First integrated school: Flidming primary school in Berlin
Main points: Limited numbers of students, ten handicapped and
five non-handicapped students per class.
Tandem teaching (2 specialist teachers per class)
Integration, even if the handicapped children have
not reached pr imary-school standard.

- Since 1975:
Extension of various kinds of plilot schemes for the integrated
teaching of handicapped and non-handicapped students with the
approval of the BLK (e.g. 18 + 2 students).

1984: First report of the federal government on the situation of
handicapped people

1987: Preparation of new KMK recommendations

“Report on special problems invoived in the teaching of students

requiring special educational assistance”

Main points: Confirmation of new development measures for
handicapped pupils in schools, including the
preservation of special institutions as new-100k
special education centres.

1989: Second report of the federal government on the situation of
handicapped people
Main points: Consolidation of principles and development of
individual assistance (allowing for pre-school and
school conditions; positive assessment on the basis
of acquired experience of integration in various
educational establishments).

1991: Preparation of the BLK report on the evaluation of the pilot studies
on the training of the handicapped.

GREECE

- Ministerial Decision No. 101491 of 1 August 1969, establishing an
"Office of Special Education® at the Ministry of Education.

- Ministerial Decision of 1969, establishing 2 seminar for therapeutic
pedagogy at the Marasleio Training College for National Education,
with a view to training specialised teachers/educationalists.

- Law No. 227/1975 on further training in special education at the
Marasleio Training College for National Education

- Presidential Decree No. 146/1976 on the organisation of the Ministry
of Education and the establishment of a Dlrectorate of Special
Education, with three departments.

- Law No. 1143/1981 on special education, special vocational training
and care of handicapped persons.
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- Presidential Decree No. 603/1982 on the organisation and operation of
special education units at schoois.

- Presidential Decree No. 137/1983 establishing a Special Vocational
Training School.

- Presidential Decree No. 472/1983 and Ministerlal Decision No.
STE89/1983 on the establishment of paediatric diagnostic teams at
prefecture level.

- Law No. 1586/1985 on the structure and operation of primary and
secondary education, section 1 of which incorporates the basic
legisiation on special education (Law No. 1143/1981).

- Presidential Decree No. 238/1988 on the conduct of general
examinations and the examination of “physicaliy disabled persons” by
a special committee.

- Various circulars containing guidelines from the Ministry and
addressed to teachers, concerning the treatment of children with
special needs within regular schools, the organisation of special
classes and the duties of personnel in specific branches
(psychologists, etc.).

- Presidential Decrse No. 148/1990 on the establishment and operation
of the Ministerial Council for Special Education Personnei at the
Ministry of Education.

- General Education Law of 1970.

- General Organic Law of the Education System of 1990.

- Royal Decree on the Planning of Special Education of 6 March 1985,
No. 334.

- Law on the Social Integration of Handicapped People of 7 April 1992.

ERANCE

- Guideiine Act No. 75-534 of 30 June 1975 on measures to help
handicapped people

- Clircutlar No. 82-048 of 29 January 1982.

- Circular No. 83-082 of 29 January 1983.

- Guideline Education Act of 10 July 1989.

- Circular No. 91-302 of 18 November 1991.

ARELAND

- Constitution
- Ruie 27 of the rules for National School
- No specific legislation

ATALY

- Law No. 517/77
- Law No. 148 of 5 June 1990 on the reform of the organisation of
primary schoois
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LUXEMBOURG

- Law of 9 August 1963 on the reform of pre-school education and
primary teaching.

- Law of 14 March 1973 on the establishment of institutes and services
of differentiated education.

- Grand-Ducal regulation of 18 October 1973.

- Law of 10 January 1989.

- Law of 9 June 1989.

- Draft law under examination.

NETHERLANOS
- Special Education Interim Act (1SOVSO)

PORTUGAL

- Decree-Law No. 319/91 of 23 August.

- Law No. 48/88 of 14 October - Basic law on the education system
(Articles 17 and 18).

- Law No. 9/89 of 2 May - Basic law on the prevention of disabilities
and on the rehabilitation and integration of handicapped people
(Article 9).

- Regulatory Decree No. 30/89 of 20 October defining the structure and
operation of the DGEBS (Article 13).

- Decree-Law No. 361/89 of 1 October - Organic law concerning regional
education directorates

- Decree-Law No. 43/89 of 3 February laying down legal provisions for
the autonomy of state-run schools in stages 2 and 3 of elementary
education and in secondary education.

- Decree-Law No. 35/90 of 25 January defining the conditions governing
free and compulsory schooling (Articles 2 and 3).

- Decree-Law No. 319/91 of 23 August defining the special education
measures to be taken for pupils with special educational needs who
attend state-run schools providing elementary and secondary
education.

UNITED KINGDOM

- Report by Mary WARNOCK (1978)

- Education Act 1981 (England, Wales)
- Education Act 1980 (Scotland)

- Education and Libraries order (1986)
- Education Reform Act (1988)

- Law on measures for children (1989).

3.2 Special education systems

The order in which Member States are presented has been chosen so as to
make their education systems easier to understand and compare.



BELGIUM

The special education system, aithough separate in the 3 communities, is

identical.

TYPE 1:

TYPE 2:

TYPE 3:

TYPE 4:

TYPE §:

TYPE 6:
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It is based on 8 types of teaching (see Tables 14 and 15).

is suited to the educational needs of children and young people
with miid mental or deveiopmental retardation. it is not
organised at pre-primary level. The syllabus is based on the ,
mainstream primary sylliabus, but is confined to those aspects
which are important and useful for integration into normal
society and normal working life.

is suited to the educational needs of children and young people
with moderate or severe mental retardation. This type of
sducation could be classified as a school of |ife where education
is given for and through living. A limited degree of traditional
schooling is offered to those who can cops with it.

is suited to the educational needs of children and young people
with character disorders, |i.s. serious bshavioural or emotional
disorders or educational difficuities. Their instruction can
foliow the mainstream primary curricutum or the “school of life"
principle.

is suited to the educational needs of children and young people
suffering from physical dissbilities, primarily motor disorders.
Account is constantly taken of the effects which serious brain :
damage can have on the child’s mental abllities and learning !
behaviour. As a result, care is taken to ensure that the tuition i
Is always tailored to the mentai levels and capabilities of the 5
student. There is also provision for substantial paramedical
assistance for motor problems.

is suited to the educational needs of children and young people ;
with long-term |linesses and thus needing having consequently to !
take their lessons in a medical institution.

Every attempt is made to ensure that the schooling provided
follows on from the level aiready reached by the student. Tuition
is given individually or in groups. The main aim is to ensure
that the chiid does not fall behind academicaliy through a
tengthy absence from school.

is suited to the educational needs of visuaily impaired (blind or
partially sighted) chiidren and young peopie. The tuition is
taitored to the student’'s mental level. In addition, special
methods are also used in order to mitigate the handicap. B8lind
children are taught Braille and partially-sighted children are
taught how to make maximum use of their residual visual
facuities.
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TYPE 7: is suited to the educational needs of hearing—-impaired (deaf or
hard-of-hearing) children and young people. Here too the tuition
is tailored to the student ‘s menta! level. $Speeial emphasis is
placed on language development, supported where necessary by the
use of sign language.

TYPE 8: is suited to the educational needs of chlldren and young people
with serious learning difficuities, |.0. retardation or serious
learning problems at schoo! which cannot be attributed to any
form of mental disorder. This education is only organised at
elomentary level and follows the ordinary curricuium.

As well as the division into types of special education in general,
secondary education is also divided Into different forms. These forms can
obviously bring together students from different typee of special education
depending on the nature and severity of their handicap.

Form 1: is designed for students who are soleiy amenabile to social
adaptation. This training normaily leads on to life In a day centre or an
occupational home.

Form 2: involves students who in addition to social adaptation may acquire
a training which prepares them for work in a sheitered environment.

Form 3: is designed for pupiis able to receive vocational training in an
ordinary working enviromment.

Form 4: Is intended for pupils whose intellectual abilities are sufficient
for them to foliow ordinary education syilabuses with the aid of
appropriate tuition and facliliities for their handicap.

Full-time special education is organised at the same three leveis as
ordinary education, (.e.:

- pre-primary,
- primary,
- gecondary.

Special pre-primary education can be followed from ages 3 to 6 years (three
years) and special primary education from years 8 to 13 (seven years). Pre-
primary education may even begin at age 2% subject to approval by the
regional advisory committee and the length of stay in pre-primary or
primary education can be extended by one or even two years |f deemed
appropriate by the school and the supervising psycho-medico-social (PMS)
centre.

Special secondary education is for pupils aged 13 to 21, with the
possibllity of starting even earller (age 12) or contimuing beyond 21.

The years referred to above do not equate with school years. Depending on
the individual student’s capabilities, age, previous studies, etc., the
length of his course can be extended or reduced.
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The law on special education also provides for home tuition. This is
designed for children and young people who, because of the nature or

ser iousness of the handicap which entities them to special education, are
neither mobile nor able to be transported.

Home tuition is for up to five hours per week. It is given by teachers
from the nearest special school.

Integrated special education is gradually being organised on the basis of
the law of 11 March 1988.

integrated teaching is a form of special education within ordinary
education. It is organised for types 4, 6 and 7 and Is intended for
students with a handicap who now, thanks to the new possibilities, are able
to participate in ordinary education. It is not however designed for
students with mild problems who can get all the help they need within the
ordinary system. The integrated student receives educational or
paramedical help from the special education system which is designed to
benefit not only the student but the teacher as well.
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NETHERLANDS

The term “special education” is generally understood to refer to the
entirely separate special education system. However, it also inciudes
peripatetic guidance and support services for a relatively smail! number of
students in ordinary education.

Separate special and secondary special education is intended for children
identified as requiring a predominantly remedial (“orthopedagogical and
orthodidactic") approach. The various types of (secondary) special
education can generally be divided into three groups. Group one comprises
schools for the learning disabled, schools for the educable mentally
retarded and units for children with developmental difficulties.

Group two consists of education for:

deaf children

hear ing-impaired children

children with severe speech disorders
blind children

partially-sighted children

physically handicapped children
chronically ill children

children in hospital

severely maladjusted children
muitiply handicapped children
children in schools attached to paedological institutes

Ko = TO ~0Q200CHN

The paedological institutes mentioned under k are institutes which have
links with a Dutch university or which provide academic guidance for
special-needs schools.

Group three consists only of schools for severely mentally retarded
children.

In total, therefore, there are 15 different forms of special education in

the Netherlands. Generally, there are entirely separate schools for each,
although there are some cases where a special unit Is simply set up within
another school (e.g. a school for hearing-impaired children may contain a

unit for children with severe speech disorders).

GERMANY

The Federal Republic of Germany has a long tradition of specialist
education. There is a highly developed system of measures for assisting
handicapped children.

In order to ensure that the right of all chiidren to receive an education
is also enjoyed by children with special needs and learning difficulties
the school laws of the individual Linder of the Federal Republ!ic of Germany
stipulate that these children have a right to special educational
assistances.

Special education is the provision of comprehensive support to handicapped
children. When all organisational aspects are taken into account, special
education in the Federal Republic of Germany is responsible solely for
those with a handicap in the strict sense of the term, in other words some
3.5% to 4% of students.
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Handicapped students or children who require additional deveiopment
assistance as a result of their particular psychological problems, as wel!
as students with temporary learning difficulties, are provided with such
assistance via a network of internal differentiated measures in the special
education system.

Remedial teaching which is based on this network provides help when
problems arise in the learning process. There is a comprehensive system of
special measures providing additional care and advice in all areas of day-
to-day school |ife.

A decision that a given pupi! requires special educational care is based on
reports of various types. Parents can ask for a report to be drawn up. |If
such a request is made by anyone other the parents, they must be consulted

and kept informed. Parents may appeal against a classification decision.

Special schoo! education is divided up into the following categories in
accordance with the student’'s particular needs:

- the blind

- the deaf

- the mentally handicapped

- the physically handicapped

- children with learning difficuities

- the hard of hearing

- the visually handicapped-

- chiidren with speech/language disorders
- chiidren with behavioural disorders

- long—-term hospital in-patients

The following definitions are used to classify the various types of
handicap:

The blind:

- Children with no visual faculty.

- Children whose eyesight is 80 limited that even after it has
been corrected they will beshave in the same way as children
with no eyesight Iin important life situations. (This is
generally the case iIf the chiid’s visual acuity is no greater
than 1/50 of the norm or if, even though the chiild has greater
visual acuity, his/her eyesight is effectively at this level!
due to other forms of impairment).

The visually handicapped:

Chitldren who, in spite of lens correction (but with no other aids)
have central visual acuity of no more than 1/3 in their better eye or
in both eyes.

This category is subdivided into two groups:
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1. Visually handicapped children whose visua! acuity |ies between
1/3 and 1/20 of the norm.
2. Severely visually handicapped children whose visual acuity lies

between 1/3 and 1/80 of the norm.
The deaf:

- Children who were born deaf or became deaf before the stage of
language-learning.

- Chiidren who became deaf at a later stage and whose leve! of
spoken language is considerably below the norm for their age.

The hard of hearing:

- Children who during or after language-learning suffer a hearing
ioss of more than 90 d8 in the frequency range above 500 Hz.

- Children whose hearing capacity is limited to such a degree
that even with a hearing aid they need special teaching methods
and measures in order to cope with or overcome their handicap.

The mentally handicapped:

- Mental handicaps are usually caused by damage to the central
nervous system during or after birth. Mentaily handicapped
children generaily have peculiarities In the cognitive and
emot ional processes invoived in receiving, processing and
storing information, their expressions, motoricity and
linguistic and non-linguistic communication.

The physically handicapped:

- Children with cerebral motor disturbances, muscular diseases,
deformities, paraplegia and other types of Impairment resuiting
in retarded development, disturbances and impairment of
locomot ion and other handicaps.

- Physical handicaps are accompanied by mobll ity constraints and
organ damage requiring special development assistance and
facilities.

Children with learning difficulties:

- Children whose learning process in primary schoo! is
extensively and persistently impaired.

- Children who receive special assistance but whose performance
and behaviour nevertheless differs considerably from the norm
for their age. The typical characteristics of these children
are:

- significant mental retardation

- general learning impairment.

Chitdren with behavioural disorders:

- Children who are excessively aggressive, lack control, are
prone to uncontroiied expressions of emotion and have psycho-
social disorders. Such children often tend to become
withdrawn, to cut themseives off from others, to remain passive
and to be generally inhibited.

- These children can be recognised by their distinctive behaviour
which however at this stage is not in itself proof of
establ ished and predominant behavioural disorders.
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Chitdren with speech/ianguage disorders:
- Children who are clearly underdeveioped in terms of
spesch/ language and display symptoms of muitiple or universal
stammer ing and/or dysgrammatism.

- Chiildren who suffered impairment at an early stage (dysphasia)
- Children with central development handicaps in speech and
|anguage (deaf-and-dumb, acute agnosia);
- Children with morbid changes to the speech organs.
JRELAND

Special schools were the preferred form of special provision in the 1960's
and 1970‘s. The 1980°'s saw 2 significant expansion of special education
services in ordinary schools. Today, only about 0.9X of all primary and
post-primary pupils are receiving their education in segregated special
schools. :
At present, educational provision for pupiis with special needs is made in
both special and ordinary schools. A total of 117 Special Schools have

- about 8,000 pupiis enrollied. There is littie or no iinkage between special
and ordinary schools. There are 154 Special Classes for about 1,800
children of traveliers in ordinary schools. Approximateiy 1,800 pupils
with various types of physical, sensorial, mental and linguistic
disabilities are also enrolled in special classes in ordinary schoois. The
majority of special classes, both for travellers and for disabled children,
make provision for some ievel of integration with pupiis in mainstream
ciasses following the kind of handicap.

- Mild mental handicap

- Moderate mental handicap

- Severe and profound mental handicap
- Physical handicap

- Hear ing impairment

- Visual impairment

- Emotional disturbance

- Young offenders and disadvantaged

- Language disorder
- Reading disability
- Mulitiply handicapped

There are about 1,000 Remedial Teachers in primary schoois and about 250 in
post-primary schoois. There are 38 visiting Teachers supporting class-
teachers of visually and hearing-impaired and of some Down's syndrome
children in mainstream classes.

These 1,000 remedial teachers are employed in Primary Schools, serving the
needs of approximately 40,000 pupiis with mild learning problems. About
40% of primary schools have access to a remedial teacher, either on a full-
time or shared basis. Teaching was traditionally confined to English and
Mathematics and lessons were conducted in a gspecial room in withdrawal
groups. Guideiines published in 1988 advocated a wider roie for these
teachers, for example, acting as a resource person for class-teachers,
providing an assessment and diagnostic service, drawing up individualised
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programmes, working side by side with teachers in ordinary classrooms,
teaching ordinary ciasses, advising col leagues on special needs and
liaising with parents. Many primary remedial teachers have since adopted
one or more of these recommendations but the great bulk of their teaching
is stil) given in withdrawal groups. There are about 250 remedial teachers
employed in post-primary schoois. Their work |Is organised differently from
their primary school colleagues, in that in many instances, their pupils
form a special class for core curricular areas with assistance from
specialist colleagues being given in specialist areas.

LUXEMBOURG

Special education in Luxembourg distinguishes between two types of tuition:
- special education
- differentiated education (sees Table 16)

The taw of 5 August 1963 on the reform of pre-school and primary education
provided for the setting up of special classes within primary education for
handicapped children of school age who, while being capable of training,
were nevertheiess permanently or temporarily incapable of partlclpatlng
successfully in ordinary education.

Students from several communes or sections of communes can be brought
together in regional classes. The aim of special education is to ensure
that students receive education, rehabiiitation and instruction which is
suitable for them through the appropriate methods and means. The special
ciasses are the responsibility of the communes and take on children of
normal intelligence with learning difficuities (on a temporary basis).

Article 1 of the Law of 14 March 1973 created differentiated education
institutes and services states:

“The state shall ensure that ali children who, because of mental,
behavioural or sensory particularities, are unable to attend ordinary
or special schoois, shalil receive the tuition required by their
condition or situation within the framework of differentiated
education. The Minister of National Education is responsiblie for
the educational aspect, the Minister of Public Health for the medical
aspect, and the Minister for Family Affairs for the family and social
aspect of differentiated education”.

Article 2 of the same |aw states:

“The following are to be established, as required, by Grand-Ducal
order:

a) pre-school centres, schoo! centres and vocational propadeutics
centres;

b) day centres, residential homes and care centres;

c) observation classes and centres;

d) educational support departments;

e) peripatetic education services;

f) disciplinary madico-psycho-educational services".

This law makes schooling compulsory for the children mentioned above and
creates or provides for the creation of the necessary centres, institutes
and services free of charge.
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Differentiated Education in Luxembourg

Special Institutes

Private institutes
subsidised by the State

Child Guidance Service

Institute for the visually
handicapped

Institute for children with
cerebral motor handicaps

The Mondorf Medico-Educational
Centre

Institute for autistic and
psychotic children

Centre for school integration

Observation centre

The Capellen
Rehabilftation Centre (HMC
League)

Domaine du Chiteau de
Bettange (APEMH)

The E. Mayrisch/Dude)ange
Rehabilitation Centre

The St. Joseph Institute
Betzdorf

(Sisters of Saint

Regional psycho-educational consultation
centres

BELVAUX, BETTEMBOURG, CLERVAUX, DIEKIRCH,
OIFFERDANGE, DUDELANGE, ESCH/ALZETTE,
ETTELBRUCK, HESPERANGE, LUXEMBOURG,
MERSCH, MONDERCANGE, PETANGE, REDANGE,
REMICH, RUMELANGE, SCHIFFLANGE, WILTZ,
GREVENMACHER.

A UCATION *

Primary and pre-school
education

Integrated classes Elizabeth)
Department of Differentiated The National Medico-Psycho-
Education Educational Committee
Occupational Propedeutics THE MINISTRY FOR NATIONAL EDUCATION The Logopedics Centre
Centres
CLERVAUX, ETTELBRUCK/WARKEN,
WALFERDANGE
_____________ The Institute for
Educational and Social
Studies
Regional Centres of Differentiated Education
CLERVAUX,  DIFFERDANGE, ECHTERMACH,  ESCH/ALZETTE,
ETTELBRUCK/WARKEN, LUXEMBOURG, PETANGE, REDANGE, ROESER,
RUMELANGE, WALFERDANGE.

T T Seueed T At ienal Rapert
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The aim of special education and its particuiar form of organisation was to
encourage the learning of practical skills. It was believed that the
handicapped child’s inteliectuai, practical and social potential could only
be developed by means of special equipment, a particularily meticulous
methodological approach and highly individualised care. Differentiated
education is only instituted after a careful analysis of each individual
case. As long as positive progress appears feasible in the pre-school and
primary education system, no child is sent to a centre or institute of
differentiated education. Blind or partially-sighted children and children
with a minor physical handicap are taught In normal schools. Many pupils
with communication disorders receive peripatetic schooling or attend normal
classes as far as possible.

Differentiated education sncourages exchanges, coexistence and co-
education, with classes of handicapped children existing alongside normal
classes. The chiidren therefore benefit not only from joint activities but
aiso from a well organised special education.

For this reason the learning tasks which a disabled child can undertake,
despite his handicap, in a pre-school or primary class and the activities
in which the child can successfully participate need to be defined,
together with the basic support measures which shouid be provided where
required.

The basic principle enshrined in article 1 of the Law of 14 March 1971 has
led to the establishment and organisation of a large number of centres,
institutes and services throughout the country.

ERANCE

The education of handicapped young people is governed by the principles and
framework laid down by the Guideline Act No. 75-534 of 30 June 1975 on
measures to heip the handicapped (see Table 17).

Under this Act the State must provide education for handicapped children
and those whose handicap permits should be placed In mainstream classes if
possible.

In this spirit, integrated education for handicapped young people has
therefore gradually been introduced, as set out in two important inter-
ministerial circulars:

- Circular No. 82-048 of 29 January 1982 giving a broad outline of
the policy;

- Circular No. 83-082 of 29 January 1983 setting out the practical
detaiis.

The Guideline Education Act of 10 July 1989 draws attention to the vital
importance of integrated education in the social and occupational
integration of handicapped peopie and provides for the involvement in the
process of health care establishments.



Table 17: Adapted or special teaching structures in France

STRUCTURE OF SPECIAL EDUCATION

ORDINARY
SPECIAL SPECIAL
% E'éﬁgggsm CLASSES IN CLASSES IN SOC10- MEDICO- HEALTH CARE
= | AN GRAWIR COLLEGES REGIONAL epucATIoNAL | |epucaTionad INSTITUTIONS
§ SCHOOLS <scuooLs insTiTuTIONS | |INsTITUTES (Hospitals,
S (General (Youth (taking children's
& and (SES and EREA exc. ENP wel fare children with nursing
vocational) 6CA) centres, motor, mental,| | homes)
outh welfare | Jcommunication,
omes) sensory
handicaps)
SCHOO FULL-TINE SCHOOLING IN
THE LING TN EDUCATION IN J THE HOSPITAL
& ORDINARY ADAPTED ADAPTED INSTITUTION THE SPECIALISE
s CLASSES IN |o) CLASSES IN CLASSES 1IN on IN INSTITUTION OR
& HAINSTREAM MAIN-STREAM [<]| MAIN-STREAM MAINSTREAM HARED BETMEEN
& SCHOOLS 4 scHooLs SCHOOLS SCHOOLS THE :usmun
INSTREAM
g \!’ - ‘g HOOL
= = =
PRE-SCHOOL EDUCAT ION
(Individual Integrated Education)

SCHOOLS UNDER THE MINISTRY OF
EDUCATION, YOUTH AND SPORTS

SPECIAL INSTITUTIONS UNDER THE MINISTRY
OF SOCIAL AFFAIRS AND SOLIDARITY

Although not spparent from this teble, there is an incresse in the number of exchanges between the medico-educationsl sector and the

mainstr .
or Iongf::r:‘ﬂ?:.”fc"““ﬂ! in hosptials is very often temporary and lasts for less than a year, except in the case of chronic disorders

Source : National report
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in this spirit Circular No. 91-302 of 18 November 1991, issued Jointiy by
the Minister of Education, the Minister for Social Affairs and the
Secretary of State for the Handicapped and Permanently Disabled, asks those
responsible at local level to facilitate the integration into mainstream
education of handicapped or seriously disadvantaged chiidren and young
people under conditions which wouid enable them to benefit from it.

Various types of schooling shouid nevertheless be considered according to
the case and the type and severity of the handicap(s):

A) individual integration, either full or part-time, into a mainstream
class with educational, psychological, medical and/or paramedical
support; this should be the first choice.

B) Special classes:

Differentiated integrated classes (formerly remedial and special classes)
in some primary or, less commonly, pre-primary schoois take students with
physical, sensory or mental handicaps who are able to benefit from
education adapted to their needs in an ordinary school environment.
Circular No. 91-304 of 18 November 1991 sets out the objectives,
organisation and running of these classes which constitute an important
part of the integrated primary education of handicapped or seriously
disadvantaged children in each Département. Classes are restricted to 12
pupiis and are run by teachers with a certificate in special teaching and
integrated education (CAPSAIS - see below, 2.1.). There are specialist
staff to give the students the necessary care and support outside the
classroom.

At secondary school level “special education sections” (SES) and Integrated
workshops in colléges take day pupiis, most of whom have come from special
primary classes. This enables them to acquire a general education and pre-
vocational and vocational training.

C) Admission, on a full-time or part-time basis, to a special school
under :

either |
a) the Ministry of Education, e.g. special regional schools

(EREA), State boarding schools which combine the educational
structure of the primary school, “"collége", vocational
(technical) school and grammar schoo!;

or

b) the Ministry for Social Affairs:

- national institutes of deaf or bilind young people;
- sensory and motor therapy institutes run by associations;
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- medico—-educational institutes run by associations or
regional organisations; these take children and young
people with intellectual impairments (many of whom have
muitiple handicaps) of between 3 and 20 who are
sufficiently disabled to require general care. Students
who cannot be educated outside receive a general
education there. They also have pre-vocational training
usually from the age of 14.

In addition, health care institutions (hospitais, treatment centres,
nursing homes, etc.) and social institutions ("Département” Youth Welfare
centres, etc.), take children and young peopie suffering from a temporary
iltness, injury or other disorders, or young people with particularly
serious social or family problems.

These children and young people are stiil subject to compuisory schooling.
The Ministry of Education is therefore gradually introducing special
teaching facilities into such institutions by appointing primary and
secondary schoo! teachers with the CAPSAIS. The teachers work together
with medicail and/or educational teams to draw up, together with the other
staff of the institution, a generail curriculum and an individual curriculum
for each pupil based on the need for a return to school or, if possible,
either fuil-time or part-time integration in the nearest ordinary school.

UNITED KINGOOM

All education of handicapped students has been influenced by the report by
Mrs. Mary WARNOCK which was published in 1978 and resulted in the 1981
Education Act, and the 1980 Act in Scotland.

The recommendations incliuded the abolition of statutory categories of
handicap as a basis for the classification of chiidren requiring special
education. The report estimated that one in six children had special
educational needs.

Finally, the report advocated that wherever possible chilidren with special
educational needs should be educated alongside other chiidren in ordinary
classes.

PRE-SCHOOL

The Government believes in a diversity of provision for the under fives -
education and day care; maintained, voluntary and private. Education below
the age of 5§ is provided by local education authorities at their discretion
(except when they have a responsibility to identify and provide
appropriately for those children regquiring a statement of special
educational needs from the age of 2). In Wales, there is aiso a Welsh
tanguage playgroup movement, Mudiad Ysgolion Meithrin, which is active in
the fieid of special educational needs.

The Government recommends minimum staffing ratios of 2:26 for nursery
classes attached to primary-schools, one of the two being a qualified
teacher and the other a qualified nursery assistant. Ratios of 2:20 are
recommended for nursery schools to allow for the additional administration
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undertaken by the nursery staff. These ratjos are sufficient to cope with
moderate numbers of chiidren who have special educations! needs but do not
require to be statemented. Some additional assistance is ususlly required
in order to provide satisfactorily for children with statements.

The Government emphasizes the need for ciose collaboration between the
different services providing for children below compulsory school! age. This
Is clearly reflected in the provisions of the Children Act 1989. The
Department of Heaith, the Department of Education and Science and the Welsh
Office jointly produced Volume 2 of the guidance on the implementation of
the Children Act. This was published in March 1991 with the titie Family
Support, Day Care and Educational Provision for Young Children.

PRIMARY AND SECONDARY

There is a continuum of provision to meet the whole spectrum of special
education needs, ranging from integration within an ordinary class in a
mainstream day school to placement in a separate residential special
school. The following are examplies of points along the cont!nuun which
itlustrate the range of provision available.

a. Mainstream placement within ordinary provision. A particutar
advantage of this arrangement is that it avoids formalising the
distinction between pupiis with special needs and their peers. As
all teachers have to take responsibility for teaching puplis with
special needs, specialist advice and resources have to be availabise
throughout the school; al! members of staff have to be aware of
curriculum differentiation and be able to draw on a range of
pedagogical techniques. Such arrangements often benefit from
enhanced staffing which aliows a more favourable pupil-teacher ratio.

b. Mainstream placement with speclialist provision within the classroom.
Although pupiils are taught in normal mainstream ciasses, specialist
support is brought to them there. This support can take various
form. Ancillary staff may assist with physical care, or work with a
pupil under the supervision of the classroom teacher. The schooil's
designated teacher for special nesds may work in the classroom with
the class teacher and provide INSET at the same time. Peripatetic
staff may work directly with a pupil - assessing, teaching or giving
specific therapy; or they may work with the teacher or the ancilliary,
giving them guidance as how best to work with the pupils concerned.

c. Mainstream placement withdrawal for specialist teaching within the
school. Pupils are taught in norma! mainstream classes as in the
above but they are withdrawn for specialist work. This can be
provided by a member of the school staff specialising in speclal
needs and some schools have an area with specialist materials and
oquipment where withdrawn pupils may go for specialist work with a
visiting professional who might have expertise in, for example,
visual or hearing impairment, speech therapy, or physiotherapy.
Careful arrangements for adequate (iaison and communication have to
be made.

d. Mainstream placement with attendance at a spectal class or unit part-
time. Pupli.ls are registered Iin mainstream cl’l.oo and receive some
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some teaching in mainstream groups but they aiso spend time in a
segregated class or unit where teaching can focus on particular
aspects of the curriculum - for example, literacy or numeracy - or
individual programmes to meet pupils’ needs can be offered. In
primary schools, It is usually a single class run by the teacher
responsible for special needs; in secondary schools, it can be a
large department comparable to the main subject departments and
housed in 3 suite of rooms. Care and ancillary staff are usually
based in the unit and peripatetic staff will operate through it. In
secondary schools, special units often prepare pupiis for aduit iife
and offer leavers’' programmes of social and |ife skilis.

e. Placement in a special class or unit and part-time attendance at
mainstream classes. To a certain extent arrangements are simiiar to
those described above: the difference lies in the fact that pupils
are registered in the special! class or unit rather than mainstream.

f. Full-time placement in a special ciass or unit. Pupiis attend an
ordinary school but receive al! their teaching in a special class or
unit. Resources and expertise relating to a particuiar set of
learning difficulties, sensory impairment or physical handicap may be
concentrated in a particular ordinary school which may then serve a
wide area. Thus pupils may have to travel outside their own home
area.

g. Placement in a special school! with part-time attendance at mainstream
ciasses. Puplis are on the roll of a special school but attend
mainstream classes for a proportion of the week either on an
individual basis or as part of a group for a particular area of the
curriculum (for example, art or drama). As part of the special
school ‘s implementation of a poiicy of integration in ordinary
schools wherever possible, progressive increases in the amount of
time spent in mainstream can lead eventually to the pupil’'s full-time
placement at an ordinary school.

h. Fuli-time attendance at a special school. At the most "segregated”
end of the continuum is full-time placement in a day or residential
special school. Some of the latter offer 52 week placements for
children, most commonily, those in need of a "therapeutic community"
or intensive care, including schools for chiidren with physical
handicap, run by the Spastics Society and with autism, run by the
National Autistic Society.

Voluntary organisations play an important part in provision for special
education needs. Traditionally, they have founded and maintained
institutions, especially with respect to sensory impairment and severe
mental handicap, but this role has changed as: legislation has more ciearly
defined the duties of local education authorities; there has been an
increasing move towards integration and placement within local community
and ordinary schools; there has been the necessity to consider the cost-
effectiveness of residential placements outside the child’'s home area; and
national and local statutory services have been encouraged to take over.

The present situation is that voluntary organisations still manage some
educational institutions but many of these now depend mainily on local
education authority support; the provision is generaliy highly specialised
and would be difficult for many local authorities to provide. Larger
agencies (for example, the Royal Society for Mentally Handicapped Children
and Adults (MENCAP), the Royal National Institute for the Blind (RNIB), The
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Nationai Autistic Society and the Spastics Socliety) employ professional
staff to act in a consultative capacity at both local and national level.
Networks of local branches offer mutually supportive groups for parents and
act as pressure groups.

There are considerable differences between LEAs as regards the use of
special schools and units. Past practices and resource allocation,
budgetary considerations, and locational factors influence local policies.

There has been an overal!l decrease in the use of residential special
schools though this trend has reversed for pupils with emotional and
behavioural difficulties. There Iis a continuing trend to introduce special
education provision into the ordinary school so that It becomes an integral
part of the school’'s education offerings, avaiiable to all pupilis as need
dictates rather than being perceived as something just for the traditional
clients of special education.

LINK SCHEMES

A development to note is the emergence of |ink schemes between specia! and
ordinary schools. A National Foundation for Educationa! Research (NFER)
study documenting the extent of such links in 1985 found that three-
quarters of special schools had some timetables links, in which pupils from
the special school spent time working in an ordinary primary or secondary
school. Many link schemes involved staff as well, both teachers and
classroom assistants. Although most staff movement was from the special
school to the ordinary school, there was some in the reverse direction to
support specific curriculum development. Special school teachers tended to
engage in three broad sets of activities when they went to an ordinary
school; teaching; supporting mainstream col leagues; and monitoring the
pupil link arrangements.

FURTHER AND HIGHER EDUCATION

Responsibility for further education in the public sector is mainly
devolved to LEAs. LEAs must have regard to the needs of students with
disabilities in funding their colleges; under the system of local
management of colleges introduced in the Education Reform Act 1988, it is
for each college to decide on how to allocate its funds.

There is only one residential college specifically for those with
disabilities in the publicly funded further education sector (Hereward
College of Further Education, a college for physically handicapped students
maintained by Coventry LEA); the majority of students with disabilities
attend their local further education college with any learning support
needs being met by the local authority. there are aiso a number of
independent, privately funded further education colleges which provide for
students with disabilities. Local education authorities and social
services departments may sponsor at such colleges.

GREECE

The special education system in Greece is not distinct from the general
education system but forms part of it. Special education is provided at
all leveis of the educational system from the pre-primary to the secondary.
More than 500 integrated special classes in ordinary schools have been set
up in Greece over the past few years.
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SPAIN

Although the new texts recommend that handicapped pupils be integrated in
an ordinary school environment, special education units co-exist with
ordinary classes in 3chools with a curriculum based on the mainstream

syl labus but with a certain degree of adaptation.

Special schoois take in children with very severe bandicaps and folliow a
syl labus suited to their abilities.

PORTUGAL

Iin Portugal special education is seen as being a set of responses to
special educational needs of children and young people attending an
ordinary or special school.

The special educational system is concerned with adapting the circumstances
in which pupiis with special educationali needs receive their education.

The rules governing integration into ordinary schools are laid down in
Decree-Law No. 319/81 of 23 August 1991 and are based on the following
principles:

- integration with the minimum of constraints;
- individual pfanning of teaching;
- adoption of procedures used in the special education system.

The education dispensed to pupilis with special educational needs is adapted
in the foliowing ways:

- gpecial equipment to help children with special educational needs,
- alterations to the physical environment,

- changes to the curriculum,

- special enroiment arrangements,

- special conditions concerning attendance,

- special assessment arrangements,

- organising classes or forms in appropriate ways,

- increased educational support,

- special teaching.

These measures apply to students with special educational needs who are
attending state-run elementary or secondary education establishments. They
are applied on an individual basis and the same student may benefit from
several measures taken at the same time.

The rasponsibility for implementing these measures lies with the school
administration which receives specialist help from the psychology and
guidance services.



Rep. int.Scei €2

DENMARK

in Denmark the so-called principle of normalisation is applied, which means
that the normal education laws apply to gll pupils. The laws covering
primary/secondary schools, upper secondary schools and vocational training
each contain & special paragraph which Is aimost identical in all cases.
The Schooi Act (Folkeskole) states:

Special education and special educational assistance shail be given to
chiidren whose development requires special consideration or support. The
Minister of Education and Research can lay down regulations in this
respect.

Special educational assistance shal! be offered to children who have not
yot started school, according to rules lald down by the Minister of
Education and Research.

The Minister can approve an extension to 11 years of tuition for pupils
whose development requires extensive consideration or support.

This Order contains additional provisions regarding special teaching and
other forms of special educational assistance given in pre-primary classes
and years 1-10 of the Folkeskole. Special teaching and other special
educational is given to students whose deveiopment requires special
consideration or support where such cannot be given as part of normal
education.

The purpose of special teaching and other special educational assistance is
to stimulate the development of students with special needs In accordance
with the guideiines set out In the aims of the Schools Act. A)l students
leaving schoo! must be prepared for further education, employment or some
other occupation.

Special teaching and other special educational assistance comprise:

1) Teaching in the subjects of primary/secondary schools, giving special
consideration to the learning abilities of the student concerned.

2) Teaching and training in functional! and working methods aimed at
remedying or iimiting the effects of mental, physical or sensory
functional difficulties.

3) Special educational guidance for parents, teachers or other persons
playing an important role in the student’'s development.

4) Special teaching materials and technical alds necessary for teaching
the student.
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5) Personal assistance which can heip the student overcome practical
difficulties in connection with his/her schooling.

Special teaching may be given in the following ways:

1) The student remains a member of the normal ciass, but:
a) receives special teaching in one or more subjects in addition
to the normat curriculum, or
b) receives special teaching instead of normal teaching in one or

more subjects.

2) The student ceases to be part of a normal class and receives his or
her entire education in a special class situated located either at a
normal school or a special school.

3) The pupil! is a member of either a normal class or a special class but
is taught in both types of class.

Special teaching in upper secondary schools, vocational schools and further
education is always additional to normal teaching, which means that there
is no segregated teaching.

Young people and adults with serious functional handicaps are offered
suppiementary special teaching at special schools or at day and evening
classes at normal schools.

{TALY

The problems of integration overlap with those of the ordinary system
because of the fact that special teaching is included in ordinary teaching.
Although special classes in state-run schools have been abolished, a number
of these classes still exist in day centres for the handicapped. Table 18
tilustrates schematically the structure of the Italian schooi system. The
needs of handicapped pupiis in an ordinary environment are catered for by
support teachers.

The Law on primary school reform accepts and regulates systematically and
definitively the principle of free access for handicapped children to
ordinary schools, their right to receive support, and the position of the
remedial teacher as both a member of the teaching staff of the school and
teacher of the class(es) (or classes) in which he/she works. This
principle was introduced in 1977 as an innovation by Law No. 517 of 4
August 1977.

in addition, Article 4, sub-paragraph 4, of this Law provides for the
possibility of a derogation from the average student/teacher ratio of 1:4
to permit remedial teachers to spend part or all of their time teaching in
a ratio of 1:1.

Article 6, sub-paragraph 3, introduces the discipline of the “psycho-
pedagogical” teacher in other words an expert in prevention and remedial
teaching who can be called upon to facilitate the integration of

handicapped students following a decision by the council of teaching staff.



Table 18:

THE STRUCTURE OF THE ITALIAN SCHOOL SYSTEM (including the integration of handicapped students into ordinary classcs)

Average age|lype of ]l:lns or Teaching hours Students' ‘mﬂnr of baxi” nusber Special arrangements if handicapped

school course year |per teacher timetable teachers per f students per |[students are present

week class or section
3-4 Nursery Section | 25 hours per week |Min. 30 hours 2 per section |28 per section 20 students per section
4-5 school Section |! Hax. 40 hours A third specialised teacher is added”
5-6 Section (1)) Max. 2 handicapped students per section
6-7 Primary Class | 22 hours per week |Traditional classes: 26 h |3 per class, 25 per class 20 students per class .
7-8 school Class 11} Full-tise classes: 40 h sith each A specialised teacher is added
8-9 Class 111 A ccabination of the above]teacher
9-10 Class IV with: Nin. 27 hours teaching two
10-11 . Class V Max. 30 hours classes Max. 2 handicapped students per class
11-12 Comprehensive Class | 18 hours per week |Min. 30 hours 8 per class, 25 per class 20 students per class. The eight
12-13 (lower) secondary|Class I1I Max. 36 hours with each existing teachers are supplemented by
13-14 school Class 111 teacher teach- a specialised teacher
ing more classe Max. 2 handicapped students per class

14-1% (Upper) secondary|Class | 18 hours per week |Hin. 30 hours About 10 per 25-30 per class |20 students per class. An additional
15-16 school Class 11 class, with specialised teacher is provided
16-17 ‘Lycea’ and Class 11 each tescher
17-18 technical and Class 1V teaching more
18-19 vocational Class Vv classes Max. 2 handicapped students pur class

schools
19-20 University Year | There are no special arrangements for
20-21 Year () handicapped students
21-22 Year 111
22-23 ear IV
23-24 Year V

Each specialised teacher arranges his 2wn timetable, which is equivalent to that of non-special ised teachers, depending on which cases have

been allotted to him; he devotes more time to more severely handicapped students.
ordinary classes where he shares the resposibility for all students - handicapped or non-handicapped.

Source: national report

There are no “special® c'asses, since each special ised teacher worss in

91095 "3y ey




Rep.int.Scel6S

CONCLUS |ON

This anailysis of the special education systems shows a wide variety of
approaches (see Table 19). These systems may be ciassified into three main
groups with specific national and cultural variants:

1) Special education systems based on a particular type of teaching
associated with a particular type of handicap with. little or no
contact between the special and ordinary environments.

2) ordinary education systams which integrate handicapped students. In
some countries this approach can even extend to all pupils with
special educational requirements or learning difficulties. The
authorities recognise the existence of seriousiy handicapped chiidren
and, depending on the country, provide for a greater or lesser degree
of segregation within schoois for children whose handicap does not
allow integration in an ordinary environment. These special measures
often invoive a very smaill number of children.

3) Mixed education syastems where the ordinary education system and the
special educational system co-exist. The extent to which handicapped
students are integrated varies within wide (imits and the same
applies to the interaction between the two systems.

Provision for the educational and special needs of chilidren produces a
continuum of special measures varying from integration in an ordinary
environment (with or without support), part-time placement in an integrated
special class In an ordinary school, to placement in a special school or
even a special institution.

in some systems, depending on the development of the handicapped pupi! and
the knowiedge and skills which he acquires, it is possible for him/her to
progress through several consecutive stages. It is in principle always
possiblie to find appropriate measures in such a system.
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3.3 Evaluation and resuita

National evaluations (21) and individual evaluations by teachers and local
education authorities (LEAs in the United Kingdom, HELIOS local model
activities in Greece, Ireland and Spain) have been undertaken.

in BELGIUM the report describes parents’ attitude as important since they
often represent a pressure group for integration in an ordinary
environment. The parents of integrated children seem more motivated and
participate more in school and pre-school activities, which explains the
proportionailly higher involvement of the higher social classes.

Teachers generalily have a positive attitude despite the extra work incurred
but this is dependent on the extent to which they are consuited and kept
informed. Integration must invoive an educational team and not an isolated
teacher. The inciusion of an integrated pupi! impiies changes in the
classroom, such as the provision of facilities, overtime, number of pupils,
etc. and hence has consequences for the whole school organisation.

integration with the support of an educational team provides an approach to
probiem students in generai. ([t therefore has favourable repercussions on
classmates. Finally, the Beigian report draws attention to the attitude of
school management whose roie is very important in decisions regarding
integration.

In GERMANY demographic changes in general over the past ten years have
encouraged the process of change in methods. Since the end of the 60’'s the
birth rate has falien constantiy. It is now the "lost" generations who are
attending school. The fall In the number of students affects quantitative
learning conditions. The main feature of the present situation is the
better support for pupils, in other words a smalier number of pupils per
class and a more favourable teacher-pupil! ratio. In the past two decades
special schoois in the various Linder of the Federal Republic of Germany
have developed more or less at the same pace. This is because in 1980 the
conference of the Land Ministers of Education reached an agreement on the
development of speciai schoois, which was extended in 1972 in a
“Recommendation on the organisation of special education.” Leaving aside
the conditions mentioned above, it is considered beneficial to respect the
diversity of students in education. Teachers are increasingly coming to
understand that traditional teaching methods, such as the teacher-at-the-
blackboard situation, are no ionger appropriate for fostering learning.

More open forms of teaching and learning with pupils who are increasingly
lacking in concentration and are becoming more and more restless appear to
be better suited to heterogeneous groups, although such methods cause many
probiems of organisation in everyday teaching practics.

(21) “Evaluacion de la Integracion escolar - Ministry of Education and
Science - Madrid (1988)
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The increasing differences between students in terms of learning conditions
are leading to a growing realisation of the importance of differentiation
in teaching.

In GREECE the report adopts a positive approach towards the school
integration of handicapped students, which has deveioped as the attitudes
of parents, teachers and handicapped students and children themseives have
changed.

SPAIN describes the efforts taken to do away with the organisational
obstacies by adapting existing legislation.

Changes that have occurred in Spain affect conceptual aspects, in other
words the way schools interpret a pupili’s need within the functional
framework of a democratic society, and also aspects reiating to
professional practice, in other words organisation of the educational
response.

For a better understanding of Special Education in Spain, we propose to
begin by outiining the history of the system from the sixties to the
present day.

* 1960 - 1989
The most significant features of the sixties may be summarised as below:

a) Lack of initiative by the Government with regard to pesople with
developmental problems and lack of funding for setting up the
necessary services.

b) The disabled peopie themselves and parent’'s associations in
particular attempted to set up the necessary services. |t
should be recognised that the only ministerial departments to
respond to these demands were the Social Welfare and Social
Services Department.

* 1970 - 1979
The seventies were characterised by three features:
a) The facilities in which professionals had to work were poor.

b) The system was inadequately regulated. There were no official
programmes, or standards or criteria against which to judge the
work of special schools. This gave rise to isolation and
haphazard growth that frequently emerged as a duplication of
services.

c) A powerful educational network grew up in paraliel to the
ordinary system due to the setting up of segregated facilities.

* 1970

The General Education Law was published. This took account of Special
Education and set up some special units in certain ordinary schools and
some special schools of a complementary nature. Despite this, children
with educational problems or miid problems were educated in both
institutions. Some achievements made during these yesars are now of key
importance. '
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- Education seen as a public service

- Free schooling for all from the age of six to fourteen

- Easier access to Bachillerato and vocational Training

- Progress in the adoption of active and participatory teaching
methods

- Special attention to pupilis with social, physical, sensory or
mental disabilities.

* 1974

Setting up of the “Servicio de Recuperacion y Rehabilitacion de
Minusvalidos Figsicos y Psiquicos (SEREM) (Service for the Recovery and
Rehabilitation of Physicaliy and Mentally Handicapped People). This
created a network of provincial branches throughout Spain that were
responsible, almost exclusiveiy, for providing technical support for
administrative decisions relating to financial aid to be received by the
following potential beneficlaries; handicapped people, parents, special
eduction schools, etc... This meant that special schools were now staffed
by complementary staff responsibie for pupil care and they became dependent
on other Ministries apart from the Ministry of Education.

* 1975

Up to this year, successive Ministries of Education were characterised by
their lack of planning for the necessary services, lack of applied
investigation and lack of training for professionals.

The same year, the Ministry of Education and Science set up the Instituto
Nacional de Educacion Especial (INEE) (National Institute for Special
Education) as an Autonomous Organisation with the aim of:

a) Bringing order to the administrative and technical tanglie that
the schoois - ever-increasing in number - produced during the
normal course of their work.

b) Ensuring the free nature of private schools through a system of
legal grants as a response to social pressure exercised by the
above associations.

c) Taking charge of the planning and future development of this
sector.

* 1978

The Spanish Constitution (27/12/1978) stated unequivocally that education
had the category of a right for all citizens (Article 27) and the public
authorities were obliged to promote a policy of integration for handicapped
citizens within all socia! areas (Article 49) and hence aiso the field of
education.

Following the publication of the Spanish Constitution, in the same year the
INEE was commissioned by the Royal Patronage for the Education and Care of
the Disabled to produce a National Plan for Special Education. This Plan
was originally designed to form part of a series of implementation
programmes within different fieids (Health, Labour, Social Services,
Education) as part of a future Ley de Integracion Social de los
Minusvalidos - LISMI —~ (Law on the Social Integration of Handicapped
People). This stated for the first time the principle of normalisation
services, education integration, personal attention and sectorisation.
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* 1982

The Ley de Integracion Social de los Minusvalidos (LISMI 7/4/1082) (Law on
the Social Integration of Handicapped People) was published.

* 1985

The Royal Decree on the Planning of Special Education (R.D. 6/3/1988) was
published. Among other things, this made it possible to put Integration
Programmes into practice In the various Autonomous Communities.

This set out a new vision of a school as an open school and contained the
following principles:

- Every child can be education

- The purpose of education is to ensure that all children can
develop their potential and abilities to the full.

- The educational response must respect individual differences in
pupi| development. Principle of Individuaiisation of Teaching.

- Wherever possible, the educational response must be provided
within the framework of an ordinary school. Principles of
Normallsation of Educational Services and School (ntegration.

- The provision of educational services must be adapted to suit
the envirorment within which the disabled citizen lives. This
mans that such services must be planned by geographical sector
of population and needs. Principle of sectorisation.

* 1985

Publication of the Order of 20 March on Planning of Special Education and
testing of educational integration during the 1985 - 1888 academic year.
Thus began the integration programme.

The boom in economic development that occurred in Spain from 1980 gave rise
to new needs within the educational system. The changeover to a democratic
government in 1977 further increased this type of demand, which may be
summarised as:

- The extension of compulsory education to the whole population

- Extension of the compulsory period

- Better access to post-compulisory education for all social
fovels.

To improve the quality of teaching in the end it was necessary to publish
the “Ley Organica 8/1985 de 3 de Julio Reguladora de! Derecho a ia
Educacion (-LODE-)" (Genera! Law 8/1985 of 3 July Governing the Right to
Education) as the Generai Education Law of 1970 was obsolete.

This law plans teaching and provides a guide for rationalizing the supply
of free school places by seeking the fair allocation of public resources in
order to balance freedom and eguality. This law now governs:

- Democratic participation in the life of school communities
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- Schools in general and the support of concerted schools in
particular

Based on the principle of freedom, tolerance and piluralism, it seeks to
oxtend the letter and spirit of the agreement on education made when the
Spanish Constitution was drawn-up. It is, in essence, 2 law of co-
existence.

* 1980

In recent years, the education system has been adjusted to meet a wide
range of social demand by being brought up to the same levels as found in
surrounding countries and also to meet the demands of new social
organisations: parents’ associations, teaching reform movements and other
bodies that have played a crucial role in the improvement of Spanish
education.

Throughout the last seven years, the Ministry of Education and Science has
been directing its efforts in four main directions:

- Guaranteeing the Constitutional! Rights to Education: publication of
the Ley Organica Reguiadora dei Derecho a la Educacion (-LODE-)
(General Law Governing the Right to Education) in 198S§.

- Making schooling universal while also taking into account the
characteristics of Spain’'s population and demography; significant
resources directed toward certain geographic areas undergoing strong
growth.

- Making up for soclial inequality: increases in resources earmarked for
grants to pupils from low income families.

- Improving the quality of teaching: increase in the number of teachers
at all levels of education, reduction in teacher/pupil/classroom
ratio, extension of interdisciplinary teams, implementation of
programmes for introducing new technologies into schools, setting up
of teacher training programmes, infant education support programmes
and pre-school education reform programmes.

The law on the General Organisation of the Education System (LOGSE),
promoted the integration of the special education system within the
ordinary mainstream system.

In ITALY, the resuits of the integration of handicapped pupils into an
ordinary environment may be summarised as follows:

- Parents take a positive view of the child’'s school career. They
often expect better school results than their chilid would
otherwise have obtained. They have a constant attitude of hope
(as opposed to resignation in special schools)

- Overall 80% of teachers are in favour, while 20X are
indifferent or oppose the policy. Some 70X of teachers are not
only in favour but are actively committed.

- It is rare for the school system to show an ability to change
its own organisational form and integration still relies on the
commitment and willingness of the teachers.
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The progress of integrated pupils at school is not in doubt, but
doubts persist about the integration of severely and very seriously

handicapped children and about the speed with which progress is
obtained.

To improve the provision for handicapped pupils it has been decided to
establish a permanent Observatory within the Ministry of Education, the
members of which inciude representatives of famiiies as well as experts
from universities (educationalists, psychologists, neuro-psychiatrists) and
school (inspectors, principals, head teachers, teachers).

in the NETHERLANDS government policy on the promotion of integration has
been geared towards improving diagnostic and remedial skilils in primary
education. Various projects have been launched with the aim of improving
collaboration between the special and ordinary education systems and
transferring knowledge to the ordinary system, while at the same time a
major programme of courses has been offered to mainstream teachers with a
view to improving their skills. This policy ought to ailow as many
students as possible to receive a proper education in ordinary primary and
secondary schools.

Despite all the tegislation, facilities and projects, this policy has not
yet had much success. In fact the statistics for the most recent years
actually show an increase in the number of piacements in special education.

As already mentioned, the growth of special education is primarily
attributable to the sharp increase in the number of students with learning
disabilities. 1t would seem that mainstream schools in the Netheriands
have got used to solving their problems by referring students to special
schools.

Parents’ organisations are actively pressing for more integration. In
particular, parents’ organisations from the so-called "Group two" and
“Group three” schools have an explicit integration policy. The parents of
children with learning disabilities are relatively cautious - they are
dubious about the chances of their children being successfulily integrated
into the mainstream system under present conditions.

in response to this difficult situation, the Dutch Secretary of State for
Education and Science has recently developed a new policy, which is
outiined in the report "Weer samen naar school"” (Back to school together)
(Ministry of Education and Science, 1990).

The report analyses the factors which have contributed to the growth of
special sducation. Educational factors, policy factors and the
characteristics of the system all seem to play a part. Children differ
from one another, and it seems that the differences are growing. Schools
are unable to cope with these increasing differences, and as a resuilt more
and more children are finding themselves in the danger zone.

Despite all the educational innovations introduced in recent decades, it is
clear that education has been geared towards the average student. |If there
are too many students with specific needs in the class, teaching becomes a
compliex problem. There is little support in the school itseif. Colleagues
are busy struggling with the same problem, and the support that is
available is located outside the school, e6.9. in special-needs schools,
schools advisory services and the like. The only solution that teachers
can see is to refer students with specific needs to schools where more
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expertise and time is available for them, i.e. the separate schoois for
special education. The special and ordinary education systems operate
independently of one another, and it is this aspect that encourages
referrals to special schools, since special help is only available once the
student enters the special school.

Special education is therefore an attractive option, since it can offer
special facilitioes for students with special needs. It is the system
itself that makes it impossible for ordinary schools to be able to help
students under the same conditions.

In the UNITED KINGDOM partial evaluations have been undertaken in the form
of LEA inspections and the reports of Her Majesty’'s Inspectorate. These
evaluations and the resuits show that schoo!l integration is determined by
the number and proportion of pupils and by the existence of individuatl
integration plans and their periodic review. Schools vary greatly in the
degree of sophistication of their special needs policy.

Pupils must be consulted on the matter, but parental attitudes regarding
the choice between integration in an ordinary environment or schooling in a
special environment are hard to measure according to the LEAs.

The attitude of teachers towards integration differs according to whether
they are prepared and supported with resources and advice as they deveiop
new initiatives. Where this is the case they are favourably disposed, but
where they fee! isolated, inadequate to the task and without guidance the
results of integration reflect this.

Where integration is taken seriously by schools, the main changes invoive
modification of the curriculum, a greater awareness of differentiation and
an increased repertory of teaching and assessment techniques. This is a
positive evaluation and a number of schools have different methods.

CONCLUS 10N

Iin the reports, all the Member States declare their support either for
integrating handicapped students in an ordinary environment or, where
necessary, placing them in integrated special classes in ordinary schools.

Although some countries have achieved impressive results with a voluntary
but assiduous policy, other countries despite all their efforts have for
various reasons (not always the same ones) failed to promote school
integration in an ordinary environment.

In almost all countries the regulatory instruments to support integration
have been set up. Parent associations increasingly militate on behaif of
the special educational needs of their children to be met in an ordinary
environment with the possible support of the special environment.

Transnational co-operation and exchanges must therefore be developed,
including teachers responsible for handicapped children and perhaps even
students in order to exchange experiences, educational techniques and knhow-
how so as to motivate teachers and to break down the barriers.
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Perhaps the suggestion of the Greek report of organising 8- to 10-week
training courses for teachers at the Community level is an interesting idea
and should be examined at that level.

At the same time new political initiatives should be studied to reverse the
ratio of one handicapped students in an ordinary environment to every three
in a special environment.

Certainly, while the probiems of handicap in childhood affect only between
1 and 2 million students in the European Community, the associated costs
are currently equivalent to 4 to 8 miilion pupils.

4. ORGANISATION OF TEACHING AND LIFE AT SCHOOL

4.1, Progress of the handicabped student in the school syatem
BELGIUM

To enrol any handicapped child in a special school a report must be
produced indicating the type of education which corresponds to the needs of
the child.

The child may not be enrolied uniess the school organises the type of
special education and level of education indicated in the report. It is up
to the parents and sometimes to the advisory committes for special
education to produce this report.

Types 1, 2, 3, 4 and 8 special education require a multidisciplinary
examination by a Psycho-Medico-Social Centre, a schooling and vocational
guidance centre or any similar organisation approved or recognised by the
State.

For types 5, 6 and 7 special education a medical examination (the
concliusions of which are given in the enroilment report) is carried out by a
medical specialist approved by the Minister of Health.

The enroiment report includes the certificate and the documentary evidence.

- The certificate is a document in which the head of the body issuing
the enroiment report or the medical specialist certifies that the
student examined is handicapped under the meaning of the law and
specifies the type of education and level of study which appears to
be best suited to the child’'s condition.

This certificate is given to the head of the family who is then free
to choose the special school suited to the child, according to the
coertificate. The certificate given to the head of the school on
enrolment is returned to the head of the family at his request when
the child leaves the school.
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- The documentary evidence, intended for the school, includes the
resuits of a medical examination, a psychological examination, an
educational examination and a social case history. This enables the
special school staff to put the child in the group best suited to his
or her educational needs.

The psychological and paramedical staff thus know what part they have
to play and the guidance body can set initial targets and draw up an
educational syilabus appropriate to the nature and severity of the
student ‘s handicap or handicaps.

Once a child has been enrollied at a special school a whole procedure is set
in motion.

- Claass council
This consists of ali the governing, teaching, paramedical,
psychological and social and ancilliary staff responsible for the
education and instruction of students in a given class. It is
chaired by the school head or his representative. It is assisted in
most of its work by the body responsible for guidance.

Its task is very important and comprises:

- the organisation of classes and teaching units;

- the drawing up of an individual action plan;

- the assessment of progress and results;

- giving an opinion on whether the chiid shouid continue or be
redirected

- substantiated decisions on the progress of each student.

- Guldance
The student will be followed up throughout his or her school career.
Follow=up is the responsibility of bodies or persons with the same
qualifications as those involved in advising but covers a specific
number of special schools. These are usually psycho-medico-social
centres.
This continuous guidance consists in analysing and where necessary
adding to the information in the enroiment report in co-operation
with the education team in order to set educational targets for esach
student; opinions on subjects or changes of subjects and vocational
guidance are then issued regulariy; finally the student’'s first
attempts at social and occupational integration are monitored.

This process is described in Table 20.

Parents always have the right to return their child to the ordinary
education system. This may be done within the framework of the integrated
education system, which provides for continuous special educational
assistance. In principle the transition to ordinary education can only
occur at the beginning of the school! year, whereas the transition to
special education can occur at any time during the year.
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Handicapped pupils in integrated education are classified for
administrative purposes as belonging to the ordinary education system. The
decision to admit a child to integrated education is taken jointiy by the
parents, the specia! school, the ordinary school and their respective
P.M.S. centres. A certificate is issued to this effect by a P.M.S. centre,
reviewed annually and if necessary renewed.

DENMARK

Parents may apply to the local education authority or the educational
psychological guidance service for special educational assistance for their
child. Where the application is made to the educational psychological
guidance service, this service sends a report to the sducation authority.
The application may also be addressed to the social and heaith authorities
which forward it to the education authority. Other parties who are
acquainted with the child’'s condition may aiso submit an application for
special educational assistance to the education authorities. The nursery
class teacher’'s report must be countersigned by the head teacher and school
doctor.

Following consultation with the parents, the educational psychological
guidance service arranges an examination with the necessary assistance from
other experts. A meeting is held with the child's parents (who may be
present during the examination), the staff at the playgroup or pre-primary
class which the child |Is attending and any other persons who can help to
identify the child’'s needs. A written report on the examination is
prepared and, where the child in question attends a pre-primary class, sent
to the head teacher and school doctor. The parents are informed as soon as
the report is available and must be given an opportunity to see it.

On the basis of the report and after consultation with the parents, and
possibly the class teacher of the child in question, the teachers who,
where appropriate, will be responsible for providing the special
educational assistance and the social and health authorities, the
educational psychological guidance service makes a proposal concerning the
type of special educational assistance which should be provided to heip the
child. This proposal should state whether assistance should be provided
under article 19, paragraph 1, or article 19 paragraph 2 of the School Act.

Decisions on the provision of special educational assistance under article
19 paragraph 1 of the School Act are taken by the municipal authorities or
under their authorisation on the basis of the educational psychological
guidance service’'s proposal. If the child already attends a nursery class,
the decision is taken by the teachers’' council of the schoo! on the basis
of the guidance service’'s proposal.

if a student is considered to have special educational needs which cannot
be satisfied in the context of normal teaching, or if a student’'s school
situation should otherwise give cause for serious concern the child is
recommended for educational psychological assessment by:

1) The class teacher, possibly on the initiative of the student’'s other
teachers.
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2) The schoo!l health service if acquainted with the student‘'s mental,
physical or sensory problems forming the grounds for suspecting that
the student needs special educational assistance.

This recommendation is sent via the head teacher to the educational
psychological guidance service. The head teacher can also himself submit a
recommendation for educational psychological assessment on the basis of
information provided when a student is registered.

The decision to start special teaching or other special educational
assistance is made by the head teacher. |If consent is not obtained from
the parents, special teaching may be started only if the head teacher
considers it absolutely essential for the student’s development. Full
consideration must aiso be given to the parents’ wishes with regard to the
detailied arrangements for special teaching.

Special teaching may be started without the procedure described if the
student is in a particularly difficult situation necessitating immediate
action by the school. However, the parents must be consulted and an
educational psychological assessment carried out as soon as possible if
special teaching is likely to last for at least threes weeks (15 school
days).

If it is felt that the student needs particular attention or extensive
support the head teacher - after consuliting the parents - submits a
proposal to the municipal authority, which decides whether to refer the
matter to the county council.

The county council takes any decision to start extensive special teaching
after considering the municipal authority’s report and, where appropriate,
obtaining expert opinions.

In its decision on the detailed arrangements for special teaching, the
county councii must give full consideration to the parents’ wishes. The
parents’ and students’ wishes concerning the choice of school must be
respected wherever possible. Refarral to a boarding school is subject to
the consent of the parents and student.

The educational psychological guidance service monitors the deveiopment of
pupils referred for special teaching and at least once a year considers
whether it shouid be continued, changed in some way or discontinued.
Likewise the county council is responsible for ensuring that students
receiving special teaching on its initiative are monitored by an
educational psychological guidance service.

The request for educational psychological assessment is made after
consultation with the parents and student. 1If agreement cannot be reached
with the parents the assessment will only be made if the head teacher
considers it absolutely essential.

The proposal of the educational psychological guidance service is made
after consultation with the parents and student. |If agreement cannot be
reached with the parents, the educational! psychoiogical guidance service
must inform the head teacher of the reasons and stating to what extent it
considers the proposed special teaching or other special educational
assistance to be absolutely essential.



Rep. Int.Scol 79

GERMANY

Schooling is compuisory for handicapped children and young people, as it is
for the non-handicapped. All the Linder work on the principlie that
handicapped children should, as far as possibie, be educated together with
non-handicapped chiidren, but that, where necessary, special schools or
special educational assistance should be provided for handicapped children
and young people.

Before it becomes necessary to transfer a pupil to a special school, the
following development measures are implemented in most Linder of the
Federal! Republic of Germany:

1. Romedia! teaching

In the first to fourth (or sixth) years of primary school backward
children are provided with remedial teaching in reading and writing
mathematics and science in addition to standard primary school
teaching.

The objective of this teaching, which is carried out in smaill groups
of four to eight pupiis, is to enable the children to participate
successfully in mainstream teaching.

2. Educational psychology gyidance services, edycational and careers’
rvi

These generally take the form of advisory services, with the
exception of the five new Linder on the territory of the former GDR
where these services are currentily being developed. The educational
psychoiogy guidance service is headed by a graduate psychologist, who
is usually a trained teacher.

In many schools the educational psychology service is supported by
advisory teachers whose number of compulsory teaching hours is
reduced to enable them to provide specific psychological services.
Parents, pupils and other teachers may use this service.

The main tasks of the educational psychology service are as follows:

- providing individual advice and information on learning
handicaps, behavioural disorders and dysfunctions,

- correcting ineffective approaches to learning and inappropriate
social behaviour,

- developing schooli-career advice centres,

- improving test methods,

- referring the more difficult cases to special therapy and
follow-up establ ishments.
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3.  School health service

This service is provided by district heaithy authorities in each Land. The
health authorities carry out a series of preventive medical esxaminations.

Chilidren who cannot keep up undergo a thorough medical examination. |If
there is found to be a physical cause for the learning difficulties they
can obtain special medical help. The decision to admit a handicapped
student In a special schoo! is by no means final. Close co-operation
between schools, parents and the various social and hesith care services
can faciiitate the return to an ordinary school or the progress to the
working environment.

in the historical deveiopment of the educationai system i(decliogical
educational objectives always stem from an idea of education which is
available to aill. Handicapped people have not been excluded from these
objectives. Where a distinction is made between "ordinary school” and
“specialist schoolis,” the intention has not been to provide teaching to
different categories of pupils. It Iis in fact an education and training
system which was originally designed to be common to everyone, but which
has resuited in differentiation because of incompatibilities of structure
and the disparities in progress which resulted.

SREECE

In accordance with the Law No. 1566/1985, special eduesation is provided
free of charge by the state in national schoois. However it is not
mandatory. Parents have the last word and they may decide whether to send
a child with special needs to a special school or to place him Iin a special
education programme within the regular schoo! (such as special class,
support teaching, etc...) However, nine years' schooling from the age of
5.5. (national school) to 15 (completion of lower secondary school) is
compulisory for all In the reguiar national schools and lower secondary
schools, even for children with special educational needs. To be enrolled
in a special school, the child must satisfy the age condition and aiso take
a special medical examination to determine the nature and degree of his
disability.

This examination is conducted by a team of specialised scientists
(psychologists, educationalists, appropriately qualified doctor and social
worker), employed at the state child medical unit or centre or with the
prefecture’'s mobile diagnostic team, consisting of the same specialists.

The integration of children with special learning difficulties iInto special
training programmes in reguiar schools is approved following the favourabile
opinion of the school’‘s teachers and the School Counsei ltor in Special
Education or General Education or, where required, by the child medical
service or the mobile diagnostic unit and, naturally, the parents.

If the child improves substantially, he may be fully integrated into the
regular class, aven during the course of the school year. If a child has
special educational needs, because he is generally less mature in his
development, mentally retarded or physically handicapped, blind or with
impaired vision, deaf, hard of hearing, or if he is emotionally disturbed
or has severe learning difficulties, he may, with his parent‘'s consent,



Rep. Int.Sco (81

register with a special schoo! depending on his disability or in a special
class or support teaching programme (Law 1568/1985, Presidential Decres No.
603/1982, etc...). The chiid may begin special education at the age of 3.5
(nursery school!) and continue to the age of 18 or, in certain cases, 20.

SPAIN

School enroiment Is always decided by the parents, in practice, parents who
become aware that their child has a problem - whether independently or as a
result of comments by a teacher or one of the other professionals employed
by the various educational services - shouid reguest assessment by the
local area multidiscipiinary team. Following this assessment, the team
issues a report recommending a given type of schooling in the school
closest to the family home that offers the conditions and resources that
the child’'s education requires.

In the case of pupiis with special educational needs, the type of education
is decided by a report that the sector muitidisciplinary team issues in
each case on the basis of the resuits of an initial assessment. This is
subject to agreement by the parents and the school where the child is to be
taught.

If there is disagreement over the type of education recommended for a
child, an appeal can be made to the Provincial Director of the Ministry of
Education and Science, who may take a decision on the basis of a report
from the Provincial Board for Special Education. An appeal against the
Provincial Director’'s decision can be lodged with the Director General for
Teaching Reform under the terms laid down in the Law under Administrative
Procedure.

The schooling of pupils with special educational needs is subject to annual
review. At the end of each course, these pupils undergo assessment when
the possibility of changing the type of education is considered.

ERANCE

In application of the Act of 30 June 1975, a special education committee
(CDES) was set up in each Département. The rules on membership and the
organisation of these committees are laid down in Decree No. 75-1186 of 17
December 1975 and details are given in various circulars. Each committee
is chaired alternately by the Académie inspector, director of the
“Département"” education authority and the head of the "Département” heaith
care service (on behalf of the Minister for Social Affairs). it decides,
Iin co-operation with the family, on the type of schooling for the
handicapped child (or adolescent) and on whether the parents (or person
looking after the child) shouid have a speclal education allowance. |t may
delegate its work in connection with schooling for handicapped young people
to local committees covering smaller geographical areas - in the case of
primary pupils these are the preschool and primary school district
committees (CCPE) and in the case of secondary school pupils they are the
secondary school district committees (CCSD).

Very young children ~ who are not yet at school - with a condition
involving or |ikely to involve, a handicap which has been detected at
compulisory medical examinations may also have their cases referred to the
“Département” or district committees.
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It is up to the committee to which the child is referred - CCPE, CCSD or
CDES when a decision has also to be made about the allocation of a special
education grant - to suggest to the family the solution best suited to the
particular needs of the child.

Once the parents have agreed, the school or institution concerned must
comply with the decision of the committee on the type of schooling for the
child. A school or estabiishment which feels that it cannot keep a child
placed there following a decision of the committee or regards a change of
placement necessary, can refer the case to the committee again.

1RELAND

The procedure of administration involves |iaison, co-operation and
dissemination among schoo! management, regular schoo! staff, specialist
schoo!l staff, support systems and parents. It ‘is the responsiblility of the
co-ordinator to administer these procedures.

In consuitation with the family doctor, parents are put in contact with a
psychologist who assesses the child. This assessment is then sent to the
schoo! inspector who recommends placement of the child with due regard to
the child’'s disabiiity and the service available locally. The parents and
child visit the school Principal and meet the special class teacher
involved, where that child’'s suitability for such placement is discussed.
The child is then enrolled and begins schooling.

Oon entering the school the special class teacher - Iin consultation with the
speech therapist and with reference to previous psychologist’'s assessments
- devises a programme suited to that child’'s needs. Skills learned are
developed in a pragmatic manner through integration with mainstream
classes.

The children graduate from the junior to the senior special class at
approximately 9 years of age and the time allocated to each chiid’s
participation in mainstream classes is increased as the child becomes more
confident and accustomed to interaction with the mainstream classes.

All decisions related to the progress of each handicapped chilid are made by
the Principal of the school in liaison with the pupils, the parent, the
specialist staff, the regular staff involved, the related/associated
support service agencies.

1TALY

The National Health Service provides a functiona! diagnosis to the school
when the handicapped student starts school (at the age of three in the case
of nursery school and at the age of six in the case of primary school).

The school and the USL (local health unit) jointly draft an individualised
educational pian with periodic checks and adaptations of the plan.

Lastiy, decisions on a student’'s school career are taken by the schooi'’s
collegiate bodies (move to a higher class, change of class, planning and
guidance).

The guidance systems do not differ appreciably from those used
for non-handicapped children and comprise::
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a) production of a “"guidance assessment” at the end of (lower) secondary
education (sometimes with the aid of psycho-diagnostic techniques);
b) assistance from any local social and educational psychology services

where available.
NETHERLANDS

A chid’'s eligibility for admission to a particular special needs school is
determined by an admissions committes. Following receipt of an application
by the child’'s parents, the committee (generalily consisting of 2 chilid
psychologist, a doctor or social worker and the school head) investigates
whether the child is eligible for the school in question. This mandatory
investigation must be repeated two years after the date of investigation.
The committee must ascertain what results have been achieved and what path
the student needs to foliow in order to realise his full potential (e.g.
whether he/she should go into ordinary primary or secondary education, or
even into another form of education).

Students presented by their parents for special education may or may not
have previously been in ordinary education. Somes, because of the

ser iousness of their handicap, have never been able to take part in
ordinary education.

Admissions to separate special schools have increased significantly in
recent years. Although the absoiute increase in the number of students is
relatively small, the relative increase has been considerable, particulariy
when one considers the decline Iin the size of the reference group. The
pattern of increase has not been identical in alil types of school. While
the number of students In schools for children with learning disabilities
has risen steeply, the number in separate special schools for children with
sensory handicaps has actually fallen.

There has aiso been an increase in the number of students from cultural
minorities in special education. The overall proportion for 1990 is in
excess of 11X. Of course, the figures vary widely from region to region
and town to town.

In 1991 approximately 5X of the total primary school popuiation was
enrolled in the separate system of special schools. Of these,
approximately 2X were in schools for the learning disabled and 1.5X in
schools for the educable mentally retarded. The remaining 1.5X were spread
over the other types of special education.

in recent years there has been growing concern about developments in
special education - concern not only about the absoiute size of the sector
as such but aiso about its rate of growth. In response, the government has
besn developing policies designed to curb this growth. In this context,
the peripatetic support scheme merits special attention. With the help of
per ipatetic support, students transferred back to ordinary schools from
special schoois can access to certain facilities. Teachers from the
special school can provide both the student and the teachers in the
ordinary schoo! with the guidance and support necessary for student’s
successful integration into- the ordinary system. Increasing use is being
made of these facilities. Approximately 0.2% of all students benefit from
the peripatetic support scheme. Most of the students integrated in this
way are in the 12-17 age group. The scheme is also available to
handicapped students who, although entitled to special education, have not
been placed in the special system. The precise arrangements and facilities
differ according to the type of school. The staffing compiement for the
special school is extended (by the equivalent of a given number of minutes
per week) for each student transferred back to the ordinary system.
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Students are put forward by their parents for special school. Decisions
concerning the admission and removal of students |lie with the competent
authority. |If the competent authority refuses to admit a student, or
decides to remove a student, it must explain its reasons to the parents in
writing. The competent authority for a state school! is the Town Council.
The competent authority for a private school is a corporate body with full
legal powers which, under statutes or regulations, is concerned with the
provision of education in a non-profit-making capacity. There are
approximately 1000 special schools in the Netherlands, of which 27% are
state and 73X private (around 20X Protestant, 30X Roman Catholic and 20%
other.)

PORTUGAL

The procedure for identifying pupils with special educational needs is as
fol lows:

- during stage 1 of elementary education it is the teacher who has to
identify students with special educational needs and inform the
person co-ordinating the support unit. The latter arranges for a
meeting which is attended by the special education teacher to analyse
the needs of the pupil concerned.

- in stages 2 and 3 of elementary education and in secondary education
all the teachers are responsiblie for identifying pupils with special
educational needs and to inform the class teacher. The latter
organises a meeting of the relevant class committee which is attended
by the special education teacher to anaiyse the needs of the pupil
concerned.

To begin with the needs of the student identifled are analysed at a meeting
of the support team or class committee, depending on the level of education
reached. More complicated cases are examined by the psychology and
guidance services in collaboration with the health services, which propose
an appropriate course of action.

These meetings resuit in proposals which are submitted to the school
administration. The school administrators have to decide within one week
which special measure(s) is/are to be taken.

UNITED KINGDOM
The identification of special educational needs can occur at any stage of a
pupii‘s schoo! career. In deed, this is inevitable given the 1981 Act's

definition of special educational need in terms of a learning difficulty,
significantly greater than children of the same age which, calls for
*provision which is additional to, or otherwise different from, the
educational provision made generaily for children in schools maintained by
the local education authority concerned”. Clearly, as there are
significant differences both inter and intra LEAs and schools, a learning
difficulty may arise from a particular environment and be caused by, for
example, 2 change in school.
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Assecsament starts in the classroom where learning difficulties arise. Some
LEAs - and some individual schools - use screening tests for all pupils at
certain ages. There are recognisable stages of assessment of pupils,
although LEA practices vary in terms of the external controls operating at
each stage, in the speed of progression from one stage to another and in
the support available at each stage.

initially, assessment is conducted by the ciass teacher using normal
observation and records, then the class teacher may consult within the
school - with colieagues, specialists on the permanent staff or visiting
support teachers. If further advice is needed, external specialists such
as educational psychologists or specialist teachers of the sensory impaired
may be consuited. The school! medical service may also be consulted to
check whather the child’'s difficulties are the result of hearing or vision
problems. Up to this point, It is generally the case that the school is
able to provide for the pupil’s needs from within its own resources -
though the support of external specialists may be invoived. At the next
stage, a formal muiti-professional assessment under the terms of the 1981
Act may be initiated. This may, or may not, result in the pupil being the
subject of a statement of special educational needs whereby the LEA is
respongible for providing the resources to meet the identified needs.
Procedures for the multi-professional assessment are laid down and incliude
wide consuitation and the close involvement of parents.

Responsibility for managing the formai assessment procedure can lie with an
education officer (an administrator) or with an educational psychologist.
The number of pupils who are the subject of a statement of special
educational needs is, on average, two per cent of the school population
although there is local variation resuiting from differences in
statementing policy, the resources available and the socio—economic
composition of the area. The actual profiles of pupils with statements can
vary considerably; there may well be pupils with substantial difficulties
who do not have statements in one area while, in another, they could have
statements. Statements are reviewed annualiy and the recommended resources
or placement may be amended.

At any stage of assessment, external support can be mobilised. On account
of the new funding arrangements resulting from the Education Reform Act
1988, schools have a delegated budget for general special needs but may
apply for a pupi! to be formally assessed in order to secure additional
centrally-held resources for the particular pupil. However, some LEAs are
thus concerned that schools reaiise that a statement does not necessarily
bring with it additional resources.

CONCLUS IONS

Admission of handicapped students to special schools varies greatiy from
country to country. In some countries the decision is taken by a psycho-
medico~-administrative committee established by national legislation, based
on an assessment of the student. This assessment may simply be intended to
guide the child towards the form of achooling suitable for his or her type
of handicap, or it may constitute an assessment of the child’'s special
educational needs.

In many countries the decision may entail the provision of support
teachers, technical! 2ids and various forms of assistance, sometimes
inctuding guidance. '
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Generally parents have various avenues if they disagree with the
administrative authorities. Sometimes the parents’ decision has
precedence, sometimes that of the administrative or legal authorities.

In other. countries the admission of a pupil with special educational needs
is a more flexible arrangement. At its most basic it may simpiy be a
request by the parents or teacher for assistance from the special system,
which then intervenes by offering support to the teacher in the ordinary
environment .

However, the creation of committees which decide or propose admission to a
an ordinary school may cause problems. Some countries have a high rate of
admissions to the special system compared with the average in the 12 Member
States, which is estimated as 2.17% (3.4% in Belgium, 2.9% in Germany,
3.56X in France and 5.35% in the Netheriands). It therefore seems that
when confronted with the possibility of special teaching, teachers in the
mainstream environment tend to direct pupils with any form of learning
difficulties towards these committees which then propose or decide on
admission of the child to a special school. In other Member States,
particularly in the Netherliands, the number of students in a special
environment has either progressively increased or stabilised, despite the
fact that the school population is declining. This becomes particularly
apparent when the number of pupils in special and ordinary environments is
compared with the number of chiidren who are recognised as handicapped by
national {aws and who receive, or their family receives, assistance
(allowances, disability card, etc.). In France for example 353,613
children and young peoplie are counted as being included in special schools
or in an ordinary environment. However the number of children (from 0 to
20 years) recognised as handicapped by the law of 1975 on measures to help
the handicapped under which parents receive a special education aliowance
(on condition that the child is not placed in a boarding school) is only
93,000 (1987) (22).

It therefore seems that in some Member States the special school
environment does not only take in severely handicapped students who beliong
in this system and handicapped students who might be taught in an ordinary
environment with support from the special environmental!. |t also provides
for students with learning difficuities, such as foreign children who do
not speak the national language, children of gypsies and children with
social problems. These categories should be catered for within the
ordinary school environment with appropriate and, above all, less expensive
support which is more geared to the general nesds.

na | di

BELGIUM

A detailed educational plan is drawn up by the class council of the special
school. In the case of integration in an ordinary school! an integrated
educational plan is likewise established during the consultations between
the 5 parties concerned, describing the help (in terms of staff and
facilities) which will be provided. This plan is reviewed annually and
amended where necessary by the 5 parties concerned.

(22) Handicapped people in France: Social data - National technical centre
for study and research into handicaps and disabilities - 1991 - page
268 .
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There are no strict rules for individual action pians in ordinary
education, although there are possibilities within the timetable.

On the one hand there is the adaptation class in which a remedial teacher
gives individual tuition. On the other hand a peripatetic teacher can be
appointed to provide support for individuals.

In principle, referral to the adaptation class should follow an assessment
by a multidiscipliinary team in which the PMS centre is also incliuded. i(n
practice it sesms that the decision is often taken by the class teacher
alone. The scope for more individualisation and differentiation created by
the introduction of the new timetable package is not aiways exploited to
the full.

GERMANY

Special educational assistance can be provided in the following forms:
Preventiv

The aim of such measures is to prevent impending handicaps and to iimit the
effects of existing handicaps. The sooner preventive assistance is
provided the greater its effectiveness.

l d |

Children and young people whose need for special educational assistance can
be met by the means available to the ordinary schoois and by the support of
mobile special educational assistance units remain in the ordinary schools.
The mobile units are available to teachers and parents for advice and
information and promote the development of the children and young people
concerned by means of special teaching and additional special educational
measures. They also provide assistance to ease the return of special
school students to ordinary schools.

Co-operative special educational assistance

Such assistance is the result of co-operation. between ordinary schools and
special schools, resulting in the organisation of joint activities for
handicapped and non-handicapped children. _

in practice and depending on the objectives pursued, co-operation may take
one of various forms, such as study groups, special interest groups, core-
subject courses (from a Iist of options), projects and other joint teaching
events (outings, visits to country hostels, school fetes, sports and games
events) and therapeutic assistance.

ial ional in tegrated ¢l

It is possible for children and young peopie who require special
educational assistance to attend ordinary schools, provided that the
necessary special assistance is availabie. To do so teachers qualified to
provide such assistance must be present, teaching must be planned and
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implemented to meet individual needs, learning must be monitored and there
must be cooperation between all teachers on matters of education and
teaching and between schools and parents (or legal guardians) in drawing up
an educational plan.

Specia) educational assistance in smail classes

In certain subjects, and for the provision of educational assistance to
children and young peopie with temporary problems, the establ ishment of
small special teaching groups has proved particularly successful. All
aspects of teaching and education in these learning groups are the
responsibility of special-sector teachers. It is quite possibie for these
classes to be linked organisationally to general schoois, which removes at
least some of the stigma of special teaching. In some cases, such classes
form part of the organisational structure of special schoois. In such
groups (e.g. observation classes, remedial classes, diagnosis and
deveiopment classes, etc.) students receive the special assistance they
require for a |imited period of time. Specially tailored programmes
comprising special therapies and special educational assistance are used to
make up for gaps in development to provide new impetus for development and
to deal with any problems of a social nature and underachievement.

Once their particuiar problems have been resoived, these students may
generally continue their education in an ordinary school.

Special schoois

Pupils whose need for special educational assistance cannot be met
adequately in general schools with the assistance of mobile special
educational units are taught in special schools. These schools adapt their
objectives and forms of teaching to the particular needs of the pupils
concerned. They concentrate on what their pupils need to know and to be
able to do and provide the necessary assistance so that they can continue
to deveiop as fully functioning individuals.

In order to achieve these objectives special schools have specially trained
staff and the necessary technical equipment and facilities. In certain
Linder back-up is provided by additional educational social workers.

All of the above-mentioned types of special educational assistance are
designed to help the children concerned to become fully integrated into
society. In addition, many Linder have integrated classes in which
handicapped and non-handicapped children are taught together but with
different objectives. Differentiation within the class is ensured by a
team of two educators so that both groups of pupils can be assisted in
accordance with the syllabus and instructions of the special schools and
ordinary schools.
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GREECE

Every special school and special class keeps a personal file on each pupil,
recording his behaviour and progress. This file contains special reports
drafted by the teacher, psychologist, social worker, speech therapist and
the child medical service. Such specialised personnel are empioyed only in
larger schools, mostily in the big cities. However, increasing numbers of
such personne! are being recruited and the demand is considerable. The
availability of such personnel is essential for the special support of
children with spacial needs.

SPAIN

No prescriptive legisiation exists. The Ministry of Education and Science
expects the educational response to be adapted by the pupil’s teachers
themselves with the aid of the support teachers and the sector muilti-
disciplinary team. In other words, the teachers themselves modify the
ordinary curriculum and adapt it to the pupil‘'s specific needs by producing
a "Documento Individualizado de Adaptacion Curricular” (DIAC) (individual
Curricular Adaptation Document).

The team that prepares the individual plan meets at least twice a year at
the beginning and end of the school year. These meetings are preceded by a
decision making process over the assessment and impiementation of minor
changes in ordinary planning. Ouring these meetings, the bases for future
actions with the child are decided.

in general, the individual projects include:

- Assossment report explaining child's current level

Proposed goals for the child’s education

Specific services and special teaching to be adopted in order to
achieve each of the educational objectives

ordinary educationa! programmes in which the pupi! can take part
Recording and assessment procedurs to be used for measuring the

child’'s progress

ATALY

Every year, the Ministry of Education issues recommendations and, where
necessary, legislative provisions for aligning and harmonising the
approaches adopted by schools and teachers.

individual ised educational plans are reviewed, checked and possibly
modified as and when necessary and, in any event, at least twice a year.

Schoo!l support is provided by the State using its own teachers and as far
as possibie in small groups of students in which the handicapped student is
present.

The school routine of a hanqlcapped student may be modified and updated at
any time on the decision of the group of teachers responsible for the
student in question.
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NETHERLANDS

Teaching In special education is based on a schoo! work pian, which
outlines the organisation and content of the curriculum. The curriculum
must cover the same subjects as those taught in ordinary primary education,
but can be adapted to meet the needs of children with multiple handicaps.
Proposals submitted by the school! board in this respect must be approved by
the Minister for Education and Sclience. The curricuium for schools (i.e.
those for severely mentally retarded children) differs from that for other
special-needs schoois. English and mathematics, for exampie, are not
compuisory in the former.

If necessary, use is made of an action plan detailing how the school work
plan will be implemented for Individual students or groups of students.
Action plans are frequently employed in special education. The action plan
must set out the educational targets for the student(s) in gquestion,
describe the teaching methods and teaching materials to be used, and state
when and how the resuits wiil be evaluated. Depending on the outcome of
the evaluation, the action ptan be renewed or modified, the new plan then
providing the guideline for future lessons. Such a cycle can take up
several months. In practice, many schools devise action plans only for
those students with serious or complicated problems.

PORTUGAL

The psychology and guidance services are responsible for drawing up an
individual educational pian and submitting it within 30 days to the school
administrators for their declision.

In educational estab!ishments where there are no psychology and guidance
services the individual educational plan is drawn up by a team appointed by
the school administrators.

If the Individual educational plan is to form the basis for a teaching
programme, the latter is the responsibility of the special education
teacher.

The parent or guardian must be invited to assist in the drawing up and
revision of the individual teaching plan and the teaching programme.

Before a pupil is assessed or any special education measure is taken, the
express consent of the parent or guardian must be obtained.

UNITED KINGDOM

As mentioned above, the 1981 Act stipulates that children should be
educated in mainstream schoo! wherever possible - subject to certain
conditions. Schemes for helping young children with special needs adjust
to schoo!l are mostiy organised on an individual basis; & number of
authorities give priority for nursery places to chiildren with identified
special needs.

Prime responsibility for sasing transfer from special school to mainstream
school rests with support services though in some LEAs staff from special
schools support their pupils’ integration into mainstream.
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As a general rule primary schools tend not to have permanent specialist
staff although most have identified a special needs co-ordinator to take
overall responsibility; this post is usually an extra responsibility
allocated to a class teacher. Primary school specia! needs co-ordinators
may not be specifically trained for special education needs provision; if
they are, they have usually attended a short, non-award bearing course.
Primary schoolis, thus rely more heavily on visiting advisory staff and
peripatetic specialists. The situation is different, of course, if the
primary school serves as a special needs resource base, or has an attached
or integrated unit; in such cases, there wouid be specialist staff.

Most secondary schoois have permanent specialist staff who may form a
discrete department within the school, with a head of department at middle
management tevel - or part of the senior management team - and have a
geographical base within it for withdrawal teaching. However, one
authority, as a positive move towards integration, currently has a group of
head teachers developing a model whereby special needs departments are
disbanded and the responsibility dispersed among curricuiar/subject
departments. Increasingly, the role of special needs teachers in schoois
invoives advising col leagues about teaching strategies and materials,
engaging in team teaching within the ordinary ciassroom, and working with
col leagues on the development of differentiated curricula. They engage in
a range of activities: for example, assisting the classroom teacher with
non-teaching tasks or helping individuai pupils with mobility problems.

in CONCLUSION, the majority of countries have instituted an individualised
educational plian for the handicapped student following an initial
assossment which is reviewed periodicaliy. Sometimes the plan is required
by law, sometimes it Is optional.

The establishment of such a plian appears to be valuable in that it aliows
better monitoring of and provision for the child’'s educational needs.

The care provision for the student is further enhanced by invoiving the
family and external guidance services, with the intention of achieving
greater co-operation.

4.3. Educational enviropment

BELGIUM

The standard curriculum continues to form the point of departure in
ordinary education. The only exception is in the introduction of minor
adaptations for handicapped students, who can now be exempted from subjects
which they are unable to follow because of their handicap. The classes
which they miss in this way are replaced by an esquivailent activity.

The main form of organisation of ordinary education continues to be the
year group system. In this system each year-group follows a fixed package
of subjects.

It is not therefore surprising that the numbers of students being kept back
a year are running very high at present and is one of the main concerns for
education policy in the near future. Efforts to curb this trend will only
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succeed if genuine differentiation is introduced and education is tailored
to reflect the heterogeneous nature of the students. This relates to
course objectives, content, forms of organisation, assessment criteria, and
the way that teachers interpret and perform their job.

The introduction of the new timetable package opened up new possibilities,
but these have not always been fuily exploited. Schools need to be taught
how to use these possibilities effectively.

in ordinary education students are still freguentiy assessed by reference
to a general standard, usuaily that of the specific class group. Questions
often arise as to which standards should be used to assess integrated
students. In some cases the group standard is abandoned and the student Iis
assessed on the basis of his own capabilities and achievements. But this
system too can lead to protests from parents who do not wish to see their
children treated more tolerantiy than others.

The introduction of special methods and aids is one of the tasks of the
integrated education (1E) counsellor who can show the teacher how to use
specific teaching aids or materiais (e.g. a Braille computer). The I|E
counsel lor also advises on how to adapt teaching methods to accommodate the
student ‘s handicap.

There are a number of organisations for handicapped people which help in
the introduction of certain techniques, for exampie in converting texts
into Braille. Certain specific aids needed by integrated students are paid
for by Community funds. These are government agencies which co-ordinate
policy and regulations with regard to facilities for the handicapped.

Integrated education (IE) represents a form of co-operation between
ordinary and special education. The (E counsellor comes from the special
education system to provide assistance in the ordinary education system.

Attempts to boost and extend this form of co-operation to other types of
special education have in the past gone no further than recommendations. No
resources have actually been created. Everything is left to the goodwill
and creativity of the schools themselves.

In some regions, there have been iocal initiatives to boost co-operation
between the ordinary system and the special system and Its support agencies
in the context of expediting the return of students to ordinary schools
from special schools. These initiatives open up positive perspectives for
the integration of the two forms of school. But if the policy is to be
continued and generalised, measures will have to be taken in order to
stimulate the return of students to ordinary schools and provide temporary
support and supervision.
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DENMARK

Ouring the 1870s there was a considerable increase in both the number of
special teaching hours and the number of students referred for special
teaching.

This development, which in the course of the 1980s stabilised at a levei
where around 12.5X of students were referred for special teaching for
varying lengths of time, is partly related to the fact that the scope for
adapting ordinary teaching to the different requirements of students has
been reduced, a fact which has not been apparent in core subjects such as
Danish, mathematics and English.

It is the Ministry's view, especially for educational reasons, that it
would be appropriate to improve the scope for meeting individual teaching
needs within, or as closely linked as possible to, normal teaching, so that
the need for special teaching can be reduced.

Special support should therefore be organised with normal teaching as the
starting point, in such a way that a |ess radical solution is aiways
preferred to a more radical one.

It is up to each teacher to organise and offer differentiated teaching in
such a way as to take the greatest possible account of the differences in
the learning abilities of the students in the class.

Where a teacher finds that his or her own possibilities for differentiated
teaching are exhausted, advice and guidance regarding the scope for further
differentiation should be offered. Such guidance can be provided by the
educational psychological guidance service or other consultants.

A certain number of students will be unable to get by with the heip of
optimally differentiated teaching within the normal number of teaching
hours per week, their problem being that they need longer to assimiiate
what they are being taught. Special support should be provided for such
students in the form of additional teaching by the teacher who teaches the
class in the subject concerned.

Other students have learning difficulties which necessitate special
organisation of teaching. This means that teaching and special educational
assistance must be provided by teachers or other persons specially
qualified to deal! with the specific problem of the student or group in
question.

Action by the Foikeskole on behaif of students whose development requires
special consideration or support thus ranges from offering differentiated
teaching to special teaching instead of the traditional lessons given in
one, several or even al!l subjects. For both resource-related and
educational reasons it is important that students’ different needs and the
type of support required in individual cases are assessed together.
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GERMANY

in 1973, the Education Committee of the German Education Council| adopted
recommendations on “the provision of educational assistance to chiidren and
young people who are already handicapped or are at risk of becoming
handicapped,” in which it recommended the further deveiopment of
institutions and measures in order to be able, at the eariiest possible
stage, to detect handicaps and to provide appropriate timely educational
assistance and therapy to children who are aiready handicapped or are at
risk of becoming handicapped.

The resulting teaching of handicapped and non-handicapped students together
wou ld mean ordinary schools taking responsibility for special education,
something which they have not needed to do hitherto because of the
existence of special school!s (which will nevertheless continue to exist).

The Federal authorities and the Linder have so far provided some 80 MECU
for pilot schemes and accompanying scientific projects.

This process has been accelerated by the substantial drop in the birthrate.
in preschool institutions groups of children have become smaller in number
and staff are now in a position to take on new tasks.

in the schoo! sector integrated teaching is more widespread in primary
schools (in which the first four years of schooling are provided In the
Federal Republic of Germany).

Primary schools differentiate between individual pupils in order to take
account of their differing learning capacity and students have more
confidence in their own abilities.

This considerably reduces the number of pupils who are unablie to “keep up".
At the same time an increasing number of handicapped students are being
accepted in Rezischuien (intermediate schoois) and grammar schools. In
many cases, the regulations governing examinations already provide for
special arrangements, for examplie for progress assessment.

GREECE

In accordance wWith Article 32 of Law No. 15668/1985, special education
provided in the framework of primary and secondary education has the
following specific objectives:

a) the all-round and effective deveiopment and utilisation of the
potential and abilities of children with special needs;

b) their integration into working life and

c) their harmonious integration into society.
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SPAIN

Normally the job of providing support within an ordinary classroom

compr ises two main types of task. On the one hand, helping pupils to keep
up with the rest of the class, explaining or clarifying some parts of the
ilesson given by the teacher, explaining exercises or homework and providing
constant positive reinforcement. On the other hand, it aiso consists of
modifying and adapting content and activities so that the pupil! can join in
with the class timetable.

On other occasions, the support teacher, in parailel to the rest of the
class, carries out individual work with children who dispiay learning
difficulties within a specific area of the curriculum. These sessions
concentrate on different contents and activities to those covered by the
rest of the class.

This means support teachers often work with a homogeneous group that
proceed at a different rate to the rest of the class.

Lastiy, the support teacher not infrequently assumes the role of ordinary
class teacher in order to carry out certain activities or to complete a
given programme.

when support is provided outside the ordinary classroom, the teacher's work
congists of working through a definite programme that has been prepared
beforehand and that may or may not be related to the work carried out in
the classroom.

The increase in schoo! support has been extraordinary in quantitative
terms. Suffice to say that all schools with sixteen teachers have
increased their staff by at least three support teachers, ons of which is a
speech therapist. Furthermore, if recommended as a resuit of the nature of
special needs in the school, this staff has been joined by various
educational auxiliaries and physiotherapists. The other schools have been
Joined by two support teachers, one of whom is a speech therapist.
Currently more than two thousand support teachers and more than five
hundred speech therapists are fully incorporated into the teaching teams of
ordinary schools that practice integration.

The current education system offers a wide range of possiblie types of
schooling: ordinary schools, fully integrated schools, ordinary schools
with special units and special education.

Changes in objectives and content adopted by teaching staff as a response
to special educational needs in ordinary schools may be described as
follows, according to degree of adaptation:

- Ordinary curriculum; the basis for all educational levels

- Curriculum with some modification: includes adaptations that
affect the following: methodology, content, timetabling

- Curricutum with significant modifications: this usually
involves different additional or supplementary work in |language
or arithmetic for pupils with moderate learning difficulties.

These three types of modifications are the most common within integrated
schooling. .
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- Special curriculum with some specific supports:
here the emphasis is on the pupil's special education needs.
Only when these needs have been met attention is directed
towards other parts of the curriculum that have now been made
accessible.

This is the most common type of curriculum in ordinary schools with special
units,

- Special curriculum: lastly, this curriculum does not resemble
the curriculum followed by ordinary classes in any way.

This curriculum is designed for pupils with severe, compiex and more
permanent difficulties who are taught in special schools and units. The
first three types of curriculum are usually produced and modified by the
teaching team and/or each child‘s teacher. For their preparation and
adaptation, the remaining curricuium types usually need a muiti-
disciplinary team.

In any case, these curricular decisions are not made at a personal level
but are always supported by a Collective School Project that renders them
feasible.

Co-operation between special and ordinary schools occurs as a result of an
exchange of professional experience through Teacher Centres and co-
operation between different School Guidance services in the same area. This
allows agreements to be reached over procedure and methods.

Special schools, moreover, have co-operated with the policy of integration
at all stages by a systematic review of the type of education given to
their pupils. This makes it easier to relocate pupils suitabie for
integration in programme schools.

In practice, the application of new information technologies within the
fleld of school integration and specifically the introduction of the
computer has given rise to the creation of new teaching and learning
contexts. These tools are now therefore used as learning aids.

Other areas where these toois find a use include Communication, through the
provision of alternative systems, and Control of the Environment, by
increasing the level of independence through provision of external and
integral aid.

The Ministry of Education and Science has provided all schools included in
the Mercury (audiovisual) and Atenea (computer) programmes with additional
equipment and specific training that allows the school to use new
technologies for educationa! purposes.

in general, new technologies are toois that contribute to improving the
response to special educational needs and creating new premises for
increased task control by the pupils themselves.

These technological resources facilitate learning processes and help
overcome difficulties faced by the chiid. They can be used to carry out
many functions that children cannot normally carry out by themseives and
heip create new teaching-learning contexts.
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FRANCE

At the primary level (pre-eiementary and elementary education) special
assistance programmes have been set up in accordance with the provisions of
circular No. 90-082 of 9 April 1990 to help children with specific
difficulties in acquiring and mastering basic learning skills.

Assistance for these students is obviously provided initially by their own
teachers as part of the regime of differentiated education. With the
possible assistance of educational psychologists, the class teachers have
therefore to be able to detect, observe and understand the difficulties of
their students, adapt their educational technique accordingly and evaluate
their resuits. Special assistance is onily required when the educational
response is inadequate or when the need for special assistance is clearly
apparent at the outset.

In this case special assistance programmes are set up in the school itseif,
geared principally towards education or rehabilitation. These are run by
notworks of specialists (¢f. circular of 9 April 1990 mentioned above)
under the supervision of the inspector of Education for the district,
congisting of educational psychologists and primary and secondary teachers
with the CAPSAIS mentioned eariier, option E (for educational! assistance)
or option G (for assistance in rehabilitation).

The primarily “"ecuicational” special assistance can be provided in the
following way:

- by establishing small classes on a permanent basis for pupils
with difficulties. The aim of these remedial classes which
contain a maximum of 15 students is that students who have
spent some time in an ordinary ciass already should be sent
back as soon as possible to a class which matches their new
abilitles;

- by organising remedial groups which temporarily bring together
pupils with difficuities but who continue to attend the
ordinary class where they remain reguiar members. These
remedial groups meet special educational needs. The way in
which they operate is defined by the teachers’ council and they
are included as part of the school project with the support of
the head teacher. The optimum number of students for this type
of organisation, particularly as regards the preparation of the
school timetabile, is considered to be 15.

Remediai classes and remedial groups are supervised by special teachers
with the CAPSAIS option E who mainly offer their services in a single
school .

Special assistance programmes with a “rehabilitation” bias are designed for
students in the nursery or elementary school with either general or
specific learning difficulities and possibly for handicapped students.
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Competent special teachers from the specialist network in each case select
and implement the most appropriate strategies, methods and support for
their professional approach. The primarily “"rehabilitational” special
assistance programme requires the parents’ agreement and, where possible,
their assistance. Children are taught individualiy or in very small
groups.

IRELAND

Having developed a suitable programme for the child, special materials and
individual instruction are implemented to assist the child to overcome
his/her difficultises. Skills learned are consolidated in group activities
in the special class and through integration. Progress and development are
carefuilly monitored through checklists and regular assessment by the speech
therapist and psychologist, when available.

Individualized projects for the handicapped students, for example, are
drawn up based on the child's level in the areas of Maths and Literacy. In
literacy, we take it in four levels: 1. pre-reading, pre-word stage onto 2.
first sight vocabuliary, 3. experience at reading 4. classroom texts and
interaction with text. The same type of stage system is used for writing
and speiling. Language programmes are of great importance and much
discussion and conversation go on with the resource group. This is seen as
a vital part for the child coming to grips with concepts and the
curriculum. A special social and health programme is implemented in the
resource room. This includes group discussions and workshops designed to
help the pupil with behavioural problems i.e. the child who persistently
refuses to co-operate or share with others. A number of topics are dealt
with in this way.

ITALY

The curriculum is drawn up and adapted in its objectives and content to
take account »f the potential of the student.

The presence of the teacher specialised in support work makes it possible
to organise teaching in ways other than lessons given at the front of the
class (small groups, one-to—one tuition, customised tuition, etc.)

Evaluations are made on the basis of targets set by teachers in accordance
with the student’s individualised education plan and potential rather than
on the basis of predetermined standards.

As far as methods are concerned specialised teaching aids and materials
and, to a lesser extent, educational software and new technologies are
used.

The co-operation between teachers, including that between teachers in an
"ordinary" environment and those specialised in support work, appears to be
excel lent.

NETHERLANDS

The fact that the ordinary and special education systems are entirely
separate from one another in the Netherilands is one of the main impediments
to integration. There is a sharp division between the two systems at all
levels (funding, legislation, etc.). It is this division which the Dutch
government is at present trying to tackle.
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In 1988 approximately 5,000 students received peripatetic support. Most of
them (three-quarters) were in secondary schools. The scheme Is used
particularly by schools catering for children with sensory handicaps. |t
is worth mentioning that since the system was introduced in 1985 the annual
number of requests made for peripatetic support for students has doubled.
This suggests that the scheme is fulfilling its mission, which is to heip
students who would otherwise need a special school to remain in or be
trangferred back to an ordinary school.

At the same time, we would point out that there has been no fall in the
number of students in special schools. Nor are the effects of the

per ipatetic support scheme. Also, peripatetic support is rare in primary
education, partiy because very few schools have more than one pupil who
needs it.

To sum up, we can say that schools are making ever-increasing use of the
peripatetic support scheme. An important problem is that very little use
has been made of the scheme by two ma)or types of special school, the LOM
schools and MLK schools (which together account for approximately 70X of
all students in special education). Although these two types of school
form an important target group for the government's “mainstream" policy,
very few students have been transferred back to the ordinary system from
them.

The second government measure which we shall discuss is the in-service
training of teachers. During the period 1985-1988 approximately 25,000
primary school teachers took part in a course to improve the teaching of
reading, In connection with the "mainstreaming” policy. The first course
started in the 1985/1986 school year and lasted three years. In addition,
special attention was paid to providing information on the teaching of
reading, reading problems and school counselling in the field of reading.
The course covered both the first steps in learning to read and technical
reading skills. The national education advisory centres distributed
retevant material, which was explained at regional meetings for teachers on
the initial courses and counsellors from the school advisory services.

The evaluation of this particular aspect of the mainstreaming policy, i.e.
the in-service training operation, was the central feature of two studies.
The overall conclusion was that the policy has so far produced no
noticeable improvements in students’ reading skills.

The in-service training has not resulted in children reading better,
although some progress appears to have been made in mainstreaming and
differentiation, and there does appear, on the whole, to have been a siight
improvement in technical reading, reading comprehension and spelling
abitity. But this improvement is probably attributable to other factors.

A third important pitlar of government policy is its projects policy. The
provision of extra resources in terms of manpower and equipment can help
certain innovatory projects to be tried out on a small scale.

Some were designed to encourage closer co-operation between ordinary and
special education, others were on specific themes such as referral and
placement, and others still were concerned with returning students from
special schools to ordinary schools, etc.
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vVarious evaluations of the projects policy have been made in recent years,
but it is not necessary to go into ail the details here. Briefly, they
indicate that the ordinary and special schools invoived in the projects
have been abie to learn more about each other’'s methods of working. And
the transfer of information between the two types of education has also
resuited in the active implementation of procedures and strategies.

However, no reduction has yet been observed in the number of students
referred from ordinary to special education. Although it may be the case
for some schools, it has not yet been established that participation in
such projects has led to a lower number of referrals.

PORTUGAL

In stages 2 and 3 or elementary education and in secondary education,
special arrangements affecting attendance at classes in individual subjects
can be made for pupiis with special educational needs, on condition that
the normal sequence of courses is respected.

Changes to the curriculum can be made for pupils with special educational
needs. These involve:

- a partial reduction in the curriculum
- exemption from activities which the student cannot perform owing to
his or her disability.

Pupils who have special educational needs because of physical and mental
disabilities may follow two types of curriculum:

- curriculia geared to their needs
- alternative curricula.

Increased teaching support may also be provided for pupilis with special
educational needs. This takes the form of extra teaching on an individual
or small-group basis for a limited period.

Equipment

Pupils with special educational should be provided with equipment and
materials which they need because of their particular disability. This
equipment and material includes the following:

- special teaching aids: books in Braille or large type; audio-visual
aids; special reading, writing and calculation aids.

- aids for individuals or groups: optical or hearing aids, special
computer equipment, Braille typewriter, wheelchairs, prostheses.
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NIT l

The introduction, in the Education Reform Act 1988, of a National
Curriculum -a common curriculum framework with statutory entitiements built
in - creates opportunities for pupils with special needs. In principle,
all pupiis with special education needs, whether or not they have
statements, are entitied to the full National Curriculum - uniess they have
been specificaliy exempted from some or all of it. In any event, whether
or not exceptions are in force, all pupils shoulid be enabled to follow a
broad and balanced programme of work. The National Curriculum Council
(NCC) has issued guidance on participation by pupiis with special needs
(NCC, 1989 a/b). Pupils may pass through, a maximum of ten levels of
Attainment Targets, which are related to the Programmes of Study in the
Nationa! Curriculum, at their own pace. Pupils may follow schemes of work
rolated to a key stage below that appropriate to their chronological age
for some of the time, provided that they are mainiy taught Programme of
Study material within the appropriate range. A pupi! may be placed in a
teaching group with younger pupilis, although this is not encouraged.

A pupil’'s statement of special education needs under the Education Act 1981 i
may “disapply” the National Curriculum or authorise specific modifications :
to Attainment Targets, Programmes of Study or assessment arrangements, or

may exciuded specific subject areas from the pupii’'s curricuium. Head

teachers may suspend the National Curriculum temporarily for pupils without

a statement (DES, 1989h; WO, 1989b); it is expected that this might occur

when the assessment itself would be detrimentai to the chiid's interests at

that time. Head teachers must justify their action to the governors,

parents and the LEA and present a plan for the future reinstatement of the
National Curriculum in appropriate cases. The advice of the DES and WO is

that modifications and exemptions should be kept to a minimum and related

to individual cases.

The specification and terms of reference for the production of the
concomitant Standard Assessment Tasks (SATs) - which are to be administered
at or near the end of the ‘key stages’ i.e. at 7, 11 and 14 (testing at 16
will be via extant public examinations) - stipulate that the SATs must be
accessibie to pupils with special educational needs. In the design of the
SATs, stress is being laid on teachers’ clear understanding of the
essential concept of the task so that they can better access the
performance of pupils who are not able to communicate or demonstrate their
attainment in the ‘normal’ way - for example, if they have |language
disorders or physical disabilities.

The employment of classroom auxiliaries and the presence of specialist
teachers in the classroom often mean that pupiis can work in small groups.
Some schools have supplemented general staffing, rather than engage
specialist teachers, in order to reduce class sizes and enable class
teachers to have more time for pupils with learning difficulties. In those
local authorities which have delegated to schools the central resources
designed for special needs support, one of the modeis of allocation is,
indeed, that of enhanced staffing; the exact formulae are still being
developed. Pupiis with special needs are also withdrawn from the ordinary
ctassroom for specialist teaching.

Special aids for those pupils who are sensorily impaired or who suffer from
physical handicap are available from Health Authorities as required.
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Technological advances have considerably enhanced the curricular
opportunities of pupils with educational needs by, for example, the
development of large symbols on VDUs and concept keyboard as well as a
considerable amount of educational software. Funding for the Technical and
Vocational institute (TVEI) and various other government initiatives have
enabled many schools - both ordinary and special - to enhance their
computing facilities. There have also been national Initiatives designed
to educate teachers about the possibilities of information technology (IT)
for pupils with special educational needs.

In CONCLUSION, this synopsis of national contributions shows that ordinary
teaching must adapt to students’ needs and not the other way round. The
integration of a handicapped child, one who is different from others,
implies the acceptance of a difference within the ciass group and
consequentiy the institution of differentiated education, while at the same
time maintaining a high quality of teaching.

Teachers wishing to integrate students with special educational needs into
their class have to accept this, and although this integration is difficuilt
to achieve it is something which benefits al!l pupils.

However teachers in ordinary schools who accept the principie of
integration must have the assistance of specialist teachers. To achieve
this, the human and administrative barriers which exist between the
ordinary and special environments must be broken down.

The aim of all Member States is to achieve co-operation between teachers in
the ordinary environment and those in the special environment. Local
facilities must be co-ordinated for reasons of cost, efficiency and mutuail
benefit and aiso to avoid overiap.

It should also be possible to provide children with specific support both
inside and outside the class group, which impliies the existence of remedial
or support teachers in school classes and peripatetic teachers.

Children must be exempted from activities which their handicap precludes
them from undertaking. Allowance should also be made for the speed at
which the pupil acquires knowledge, his siowness, his ability to memorise,
etc. Thus, the concept of school age which stiil dominates certain types
of teaching must be made more flexible.

Another important point involves adapting national curricula, which may
involve oniy a few changes, or major changes, or aiternative curricula.

Finally, the reduction in the content of the curriculum means that the
handicapped student‘s progress must be re-assessed. Evaluations are made
on the basis of targets set by teachers in accordance with the student’'s
individual ised education plan rather than on the basis of predetermined
standards.

In summary, if a teacher is to take on a pupil with special educational
needs in his or her class, he or she must accept the difference, which
implies differentiated education including the necessary support and
assistance to prevent school failure.
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4.4, Life at achool
SELGIUM

Most schools are prepared to make minor modifications to their
infrastructure to accommadate handicapped students, but are reluctant to
embark on major architectural modifications. Given this reluctance to
incur major expenditure for individual cases It may be asked whether
individual integration with all its impiications (modifications and special
aids) is feasible.

Transport for students In special education is free. No special transport
provisions exist for integrated students.

As regards spare time activities and participation in extra-curricular
activities, there has been a steady increase in joint initiatives between
ordinary schoois and special schools, organisations for able-bodied and
handicapped persons, sport and leisure clubs, youth movements, cultural
activities, etc.

GREECE

In most cases the children are entitled to free transport to and from the
school, at the state‘'s expense. All school children receive free books and
other customised printed material, prepared by the class teacher.

Certain special books are distributed only to blind or deaf children.

There are a number of institutions attached to the Ministry of Health and
Weifare which provide support for chiidren with special needs, such as food
and accommodation (boarding school), medical and paramedical assistance,
social and psychological support, transport, etc. Special schools attached
to the Ministry of Education operate in ailmost all these institution.

- As there are sti!l obstacles in physical access to the schools,
particularily in the case of old buiildings, new legisiation now makes
it compulsory to ensure that new school buildings are accessible also
to people with physical handicaps.

- Transport of children with special needs to and from school is in
most cases provided free of charge by the state.

- Participation in schoo! cultural, athietic, artistic and social
activities for children with special needs in co-operation with the
other children is already quite advanced and contributes a lot to
mutuail understanding.

- in most cases co-operation between parents and schools is continuous
and constructive. Indeed, in many cases the parents’ associations
launch initiatives and solve various school problems, particulariy as
regards everyday running of the school, equipment, moral support,
etc.

SPAIN

Schools practising integrated education have received an increass in
financial funding and have been able to overcome architectural barriers
that led to bad accessibility. Moreover, without detriment to all this,
these schools also have a priority rating for receiving additional human
and material aid and resources as part of other ministerial programmes
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such as Basic General School Orientation programmes and programmes for the
incorporation of New Communication and information Technologies in School
(Mercury and Atenea programmes).

As stated in the previous section, schools that opted for inclusion in the
integration programme with a project that assumed responsibility for
educating pupils with motor difficulties have undergone architectural
modifications to improve access by means of ramps, 1ifts, rails etc.

These centres aiso have minibuses adapted for whesichair transport.

Because Institutes of Higher Education are independent, the situation
varies greatly from one to another and it is difficuit to speak in general
terms. The institute itself is responsible for improving its own access in
each case, whiie the Ministry of Social Affairs grants some financial aid
to allow students to buy an adapted vehicle or gain access to another type
of transport that fulfils their needs.

Children with special needs play a full part in leisure activities
organised by schools for their pupils. Their abilities permitting, they
are just another member of the schoo! community. These children naturally
also participate in most other extra-curricular activities provided
physical and other types of access are possiblie.

Handicapped games and sporting competitions are regularily organised in
Spain for disabled people. Sport is therefore an area where social
integration is becoming increasingly common.

Every year, as part of the integration programme, the Ministry of Education
and Science organises camps where children of the same school age can stay
together.

Title 1. of Ley Organica 8/1985 de 3 de Julio, Reguiadora del Derecho a la
Educacion (? O.E. de 4 de Julio de 1985) - L.O.D.E. - ({General Law 8/1985
of 3 July, Governing Right to Education (Official State Bulletin of 4 July
1985] concerns the bodies that govern public schoois. Title IV concerns
concerted schools. The structure and function of both types is based, in
line with specifications in article 27.7 of the Spanish Constitution, on

the concept of participation in school activities. In both cases, albeit
in a manner determined by the specific type of school, participation in the
school community occurs through the school council. Participation is not
only a means of controlling and managing public funds but aiso a mechanism
for ensuring the rights and liberties of parents, teachers and - last but
not least - the pupiis themseives, while still respecting the law.

IRELAND

The children remain in the special class base with a special teacher and go
to mainstream classes at pre-allocated times, as agreed beforehand with the
mainstream teachers, for such subjects as Art and Crafts, Physical
Education, Religious Education, Cookery, Music and Reading. They follow
the programme as set out by the mainstream teacher who ensures they
participate fully. The following forms of integrated teaching are
practised:

a) Individuals and groups from the junior and senior special classes
join the mainstream classes for Art and Crafts, Music, Physical
Education, Religious instruction, Cookery and Drama, twice weekly for
thirty to forty-five minutes
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b) Individuals and groups from the senior speciai class join mainstream
classes for daily reading, where appropriate, for approximately
thirty to forty-five minutes.

c) Children with severe behavioural problems in the junior special class
remain under the supervision of the teacher or assistant at ail
times.

d) Special children join mainstream ciasses for lunch and play-time
daily.

e) Special children participate in school assemblies, sports-days,
concerts, religious celebrations, outings, etc.

f) Paired reading with ail the children from the senior special class

and peers from mainstream Sth class.

ITALY

Architecturail barriers have been removed in 75% of the schoois which
integrate handicapped students.

Local authorities are responsible for school transport, but this work may
be delegated to local bodies.

Leisure is not organised by the school. There is free access to extra-
curricular activities but support services cannot be guaranteed.

Weekly school attendance requirements are as follows:

Minimum Max imum
Nursery 20 36
Primary 27 40
(Lower) secondary 30 36
(Upper) secondary 30

- Parents take part in school life in the following way:

- in the planning and organisation work of collegiate bodies,
- during the drafting of the individualised educational plan
(1EP) for decisions and tasks concerning their own children.

iT Kl

Capital expenditure for substantial modifications to buildings to
accommodate, for example, the physically handicapped, remains the

responsibility of the LEA rather than the school. The Department of
Education and Science’'s Architacts and Building Note 18 on "Access for
Disabled People to Educational Buildings"”. New educational builidings

constructed by local education authorities must conform to these standards
(Department of Education and Science Administrative Memorandum 2/85, 13
September 1985, refers). The Department of Environment‘s Buildings Act
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1984 and its Buildings Regulations 1985 (Section M of the Regulations
covers provision for those with disabilities) apply to institutions funded
by the Universities Funding Council and the Polytechnics and Colleges
Funding Council.

School transport costs are met by the local authority if the child attends
the school or unit identified as appropriate In his or her statement.

All pupils are, theoretically, able to participate in leisure and extra-
curricular activities; what is on offer differs with schoois and local
authorities.

In CONCLUSION, although all Member States recognise the need to make
schools accessible to handicapped children, very few reports provide
figures to support the progress made in terms of accessibility in schools,
even though the number of schoois in each Member State is known. In these
circumstances it is difficult to ascertain the progress achieved since the
work ing paper produced in 1986 by the Commission.

According to the national reports, it appears that school transport for
handicapped pupils is provided in all Member States.

NO INFORMATION GIVEN [N THE NATIONAL REPORTS

$.1.1 injtial training
BELGIUM

initial training for pre-school, primary and lower secondary teachers is
given in teacher training colleges and universities leading to various
diplomas after three years:

- diploma in primary or pre-school teaching

- dipioma in secondary teaching

- special assistant’'s diplioma

- dipioma in upper secondary teaching

- degree in upper secondary teaching (4 years)

- degree in upper secondary teaching which does not involve extending
the period of study

There is no specia! training for teachers in special education, but in the
French-speaking community teaching practices are arranged, one of which
must be in a special schoo!.
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However, suppliementary training is possible (but not compuisory) as part of
in-service training or for staff intending to teach in special education
through lectures, seminars, teaching practice, on-site visits, research
activity and educational documents. This suppiementary training leads to a
certificate of supplementary training for special education.

This course comprises 240 hours and is spread over 2 years.

DENMARK

Ail Danish teachers offering the same leve! of teaching receive the same
basic training. Supplementary training is provided by the Teacher Training
College of Denmark.

Special teacher training requires eighteen months of further training with
a common core and specialisation at the end of the course.

Teachers who know that in the next school year they will have to teach one
or more handicapped students with special difficulties may take appropriate
courses, often in close collaboration with special education teachers in
the form of “team teaching”.

ERMANY

Initial training ranges from three to four years of course work fo!llowed by
one and a half to two years of teaching practice. The choice of subjects
is very wide, allowing future teachers to organise their syllabus according
to the school levei in which they wili be working and their own interests.
Teachers who want to work in special education have to follow a two-year
training course involving general instruction in handicaps and special
training in one type of handicap.

GREECE

Teachers in special classes, after their basic studies, require two years’
further training in special education or must have at least five years’
teaching experience in special education.

The teaching staff of special classes also incliudes experienced teachers or
teachers who have studied special education in foreign universities.

The special teaching staff receive a special allowance.

in secondary education there is no special training for teachers. Guidance
and assistance is provided to teachers in special education by school
counsellors for specia! education.

The exchange of visits betwsen teachers as part of the HELIOS and ARION
Community programmes has a major impact on teachers and their practical
work .

SPAIN

Basic teacher training lasts 3 years. The choice to specialise in special
education must be made at the beginning of the course, but a number of
teachers continue their studies after their diploma for between one and
three years in the field of special education.
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FRANCE

Decree No. 87-415 of 15 June 1987 instituted a certificate in special
teaching and integrated education (C.A.P.S.A.1.S.). This certificate
qualifies teachers to work in classes, institutions or services taking
children and young people who are handicapped or sick or who have other
problems with a view to special or integrated education. It is based on an
examination open to primary and secondary school teachers who have been
working for at least four years or have taken the Ministry of Education
preparatory course. Under the Decree of 15 June 1987, the examination has
seven options corresponding to the various situations which candidates will
be called upon to deal with:

option A: the teaching of hearing-impaired children and young
people

- option B: the teaching of visually impaired or blind children and
young people

- option C: the teaching of children and young people with somatic
diseases, physically impairment or motor handicaps

- option D: the teaching of severely disturbed children and young

people whose problems are of a predominantly

psychological nature

- option E: teaching and educational assistance for children with
problems at pre-school and primary level

- option F: teaching and educationa) assistance for young people with
problems

- option G: various types of therapeutic teaching.

Parts of the curriculum are common to all options.
The examination includes theoretical tests (two written tests and two oral

tests) followed, for successful students, by a practical test before a
board.

JRELAND

The various forms of teacher training are as follows:

a) Initial training: 3 years degree course

b) 1 year Post-Grad course in Education

c) Remedial Teachers’' course

d) End of year summer courses dealing with various curriculum areas
e) Counselling courses run by Counselling Agency.

No specific courses are available to help mainstream teachers integrate
special needs pupils In class but they may be accepted for courses in
Remedial Education.

ITALY

In italy, in order to be able to work with handicapped students, teachers
must attend a two-year course of 1,300 hours and obtain the qualification
concerned.
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LUX R

The Luxembourg Presidency (first haif of 1991) of the Council! and the
schoo| authorities in Luxembourg have studied the problems posed by teacher
training in great depth.

Like general education, special education is characterised at present by a
multiplicity of different approaches, ideas and basic concepts. The
situation is compliicated still further by the fact that the technical aids
for certain forms of handicap, such as sensory handicap, have developed
considerably and require highly specialist training.

The question which springs immediateiy to mind is whether it is possible to
design a single condensed form of basic training which prepares teachers
for work with any “difficult” pupil?

In the highly politically charged discussion of the school integration of
handicapped children this question is certainiy not easy to answer: special
education and special training must be combined with the knowledge and
professional techniques of the general teacher.

Primary teaching was characterised at the beginning of the 1970s by the
creation of special classes. The in-service training offered during a
third year was therefore directed more or less specifically towards a
special student popuiation: those with behavioural disorders, retarded or
disturbed students, and mentally handicapped students.

Sensory and physical handicaps were not provided for, probably because
specific institutions such as the Logopedics Centre and the Medico-
Educational Centre catered for this pupil population.

Because training facilities for the teaching of students with sensory
defects are well established in the universities of our neighbouring
countries and many Luxembourg students have had and wil! have the
opportunity of benefiting from them, it seems inappropriate at this time to
abandon the division of l|abour mentioned above.

The curriculum for the specialisation year at the {.P. comprised the
following traditional branches of teacher training:

- differentiai psychology

- social psychology

- genetic psychology

- an introduction to neurophysiology

- an introduction to psychopathology

- an introduction to research methods in psychology and teaching
- statistics

- special teaching of reading

- special teaching of arithmetic

- (special) training in branches of expression
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The weekly timetabie consisted of between 20 and 24 hours and the course
provided for a 3-week teaching practice. Participation in research work
was integrated into the programme. One very special feature of this
training was probably the vocational experience of the "students" and the
heightened awareness of the probiems of children with learning
difficulties. All teaching was given in the form of seminars. Lectures
were always suppliemented and brought to |life by personal contributions from
teachers and guided discussions on practical work.

The creation of the ISERP with the accompanying expansion of theoretical
courses in psychology, education, and supervised lectures and studies in
the theory of the different branches of education probably makes the task
of rethinking the special education curriculum easier. This curriculum
might therefore concentrate on selected psychological questions, such as
cognitive development, language and motivation.

One who!ly specific feature of "integrated” special education is probably
the internal differentiation of teaching, in other words how the work is
organised. The general educational theory and general teaching courses and
the associated supervised studies will have to confront this problem and
provide practical models of internal differentiation both in terms of the
presentation of information and in terms of assimilation and memorisation.

Many "special" techniques in education are no more than the conscientious
and systematic application of “general" principles of an active method
based on the mobilisation of the child’'s own resources (Anschauungsprinzip;
Aktivititsprinzip; Lebensndhe; Kindsgemdssheit, etc.) .

One advantage of the old "special training” was certainly the authentic
professional experience provided by the teachers. Students currently
receiving training will not have the intellectual and mora! capacity during
their basic training to integrate the special aspects of learning
impairment in an overall and cohesive professional approach. An approach
based on rules of thumb or "practical guides” which would fail straight
away in the classroom situation must be directed towards more explicit
concepts and theories by offering appropriate continuous training. It is
at this level that specific techniques such as neurolinguistic programming
and certain logopedic, group management and behavioural therapy techniques
might fill the gaps in the repertory of professional techniques. Extended
courses in specialist institutions inside and outside the country may
profitably suppiement professional experience.

The new teacher training project is included in the Luxembourg contribution
appended to this report.

NETHERL ANDS

The present teacher-training coileges for primary education (PABO’'s) were
created in 1984, with the amalgamation of the separate courses for primary
and pre-primary teachers into a new four-—-year course. There are
approximately 42 PABO's in the Netherlands, 25 of which are situated in
Colleges of Higher Vocational Education. Qualified teachers are considered
capable of teaching any subject on the curriculum to students aged from 4
to 11 or 12.
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The intake of students training as primary teachers had fallen sharply by
1985, partly because the job prospects were discouraging. But with the
slight upward trend in the numbers of children entering primary school, and
the marked increase in part-time working, demand has increased (Ministry of
Education and Science, 1989). Recent statistics indicate a shortage of
supply teachers for primary schoois in the most densely populated areas.
The number of vacant posts is rising rapidly, while the number of teachers
qualifying is falling. The pool of teachers available to repiace others
during sick-leave, pregnancy, etc., is also shrinking, since most supply
teachers now have a regular post.

The intake into the PABO's has been relatively low in recent years, but
there was an increase of approximately 30X in 1990-1991 following
discussions on anticipated shortages. In order to increase the intake, a
part-time course was introduced in 11 locations in 1989. In addition,
courses have been organised for women wishing to return to the job market.
Despite all this, the threat of shortages persists.

PORTUGAL

The initial training of all teachers takes place in colleges of education
and universities. It takes various forms, depending on the level of
education and teaching needed. The training of teachers who heip students
with special educational needs at present takes place in the Lisbon and
Qporto colleges of education and in two private education colleges.

UNITED KINGDOM

initial teacher training comprises a common core with alternative routes to
qualified teacher status (QTS). The majority of prospective teachers take
a Bachelor of Education degree (4 years) for primary education or a Post-
Graduate Certificate of Education (1 year) for secondary education. Future
graduates must acquire teaching strategies and skills suitable for a wide
ability range and be able to identify students with special needs. Initial
training now includes an introduction to the subject of special educational
needs. This training is available to teachers through courses of in-
service training.

$.1.2 In-gservice training
BELGIUM

The reforms in education, the increase in the numbers at school, the
introduction of new technologies and the need for esducational guidance have
all considerably increased the need for in-service training. However no
programme has as yet been set up or co-ordinated and difficulties need to

be overcome if the educational |ife of the school is not to be disrupted.
The teachers who take part in continuing training courses are not replaced
uniess the length of their absence Justifies it. In-service training is

not compuisory. Nevertheless there are substantial needs in this area
which are restricted by the budgetary and staff resources available.
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Table 21: Duration of teacher training

INITIAL TRAINING (Mainstream education)

Duration
{years)
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0 - The duration of training varies with the "Linder* E - Initial training is divided into options of the
between four and a half and five and a half years same duration, one of which is Special Education

F - Access to Colleges of Education follows a general UK and F - [nclude special education modules
university training of a minimum of two years in the inttial training

Duration SPECIAL TRAINING

(Years)
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Special training which follows on from general training takes different forms:

- compulsory long courses (e.9. D, F, I, L, P, UK)

- voluntary long courses (e.g. NL, GR, DK, IRL)

- short voluntary training: training courses, seminars 4
l (e.g. B, E, IRL, NL, UK)
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SPAIN

The Ministry of Education and Science has set up a network of teacher
centres that offer permanent training to teachers and where some teaching
is given by specialist advisers in special education. This training is
supp lemented by school training plans. However the teachers centres (120
in Spain) also provide assistance and advice to teachers with regard to
student's special needs. The provision of these facilities and resources
enables severely handicapped students who previousiy had not received
education to be taken on in the school system.

In CONCLUSION, according to the national reports the initial training of
all teachers shouid inciude a module to heighten awareness of the problems
of handicapped children. When a handicapped child is integrated into an
ordinary class the teacher should have ail the necessary information and
have followed a special training course module given by specialist teachers
as in Denmark, even before integration possibly.

Finally, in-service training appears vital to ensure that teachers are
trained to cope with new technologies. The participation of teachers in
Community programmes shouid be encouraged and developed.

$.2. Support services

inside the education system

Advisory and support services are divided into those catering for ordinary
schools and those catering for special schools. There are thus ordinary
and specialist psycho-medico-social (PMS) centres. Their activities
embrace the student, the school, the student’'s family and society in
general.

PMS centres are regional advisory services which, although they work very
closely with schools, can take up an independent position. They exist to
help aill students, particulariy with objective advice concerning
educational and vocational choices. Priority however is increasingiy being
given to prevention and to heiping students with educational probiems. Co-
operation with teachers and parents is crucial in this respect. The
ordinary PMS centres aiso refer students to special education where
necessary.

The counselling and support provided by the specialist PMS centres for
special education is more intensive, given the smaller school populations
involved and the nature of the students. Co-operation with schools is
based more on statutory provisions. For example, the PMS centres are
statutorily required to provide regular assessments and Justifications of
each student’'s continuing need for special education. There is more scope
for counselling parents, which is certainly Justified given the complexity
of the subject matter.
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Iin integrated education (IE) both types of PMS centre are invoived in
drafting and evaluating the integration plan. But co-operation is not
problem-free. Where IE is well organised co-operation is judged useful and
necessary. However, it is on a voluntary basis only. Since integrated
students belong administratively to the ordinary system they do not form
part of the specialist PMS centres’ official caseload.

Qutside the education system

Outside the education system there are services in other sectors,
particularly the weifare sector, which provide some psychoiogical support.
Rehabilitation centres offer heip outside of school with learning problems,
tanguage and speech problems and motor or psychomotor problems. They can
aiso provide limited help within the education system and during school
hours, but only with the approval of the education partners.

Home support services are designed mainly to heip families with a mentally
handicapped child and form a bridge with school. They take responsibility
for counselling teachers when mentaliy handicapped children are integrated
into school. This counselling however is insufficient. It is less
frequent and |less intensive than in |E counselling for types 4, 6 and 7.

In addition to these two forms of external educational support, there has
been a proliferation of private initiatives in recent years, the hypothesis
being that the probliems of students with special needs can only be solved
by specialists.

This has affected teachers’ involvement and blurred the role which schools
should be playing in integration. An investigation covering 1300 schools
has revealed that an average of 10 students per schoo!l are receiving
private help and that in 50X of cases the school does not know what the
help consists of. For this reason, it is extremely important that there
should =~ consultation between teachers and the private agency in order to
ensure an integrated approach to the problem.

DENMARK

Educationai psychological guidance in Denmark is provided by 130 offices
(approximately one for every 5000 students) and plays a very important
role. These offices are manned by staff with a wide range of psychological
and educational expertise, covering, on the whole, the special needs which
arise in a school in which vary different chilidren have to bs taught and
live together. At regional level there are also consultants in more
specialised areas whom Jocal schoo!s can call on where necessary. Finally,
many schoois whose catchment area comprises the entire country or an entire
region can provide advice, guidance, courses and materials etc., for local
schools if a child with very special needs wishes to be integrated into the
normal system.

Many problems at school are closely linked with the child's situation
outside school (home, neighbourhood, etc.). This means that close co-
operation with social workers is often necessary if the school is to solve
the child's probiems. Co-operation of this type now has a very high
priority in Denmark, partly because it is not as easy as one might think
and does not operate equally successfully everywhere.
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GREECE

Support and assistance to children with special needs is considerably
different in schools which, apart from the teaching staff, aiso employ
support staff, consisting of the school psychologist, social worker,
special education expert, speech therapist, physiotherapist and work
therapist. In certain special schools which operate within institutions
run by the Ministry of Health Welfare, support services are better
organised, and include health care services, social services, therapeutic
services where required, psychological services,boarding, transport to and
from the home, eotc.

Outside of schoo! the main support services provided, mostly in the major
urban centres and in certain other large towns, are the child medical
centres and mobile diagnostic units. They are mainly occupied with
diagnosing children with special educational needs and mental or physical
problems. Likewise, there are the regional school medical services.
Naturally, there are also the regional educational services (education
directorates and offices in each prefecture), and the local government
authorities, i.e. coonmines and municipalities. In aimost all parts of
Greecs there are chiidren’s summer camps open to all primary school
children. These camps last two or three weeks and are completely free of
charge. There are aiso a number of athiletic and artistic avents for
children with special needs out of schoo!l, such as participation in the
Greek school championships, the special Olympics, theatre (e.g. theatre for
deaf children), painting exhibition (e.g. by blind chiidren) etec.

The health and welfare of children wrth'speclal needs is the responsibility
of the special services of the Ministry of Health, Welfare and Social
Services. ‘ .

The Ministry of Justice is responsible for the custody and education of
minors who have fallen foul of the law and works to ensure their normal
reintegration into society. As a rule, these children are difficult cases
and always at risk of recidivism.

The responsible authorities in all the above ministries try to co-ordinate
their activities with a view to providing the best possible social

integration of children and other people with special needs. |t appears
that in the future the lack of co-ordination between the various programmes
and the inadequate provision of support services will require a series of

measures to meet the needs which arise, particularly in the large urban
centres.

ITALY

Activities of the psycha—soclo—pedagogical team or the muiti-disciplinary
team of the local health units fall into two categories: 1) those designed
for ail students (psycho-diagnostic advice and advice on social assistance
for the problems of intercultural relations) and 2) those designed for
handicapped students (possible diagnostic certification, participation in
the production of the functional diagnosis, provision of advice to
families). :

Outside the school environment it is primarily the rehabilitation services
which are concerned and in some cases also leisure and sports centres.




Rep.int.Scol118

Co-operation between the three services (school services, health services
and those of the local bodies) is at a barely acceptable level and is
definitely in need of improvement. Such an improvement will be possibie
only when inter-institutional "agreements” setting out the |imits and
powers for the inter-sectoral activities of each institution become
compulsory.

LUXEMBOURG

The chilid guidance service set up under the differentiated education system
offers educational assistance and pedagogical or psychological support to
children with deveiopmental difficulties as a result of educational,
psychological, psychosomatic, neurological or mentai probliems.

It also provides advice to members of the chiid‘'s family. Where possibie
it endeavours to detect and prevent the difficuities mentioned sbove at an
early stage.

its activities take in the pre-schooi! and normal primary feveis and special
and differentiated education.

The child guidance service operates through multidisciplinary teams
consisting ideally of a psychologist, a graduate special teacher, an
educationalist, a welfare officer and a doctor, working in conjunction with
other services and specialists.

NETHERLANOS

The school guidance and support services in the Netheriands incliude the
schools advisory ssrvices and the national! educational advisory centres.
They tend to work for all schools in their area; not just those of a
particular religious denomination or ideological persuasion. They assist
both the school as a whole and individual students. They also co—-operate
with the national educational advisory centres and/or special support
agencies on particuiar projects. And in addition, they help with the
introduction of in-service training programmes set up by the training
institutes. The schools advisory services are mainly geared to primary
education and certain types of special education. In the case of special
education their role is confined to systems support rather than student
support.

There are three national educational advisory centres: the General
Educational Advisory (APS), the Protestant Educational Advisory Centre
(CPS) and the Catholic Educational Advisory Centre (KPC). These three
centres operate at national level in the secondary education sector,
providing support and development, advice, information and evaluation
services. They do not assist individual students directly, but rather,
support the school in this task. In addition, they have a co-ordinating
role in the impiementation of the national education policy. Finally they
provide support for the local and regional schools advisory services. All
the above are general advisory services. Specific educational support
organisations include the Institute for Educational Research (SV0), the
National Institute for Educational Measurement (CITO) and the National
Ingstitute for Curricuium Development (LSO).
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Many children in gpecial schools have contact with care and welfare
organisations.

They may, for exampie, have contact with the Youth Welfare Department of
the Regional Institute for Out-Patient Menta| Health Care e.9. for family
therapy or play therapy, or with social workers, youth psychiatrists, a
paedological institute, a Youth Advisory Centre, a medical day nursery.
Other students in special schoois live (temporarily) in children’s homes or
psychiatric clinics for chiidren and young persons.

And use may aiso be made of day-treatment and day-care centres, for example
those affiliated to boarding schools. In principle, the referral process
works both ways. Children may be referred to care or welfare organisations
by their special school.

The Youth Policy Council notes that the special education system is a
relatively important referrer to youth assistance organisations, the
Regional |nstitute for Out-patient Mental Heaith Care and the psychiatric
clinics for children and young persons. However, the Council also notes
that the degree of co-ordination between the services could be improved. In
general, there seems to be relatively i{ittie consuitation. The Council
argues that this is because the special education sector and the youth
assistance sector developed independently of one another, so that they each
have their own forms of institutionalisation.

UNITED KINGOOM
All local authorities offer very different kinds of support services.

1n CONCLUSION, countries such as Belgium and Luxembourg have had a
statutory requirement to provide guidance services for many years. In
other countries it is the social services which provide the |ink between
the school and the needs of the child and his family, outside or in
conjunction with the school.

The creation or development of guidance and support services to families
and children is an aim which must be pursued within the European Community.

All the national reports reveal the importance of co-ordination between the
services which provide for the child’'s needs, both inside and outside the
school, from the eariiest age.

$.3. Teachers and parents

The Education Decree of 1990 provides also for parent participation. The
form which this participation takes differs according to the education
network. In the Fiemish community education parents have a say in school
policy though the local school councils. In private education, however,
their role is purely advisory since the organising authorities wish to
remain in control of decision-making. Nor do parents have any power of
decision in municipal and provincial education.
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The Decree applies both to ordinary and special education. Contact between
parents and teachers (s more fregquent in special education. The same
applies to contact between parents and PMS centres.

in integrated education parents are one of the five parties invoived.
Parents must sign their agreement to the content of the integration plan.
Most are present at al! diacussions (admission discussions and assessment
discussions). They also have more frequent contact than other parents with
the teachers involved. Integrated education provides a channel for
parental participation.

Integrated education counseliors give most of the attention to the students
and teachers. However they report that there is aiso a need for
counsel |l ing of parents which cannot adequately be met within integrated
education. Home support services often coungsel parents in this
participation process and encourage them to take an active interest.

In conclusion we can state that in practice there is till no truly
satisfactory system of parent participation in education. A lega!
framework providing scope for participation is important but not
sufficient. Teachers mist be prepared to work together with parents, to
accept them as partners in the education process. And parents, for their
part, must be prepared to take their share of responsibility for their
child’'s education. Both sides perhaps need to be taught how to exert this
shared responsibility.

DENMARK

Co-operation between home and school Iis of crucial importance. Parents
have extensive rights in connection with their chitdren’s schooling,
particutarly in the case of handicapped students.

Generai iy speaking, parents may choose whether they want their child to
attend an ordinary school or a special school. A child cannot be referred
for special teaching without the parents being consulted. The educational
psychologica!l guidance service has the very important task of advising
parents on the choice of form and content of their child’s education.

Parents may visit schools as often as they wish and are regulariy invited
to attend lessons. Each class has meetings involving all the students
several times a year.

Parents’ most important formal means of infiuence is via the Schoo! Board
(a school's governing body). The parents have a majority on the Board,
which makes the decisions in a large number of school matters.
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GREECE

AS has been mentioned, parents have the last word on special education for i
their children. These children participate in special educational I
programmes only If the parents so wish. !

Teachers try to inform them correctly and to persuade them to grasp their g
child’'s interests, whenever teachers and chiid medical services recommend i
special education for the child, or vice versa, when they recommend that a
child remain in the regular school.

Occasionally one encounters cases of parents who are indifferent or,
alternatively, excessively demanding. Likewiss, there are some teachers
who do not show the required sensitivity vis-a-vis children with special
needs and ask to be retieved of such children, particuiarly when they ‘
realise that they are not suitably trained and do not have the resources i
required to cope with the additional demands.

On the whoie however, aimost al!l parents and teachers work together
harmoniously and effectively. In many cases parents’ associations
contribute to the endeavours of the teachers and the school, make good
existing shortcomings as regards teaching materials, specialised staff,
etc. The teachers, for their part, heip, inform, guide and assist the
parents, not only in the school but outside it as weli. It is these
teachers who are respongible for fostering the general climate of co-
operation and in many cases they themselves customise the special
educational programmes to the needs of their pupliis and develop the |
required teaching aids.

Co-operation of parents and teachers is not just voluntary, but is
foreseen by law, which provides for the presence and participation of
parents in schoo! boards, educationali committees, etc. Moreover, parents’ !
opinions are also given serious consideration when legisiation is being
drafted. Indeed,ths parent‘s attitude to the implementation of certain
educational measures plays a decisive role in the success of these !
measures, such as the development of special educational programmes for the '
school! and social integration of chiidren with special needs.

SPAIN

An attempt is made to ensure that the parents are not provided with :
information solely on the |imited occasions when the resuits of pupiis’ :
assessments are made known. Attempts are being made to create a new :
awareness of guidelines for behaviour towards and attention to families.

The work of the following Documentation Centres has been of great
importance in this respect:

In order to involve parents, both on a personal level and at schoo! level
through parent-teacher associations in the process of needs identification
and assessment and educational monitoring, schools are setting up and
developing advisory and working programmes through co-operation between
families and the teachers responsible for teaching their children.

It is becoming an increasingly common occurrence to come across clearly
drawn up written guides that provide parents with a detailed explanation of
the system of the school curriculum so that they can follow it through at
home.
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IRELAND

Parents participate in "Parents as Partners" programmes where the parents
meet the teacher, speech therapist, principal and psychologist, when
available to discuss the chilid’'s progress, outiine goals and put these
goals into practice at home. Some parents accompany their children to
swimming and riding lessons. Teachers are available during school hours to
discuss any problems parents may be experiencing at home with their child.
Parents attend meetings/iectures organised by the school! in retation to
their child’s education. Parents assist in fund-raising activities.
Parents attend school concerts/piays, etc.

ITALY

The extent to which the relationship between teacher and parents is

developed is usually in inverse proportion to the age of the handicapped
student.

May other factors play a major - and even decisive - role in defining the
patterns for co-operation, which should be understood as "participation in
the iife of the schoo! on the basis of the personal problem concerned,"
including the level of education of the parents, their knowledge of the
nature of the handicap and the level of their (often direct) participation
in the rehabilitation programmes.

There is a gradual movement towards greater institutionaiisation of the
invoivement of parents in schoo! activities, starting from their
participation in the drafting of individualised education plans and going
right through to the involivement of the permanent Obssrvatory for
handicaps, the body responsible for providing advice and impetus for the
initiatives of the Ministry of Education for the integration of handicapped
student: (30X of the membership of the Observatory Is made of associations
representinn the families of handicapped peopls).

NETHERLANDS

in ail Dutch primary schools and special schoois parents can exert an
influence on schoo! |ife via the Parents’' Councils and Participation
Councils. In addition, parenta! approval must be obtained before chiidren

can be subjected to a detailed assessment. Accordingly, in the case of
children found to have problems which cannot be deait with by the ordinary
school, it is the parents who apply for the child to be placed in special
education. Not surprisingly, therefore, parent/school contact is closer in
special schools than in ordinary school. Contact between school and
parents can cover areas such as assessment reports, school! transport,
student enroiment and placement. Parents and teachers are generally
satisfied with the reiationship between parents and school in special
education. However, there are some areas where there is room for
improvement. For example, parents are not given enough information
concerning the process of referral from ordinary education to special
education. Secondly, parents wouid like to know more about their
children’'s progress in special education. And finally, parents would |ike
to be able to exert more infiuence via the Parents’ Council! and
Participation Council. The relatively high concentration of foreign
children in special education naturally brings problems as regards contacts
and consultation between school and parents, and there is thought to be
room for improvement here,.
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NIT

One of the main features of the WARNOCK report was the parents’ desire to
be invoived as equal partners in the school process. This philosophy |ed
to the invoivement of all parents in their children‘s education.

1n CONCLUSION, the role of parents and the family is an essential factor in
the integration of the handicapped child, a fact which was stressed in the

second European Conference on "Handicap and Education" (October 1990) at
Cagltari (ltaly).



CONCLUS IONS

The 1986 Commission document on the progress with regard to school
integration in the European Community revealed different concepts about
the integration of handicapped pupils in schools.

The situation has now changed, since Member States’' reports stress the
value of integrating handicapped pupiis and students in an ordinary
environment as far as possible, with the support of the special
environment. This movement has been further boosted by the Resoliution
of 30 May 1980 of the Council! and the Ministers for Education meeting
within the Council on the integration of handicapped children and young
people in the ordinary education systems.

An anailysis of national contributions shows that legistation on
integration has mushroomed in practically all countries since 1987 and
also, in some cases, totally new concepts have been adopted (Spain,
ireland, Luxembourg, Portugal). Greece, the United Xingdom and France
are enacting legislation adopted previousiy while at the same time
gradually modifying it to take account of the rapid pace of change.
Italy and Denmark are attempting to improve still further the process
of integration that has been underway in their countries for about 10
years. And lastiy, Beligium, Germany and the Nether iands have initiated
efforts to adapt their education system to aliow greater integration.

Despite the fact that the question posed in the 1988 Commission
document "“What sort of integration for which pupils?" still applies,
the responses that are provided now differ from those given in 1986:

There are three main options:

1. Referral according to the type and degree of handicap following an
assessment of the student, <classification, special schools,
admission decided by a psycho-medico-administrative committee, and
a school career in the special stream.

This approach means that students with learning difficuities are
directed towards special education resuiting in a handicapped
student population more than double that in other countries with
all the associated financial consequences.

2. Integration in an ordinary environment with administrative and
educational desegregation, an individualised educational plan,
provision of material or staff resources (remedial, support or
peripatetic teachers).

This approach leads to a process of Increasing integration of which
the limits are as yet undefined.

3. A mixed approach resuiting in a variable rate of integration.

fep. Int.Scei 122



2e0. Int .5cal 123

Anailysis of the national reports reveals a wide diversity in defining
what is a handicapped student. Some countries base their definition of
handicap on the type or forms, others in terms of the concept of the
optimal interaction between the special environment and the ordinary
environment, while stilil others prefer to offer a wide variety of types
of integration with a continuum from integration In an ordinary
environment to special institutes, with a full range of intermediate
stages designed to meet every need. Finally, there are some countries
which have adopted the idea of special educational needs rather than
that of handicap.

This disparity is further enhanced by the fact that education
authorities often do not have the same definition of handicapped
children as the Health or Social Affairs authorities who generally
adopt a more medical definition. The ilack of cohesion in this field is
an impediment to co-operation between the various bodies who cater for
handicapped children inside and outside of school on a local, regional,
national and even Community level.

Analysis of the statistics in the national reports makes it possible
for the first time to estimate the population of handicapped pupils in
the Member States, about 2X of the population of school age. About
1,200,000 pupils attend school, but oniy a quarter of these pupils
attend ordinary school while aimost three-quarters attend some form of
special school. The lack of data in the Commission document of 1986
makes it impossibie to chart the progress achieved over the past 4
years in quantitative terms.

These resuits indicate the distance that stilli remains to be covered
and encourages the adoption of new political initiatives to promote
current policy more vigorously.

In the 12 Member States 87,000 teachers provide special teaching and
more than 31,000 teachers in an ordinary environment provide support or
remedial teaching, either within a school or peripatetically or at
home. These figures reveal a teacher/pupil ratio of between 4 and 9.5
with an average of 7.9 among Member States.

The costs of special teaching are between 2 and 10 times those observed
in States for ordinary education. On average a disabled student in
special! education costs 4 times more than a non-disabled student in
ordinary education.

These resuits point to the need for a thorough examination at Community
level to ascertain the current state of affairs, bearing in mind the
associated costs of health care, social security and support. In fact,
although the number of children in a special environment is fairiy well
known, the numbers integrated in an ordinary environment are probably
greater than indicated in the present report because of the lack of
detailed statistics. At the same time it would be useful to know the
number of non-educated children and, of these, the number who are
handicapped.

Catering for the needs of handicapped pupils, who constitute about 2X%
of the school population, raises the problem of the education of pupils
with learning difficulties whom the educational system should cater for
to prevent them becoming school! failures and as soon as these needs
become apparent. The numbers invoived range from 8 to 12X of the school
population, depending on the country assessing them (DK, IRL, L, P).



The following gquestion then arises:

“Shouid one cater solely for severely handicapped children and
adolescents, as for example in Italy, or all pupils with special
educational needs, as for exampie in the United Kingdom?".

in terms of the legisiation promuigated in the Member States, the
response points to an equal right to education for all under the best
possible conditions. This viewpoint has found the support of the
European Community (European co-operation programme of 1987, HELIOS
programme 1988 and Resolution on schoo! integration of 1980) and it is
a hope which is aiso shared by handicapped people and their famiiies,

Under these circumstances the continuing existence of a separate
special! system for handicapped pupiis could be questioned, even if the
teaching provided there and the special educational support is of a
high quality. Two forms of teaching in parallel (mainstream and
speciai) which can be distinct and non-complementary produce extra
costs and resuit in a disjointed organisation. Experience shows that
teachers from the ordinary environment are sometimes tempted to point
pupils with difficuities in the direction of the special environment
which has more facilities than they do.

The categorisation of pupils by type of handicap is perhaps an overly
medicailised concept given that medical progress has led to concepts
such as muitiple handicap and superhandicap.

The attempt to introduce a reception class for pupiis suffering from a
specific type of handicap is difficult if the ciass covers a wide
geographical area.

For these reasons a number of Member States tend to replace the concept
of categorisation by a continuum of measures in the context of
integration or of special educational needs in view of the amount of
support which has to be provided.

Study of the education systems in the Member States shows a wide
diversity due to the existence of two separate educational systems in
some countries - ordinary education and special education - and only
one for ail students in the others (Denmark, Greece, Spain, Iltaly,
Portugal), ignoring those countries where the legisiation is in the
process of being changed.

This diversity of educational systems is associated with a variety of
types of integration. The situation is complicated still further by
the existence of a psycho-medico-administrative registration procedure
for handicapped students found in some Member States, particularly
Belgium, Germany, France and the Netherlands. This combination of
measures which is designed to encourage provision for the educational
needs of handicapped students in reality proves difficult to manage.
These procedures attempt to limit the extent to which the special
environment is used but, apart from Germany to some degree, they do not
prevent an increasing number of pupils with special needs being
directed towards the special environment from the mainstream education
system.
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Most Member States accept the need for an initial evaiuation of
handicapped students or students with special educational needs,
followed by the preparation of an individualised educational pian which
is reviewed and revised periodically to allow for the student‘s
difficuities or progress.

Several national reports clearly state that the concept of a
homogensous class is incompatible with the integration of handicapped
pupils and that the difference shouid be accepted in cases of
individual integration in an ordinary environment.

The presence of different pupils has major consequences within the
classroom and even within the reception school.

The schooi structure itself sometimes has to be modified. The pupil
must be assessed Iin terms of the objectives described in the
individual ised educational plan. In some cases the school programme
(curricuium) is retained while in others it is adapted to varying
degrees depending on the child‘’s ability. A support system must be set
up within and sometimes even outside the classroom.

There are three fundamental questions implicit in the national reports:

1. Should pupils with different leveis of learning abitity be directed
to different forms of education?

2. Should there be a movement towards comprehensive schooling but with
a levelling down of the high-fliers?

3. Shouid these two educational philosophies be reconciied through
differentiated education?

in one case the homogeneity of the class group must be maintained at
any price which entails the excliusion of students who cannot keep up
with the more advanced pupils. In the other case there is a risk of
sacrificing the more advanced pupils for the benefit of students with
learning difficulties.

The integration of a pupil with special educational needs may
necessarily require the provision of differentiated education within
the classroom at the primary, but above all, the saeacondary level.

vVarious experiences indicate that the provision of differentiated
education visibly does not entail negative consequences for gifted
pupils since in these circumstances they could follow a fast-stream
curriculum adapted to their abilities.

Similar pedagogical concepts are pursued in many Member States and
have already been implemented in some. They require appropriate
educational techniques, administrative and even material desegregation,
curricula which have been adapted and often refined down from the
national curricuia, and motivated educational tesams. This implies
additional costs for the mainstream education system.
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Special education could thus be reserved for the most severely
handicapped children whose parents do not wish them to be taught in an
ordinary environment or when the nature of the handicap makes this
undesirable (DK, GR, ES, IT, P, UK, and Luxembourg and Ireland
currently under examination). In the Member States where this approach
is used, there are models in which special teachers might then offer
their expertise to teachers in the ordinary environment and provide the
necessary support. This arrangement should not be reserved simply for
pupils recognised as handicapped but could be offered to a large
proportion of school children with special educational needs.

The national contributions describe the importance of good teacher
training. Over the past few years courses have been extended in the
majority of Member States or reorganised to offer a more thorough
training. iIn-service training has also been advocated, particularly in
the case of teachers in an ordinary environment who have to take on
handicapped pupils or use new technologies.

In terms of |ife at school the national contributions, Ilike the
Commission document of 1986, report the material obstacies which
handicapped children face in terms of their mobility,.

The reports provide no figures on the progress since 1987 Iin making
schools more accessibie to handicapped children and point out that
school transport is provided. Finally, all the contributions stress
the importance of parental participation in school activities and in
the support which handicapped persons associations provide. |t appears
that the families of handicapped children who are integrated In an
ordinary environment are more motivated and more involved than the
families of children in a special environment, but a)l| need support
services, particularly In the area of guidance (Beligium, Luxembourg).

in summary, the present report reveals a major advance on the situation
described in the Commission document of 1986. However, the handicapped
student’'s needs cannot be met without paying particular attention to
the educational needs of all students in terms of integration in an
ordinary environment. This requires a change in the regulations,
increased flexibility and adaptation of national curricula, the
adoption of individuaiised assessments, but above all a shift in the
mentality of all the participants and all the instruments of school
integration.

Finally, the transition from the school environment to the worl!d of
work has not been examined in this report. Ailthough it is true that
not all handicapped people are abie to work in an ordinary or sheltered
environment, a large proportion of handicapped people are able to work
if they have received vocational training which leads to a job.

The national contributions provide no information about 1life after
school nor the opportunities following compulsory schooling. This
point deserves further detailed study. The fate of handicapped
students needs to be examined and the relevance of the measures
currently in force assessed.
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OF THE EUROPEAN

COMMISSION Brusseis, 18.01.1891
COMMUNITIES

QUESTIONNAIRE ON THE SCHOOL INTEGRATION
OF HAND ICAPPED YOUNG PEOPLE

1. STATISTICAL ELEMENTS

As far as possible, figures should be provided on:

- the handicapped and non=handicapped schoo! and university population

- distribution by leveis of study

- the number of handicapped students by type of handicap, level of
study, and ordinary or special environment.
The definition of "handicapped students" should be explained briefly.
it would be useful |f detalls were given of the way handicaps are
classifled.

- numbers of teaching and non-teaching staff

- financial costs: cost/performance ratio of the various types of
service and teaching offered.

2. DESCRIPTION OF THE ORDINARY EDUCATION SYSTEM

Community ~aferences:

- Teaching structures in the EEC Member States (EURYDICE
D/1987/4800/10) - available In EN, FR, DE

- World Educatlion Encyciopasdia, volumes 1-3 34 (1990) -~ avallabie In
EN only

3. DESCRIPTION OF THE SPECIAL EDUCATION SYSTEMS

A. LEGISLAT!ION BASES
B. DESCRIPTION OF THE SPECIAL EDUCATION SYSTEM

general overview

administrative Jjurisdiction

structures of the ordinary teaching system (synoptic table)
structures of the speclial teaching system (synoptic table)

Pre-school, primary, secondary, vocationa! and higher education
should be Included.

fue ¢o 10 Lol 200 = B-1049 Bruessie, Belgiwm
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EVALUATION AND RESULTS:

- institutional evaluation of schoo! integration (if available):
objectives, model, sampling, etc.

- resuilt of evaluation:

a) attitude of parents

b) attitude of teaching staff

¢) changes at school

d) educational and social progress made by integrated students
e) attitude of administrative authorities to integration

Efforts made to adapt existing regulations to eliminate structural
and organizational obstacles.

ORGANIZATION OF TEACHING AND LIFE AT SCHOOL

Progress of the handicapped student from his/her admission into the

(speclal or ordinary) system to his/her graduation from the education

system.

administrative authority and procedures

enroiment at school

declslon-making procedures

guidance and placement procedures

opportunities for advancement Iin an ordinary or special
environment during the student‘s school career.

Individualized projects for the handicapped student

government regulatlions and recommendations

sottiing In, review and foliow-up of the student’'s performance
schoo! support facliities (types and range of students covered)
adaptation of school routines

Teaching environment

Mod!flcatlions/adapations:
-~ to the curriculum (objectives and content)
- to the organization (classes/study groups)
- to the evaluation (student, course content and teaching staff)
- to the methods:
- teaching and orthopedagogical materials
- new technoiogies and educational software

Special alds: - in the class/school

- outside school
Cooperation with special education sector
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Life at school

‘- archlitectura! barriers

- school! and university transport

- leisure and extra-curricuiar activities

- school attendance requirements

- participation of parents In the Iife of the schoo!

integration of handicapped young people in Community programmes
- teaching

- tralning

- youth activities

- transition to adult 1ife and the working environment

INSTRUMENTS OF INTEGRATION

Teacher training

- Initlal training, special training, contimious training: diplomas
and certificates, course duration and content

- information and training about the handicap for teachers faced
with the Integration of a handicapped child into an ordinary
class

- international exchange of teachers and teaching and educational
knowhow

Support services

in the school environment
- designed for all students
- designed for handlcapped students

Outside the schoo! environment
- guidance and support services, sanitary and social facllities.
Cooperation and coordination between the various services

Teachers and parents

Nature of cooperation

- Iinformation

- help and assistance

- training In teaching methods
- guldance services
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organization aspects of cooperation
~ structured consultations/participation arrangements (e.g. parent-
teacher meetings)
- collective or individual assistance at school, assistance
provided to the teaching staff/support team
- individual communication on the basis of mutual Iinvolvement with
regard to a student.

€. CONCLUSIONS AND FUTURE PROSPECTS

7. BIBLIOGRAPHIES AND REFERENCE WORKS
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Source: Structure of the educational and initial training systems in
the Member States of the European Community - EURYDICE and
CEDEFOP - T.F.R.H.E.F.J. (1991) D/1991/4008/13
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secondary education

Primary education - Vocational training
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BELGIUM

®
INDUSTRIAL
UNIVERSITY.LEVEL NON-UNIVERSITY-LEVEL APPRENTICESHIP
EDUCATION EDUCATION WORK-TRANNG
AGREEMENT
19 Fafindiadiadiadindie it iadindi it ] j= === W ------
' SPRCIALZATION OR PURTHER EDUCATION | '
~ R T eecONDARY SCHOOLS® @ ®
. T™g | APemENTICE
\ F STAGE it TYPEN EDUCATION | SWP
! 18 2 [pecerccccscccsacaccsncassseccanccnnscacneed 0 e eceacecabheeea-
i | NDCYCLE
A 18 TYPE]l  freemeeeeemecmemeomeiienccceioeens
STAGE I
M4 2 pececrmcmcvceccveccercacosanoncncanreeenenn
>3 13
é STAGE | 1ST CYCLE
o« 12 b ————————
g n STAGE I
§ 0 et ee et et e et e e reeetee e eeneen
s STAGE } PRIMARY SCHOOLS
N R
? STAGE |
[ ] m
A\ 4 s
¢ PRE-SCHOOL EDUCATION
3
2

1. Compuisory education covers tweive years, from 6 to 18 years of age. it is full-time up o 15 years of age; those who have completed at least the first two
years of secondary sducation and do not wish t0 continue full-time until 18 may then follow part-time compuisory sducation. Pupils who have not completed
2 years of sacondary sducation must attend full-time compuisory sducation until 16 years of age.

2. TYPE | or srenovated= sducation comprises secondary sducation at lower and upper secondary levels. organized in four forms - genaral. technical. vocational
and artistic sducation - and two main streams, one leading primarily to higher education, the other primarily to employment.

TYPE It o «traditionel= education comprises sacondary sducation at lowes and upper Secondary leveis comprising general.technical or vocational sections.
Type | sgucation is being extended 10 nearly all schoois (except a few «free» schools in the Dutch-spesking Community).
3. A preparatory year for highar education or a yesr of specialtzation or turther education for employment after 6 years of secondary education.

4. Part-tims sducation is available to 15 or 16 yeer olds. and covers the last years of compuisory schooling. It lasts 360 hours in the first year (for
15/18 year olds) and 240 hours in the lollowing years.

5. The theorstical training of apprenticeship lasts the same time (360 hours in the 18t year and 240 hours in the following two years) as part-time education.
6. industnial apprenticeship lasts 6 months 10 2 years and can take piace in several tirms successively.

The Woark Training Agreement is availabie to 1810 25 year olde and lasts 256 hours when provided by an ampioyer and 500 hours when foliowed in a training
establishment.

:: s not descnbed in the text.
......... = givision M 1he leveltype of education.
----- s 3kermative beginning er end of leveltype of aducation.
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DENMARK

UNIVERSITY NON-UNIVERSITY
LEVEL LEVEL
EDUCATION EDUCATION
" Vocational education®® P Y
o HFY cours HHX HTX Other
Gymnasium® | T 1 and lnlr;l;& o | ] X |
r ________________ PR R R LRI courses
Practical 1  School EU
| ____tomyem_ )
(A - A
=
Q
-
g
a @
b FOLXESKOLE
[- 4
g
3
A\ 4 %m%
' PRE-SCHOOL CLASSES
KINDERGARTENS leceeam———- SR ]
PRE-SCHOOL EDUCATION”
DAY NURSERIES

1. In pre-school education there are several inslitlutions catering conssculively of altematively for the O 1o 6/7 year age range.

2. The Folkeskole comprises an eplional pre-schaol class, nine years of full-time compuisory education and 3 supplementary optional tenth year. It
ommmﬂamnyummmm;mmmmmoo-mmmmmqmm-
mw .

3. The Gymnasium provides 3 3-year course of general education at Upper secondary level, after the Sth or 10th year of the Folkeskole, with the final
sxamination qualifying for university entrance.

4. Tha course for the HF (higher preparatory examination) is 3 2-year general course, 2fter the 10th year of the Foitesiole, with the final examinabion
qualifying for turther and higher education.

S. The basic vocational education and training courses (£} ast batween 3 and 4 years with approximately twe thirds of the time spent in a company.
A typcal courss consists of 2 first 20-week sChool course of practical iraining in a company of similar length, followed by 3 second 20-week school
course. Altar that the courss akemaies detween praciical training and school.

6. Thacourses lor the KHX(higher commercial examinalion) and the HTX(highar echnical examination) are 3-year school based courses comorising
1 year of vocational training (ssuslly followed with the first-ysar pupils of basic vocational lraiming) and 2 years of theorstical irawning.

: o NOt descned Id e MexL

......... « ASI0N In NS IVEITYDR of GOUCERON.
----- = E1maive Degmamng of eng of level/AlyDs of s0UCIBON.
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COMPULSORY EDUCATION (see 3.1)

e >

FEDERAL REPUBLIC OF GERMANY

FACHSCHULE"' | |ABENDGYMNASIUM/ HIGHER EDUCATION g
KOLLEG
§
19
. GYMNASIALE OBERSTUFE (2) L
v 2
| BER BERUFS- (Gymnasium. 2
- BERUPSSCMLEw - araau. |ricw | FACHOBER. Bk G " Zs
| SCHULE (8) | SCHULE SCHULE | Fachgymnesum, S e
®  |eeeo... (MSM)Q). ........ (5) ._(5%2) Gesameschuse) " rg
Bervisprundbiidungsishr
31 $6hook O in Cooperstve form @ 10 % =
1% ‘§
16
10 th year 0
15
9
J SONDER-|  HAUPTSCHULE REALSCHULE GYMNASIUM GESAMT- 5
: ; ‘ ) § T
1
@ “ B, 8%
2 e aeaees e e e E§
: o : s 28
" : ORIENTATION STAGE : :
{independent of 3 parscular school type Of as part of a particular school type) . s
0 — : o _ :
4
d [ -1
SONDER- ) 3 2
)
SCHULE PRIMARY SCHOOLS 2 §
7 m z-
v B
e ————— — &
5
PRE-SCHOOL EDUCATION $Ss
‘ (OPTIONAL) i £
. b

Diagram of the basic structurs of the sducation System as of September 1990.
Within this common framework, special features exist in the ndividuat Linder
of the Federal Republic. The situation in the 5 Linder on the territory of the
former German Demacratic Republic that joined the Federsl Republic on
30ctober 1990 is not taken info account hare due L0 the politicai developments
and the ongoing reforms in sducation.

1) in some Linder. spacial types of transition from pre-school education 1o
primary school exist (pre-school ciasses. school kindergarten). in Berlin
the primary school comprises 6 ysars; thers is no separate onentation
stage.

[::j = not describad in the text

= OVISION in the leveitype of education
«  emative beginung of end of leveltype ot education

2) Difterent forms of special sducation - genaral and vocationai - depending
0n the disability in question. .

3) The orientation stage exists in & Linder with the exception of Bavaria
where it is tested in several pilot experiments and Bertin where ysars 5 and
6 are part of the pnmary school.

4) In some Linder, the comprehensive school is a reguiar type of school
alongside Hauptschule. Reaischideand Gymnasium. in the other Linder it
is an optional or experimental type of school.

S) Full-time vocational schools differing with regard to entrance require-
ments, duration of courses and leaving certificates.
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COMPULSORY EDUCATION

GREECE

UNIVERSITY-LEVEL NON-UNIVERSITY-LEVEL
EDUCATION EDUCATION
(AED (TE)

PRIMARY SCHOOLS

. NURSERY SCHOOLS

1. The Gymnasioprovides general education at lower secondary level with the isaving certificate providing access 10 the Lykeio. Evening
Gymnasis provide equivalent sducation for empioyed persons 14 years of age or over.

2. The Lyheio provides education at upper secondary level with the isaving certificate providing access to the general university entrance
examinations. Generai Lykeia provide general secondary sducation. Classical L ykwig promots ciassical studies. Comprehensive Lykeia
aimtolink genersi and technical-vocational education. Technical-Vocationa! L ykeiacombing general sducation with vocational training.
Evening Lykeéa provide equivalent education, lasting 4 years, for smployed persons.

3. The Technical-Vocational School ( TES) provides up 10 2 years of technicai-vocational education at upper secondary lgvel leading o
empioyment. Evening TES provide courses of up 1o 3 years for employed persons.

4. Post-Lykeio Preparatory Centres prepare Lykeio leavers who have not already been successiul in the general university entrance
sxaminations to take them.

S. Speciatized training of various lengths include in particular the courses run by QAED (Employment and Manpowsr Organization).

[ = notdascrived inthe tent.

......... = Orsion i Ihe leveltype Of education
----- = akernatve begewnng or end of ieveitype of eGeCaion
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COMPUSORY EDUCATION

SPAIN (PRE-REFORM)

o oo | meecmre | g
A A [ §§J
INTEGRATED SECONDARY VOCATIONAL
L EDUCATION (BUM) (2) TRANING (PP (5)
14 _——
13
2 UPPER CYCLE
T T Sy SRS
T )]
BASIC GENERAL EDUCA
INTERMEDIATE CYCLE (E6B) TION
.
B8 000 Jecececercenniemcacctancrseaees | cieeeaccecacesasscnancasaacecs
7 LOWER CYCLE

2 KINDERGARTEN (JARDIN DE INFANCIA)

1. EGB (Educacion General Bdsica) or basic genaral education covers the 8 years (6 1o 14 ysars) of compuisory education. There is no
division betwsen primary and lower secondary education. EGZleads to upper sacondary education orto lower level vocational training.

2. BUP (Bachilerato Unificado Polivelents) comprises general education at upper secondary level, preparing for access to university.

3. COU (Cursa de Orientacidn Universitaria) comprises a one- year university onientation course.

4. FPI(Formacion Profesional ) comprises 2 ysars of general education and vocational training leading 1o FPfl, tha second year of 8UP.
of employment.

FPil comprises 3 years of generat education and vocational training leading to certain reiated university courses, or empioyment.

Evening courses in FP are available for employed parsons over 16 (FPY) and 18 (FP1).

5. Thesa training courses can be entered at any stage between 18 and 25. The occupational iraining programmas (FPO) last 800 hours.
tmunqmmeworkshopschoolslam1toaycm.andmmoskmdcrmcmtmho 12 months.

: = Ot descnbed in the text.

--------- = Oamsion in the levevtyDe of sducation.
_____ = anernative beginning OF end of levaltype of education.
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COMPULSORY EDUCATION

SPAIN (POST-REFORM)

@
UNIVERSITY- NON-UNIVERSITY- HIGHER g
LEVEL LEVEL VOCATIONAL g @
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s 2ND CYCLE PRIMARY EDUCATION
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s
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4
P O PRE-SCHOOL EDUCATION -+---+=ssexsseeessrsmmemsaenea
2
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0

1. Bachillerato comprises general education at upper secondary level providing access to higher education and to empioyment.
2. Intermediate and Higher Vocational Training compnises specific vocational training for employment. The diploma obtained at the end
of Higher Vocational Training will also give direct access to certain related university Coursas.

3. These traiming courses can be entered at any age between 16 and 25. The occupational training programmes (FPQ) iast 800 hours,
training in the workshop schools lasts 1 to 3 years. and in skilled craft centres 6 to 12 months.

E = not described in the text.

--------- = dvision 1n the leveltype of educadion.
----- = alternatve beginming or end of leveltype of education
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FRANCE

%
UNIVERSITY-LEVEL EDUCATION NON-UNIVERSITY- =
{inc. GRANDES ECOLES) LEVEL EDUCATION s
3
i ] - o - -
g 1
’ |_ 233
8w
i OO ORI AORR ... VOCARONAL YGEE - - - - - g%g
[vv)
A e ga .-g g--
" wE B
§ )
1 ‘a COLLEGE ™ VOCATIONAL LYCEE 9 - - - CPPN CPA - -
B
130 bececvecanmccccrcrciracntancacotncnacncnareniocasornmenns cl—— ] iivneanaa
5 -
2 ég
§ " B e e e ——————
, 5
nar
. | e23

1. The Coliépe provides genaral aducation at lower secondary level leading alter 4 years to the national certificate (Brevef). After 2 years (Sth class)
pupils can choose another form of training: the CPPN, CPA or tha 4th class of the Vocationai Lycée (see below).

2. CPPN (Classes Préprofassionnelies de Niveau) - pre-vocational classes - accept pupils of 14 years of age who cannot enter the first ysar of the

3-year Vocational Aptitude Certificate (CAP) for 1 or 2 years.
CPA (Classes Préparatoires i I'Apprentissage) - prepasatory apprenticeship classes - accept pupils of 15 years of ags who cannot enter the first
year of the 3-year Vocationat Aptitude Certificate (CAP) for 1 or 2 years.

. The Vocational Lycdeis an institution of secondary education providing vocational training at different levels. it accapts pupils who have compieted
2 years (5th class) or 4 years (3rd class) at a Colldpe or who are at least 14 years of age, or who come from the CPPN or CPA. Pupils prepare for
the Vocationat Aptitude Cartificats {CAP) or the Vocational Studies Certificate (BEP). both of which lead o skillad jobs.

4. The General and/or Technological Lycée provides upper sscondary educstion leading to higher education or empioyment. Pupils prepare for the
General Baccalaurdat which usually leads t0 higher education, the Technological Baccakaursat (B.Tn) which leads either to employment or higher
sducation. or the Technical Certificate (BT) which usually leads to empioyment.

5. These courses can be entered at any age between 16 and 25.

Apprenticeship training lasts 2 to 3 years.

Individualized training credit (CF) is available to young people who have left school without a vocational qualitication. The content and duration
of the course vary according to the chesen target certificate.

Alterance training: qualification contracts fast 8 months minimum. 24 months maximurn, adaptation contracts last § months minimum, and
introduction to working fife {S/VP) lasts 3 to 6 months.

(2 )

[T ] = notdescnbedintnetext

......... = division in the lgvel/type of aducation.
..... = alternatve beguwng or end of leveltype of education.
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IRELAND

UNIVERSITIES COLLEGES COLLEGES OF TECHNOLOGY
ANO QTHER OF TECHMICAL COLLEGES
HIGHER EDUCATION EDUCATION
AUTHORITY INSTITUTIONS
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" SECOND LEVEL EDUCATION-JUNIOR CYCLE
(SECONDARY. VOCATIONAL. COMPREHENSIVE,

" COMMUNITY SCHOOLS)

12 #=====

. FIRST LEVEL (PRIMARY) EDUCATION
(NATIONAL SCHOOLS)
[ ]
7
[ I . T T T I N ]
. FIRST LEVEL (PRIMARY) EDUCATION pre-schooL ™
- (NATIONAL SCHOOLS) EOUCATION

1. There is no national system of pre-school education in ireland. Howsver primary (Nationsh schodls may accept pupils on of afer their 4th
birthday. Existing pre-School 8ervices are mainly private and nat part of the formal education system. The average age for starting sehool is five
years.

2. Second-level SChoois cover lower and upper secondary education - Junior and Senvor Cycies. The four main types - Secondary. Yocstiond,
Comprehensive and Community - 3 now offer a comprehensive curriculum combining academic ang vocationa! subdjects. The Transition Year.

2 One-yed! interdisciplinary programme. either at the end of fuli-time schoolking or in preparation for the Senior Cycle, is oifersd in 3 imited
numwouchooh The Junior Cycie leads 10 the new Junior Certificate providing access to the Senvor Cycle.

At Senior Cycie the mein coursas are the 2-year Leaving Cestificate leading 10 higher sducation or employmen?. 3nd the Vocational Preparation
and Training Programmes which prepare for working life.

3. Youthrsachis an education and training programma available to young peopie who have left school with no formal qualitication. It lasts 2 years
{A Foundation year and a Progression year).
Itis run jointly by the education authorities ( Vocational Education Committees - VEC) and the Yocatonal Traming and Employment Authonity
(FAS).

4, Training courses of various lengths are provided by FAS for unempioyed young peopie: Skills Foundation. Community Youth Training. Local
Training Initiatives.

E: x  Nnot described in the text

......... = dwigion sn the ievel/type of education
..... = alternative beginmng of end Of leveviype Of eaucation
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1. The Government has proposed to axtend compuisory education from 8 to 10 years. that is. until 16.

2. Scuoia Medis (intermediate schools) provide comprehensive general lower secondary education with the school leaving certificate
providing access to upper secondary schools.

3 s-ywmsmymnlwmmethhmmmmo(Mpwngmuwau

versity scuCation

4 Awmmmwmomwmwm §th complamantary vear leads to the upper secondary school lsaving
certificats providing access to all university education.

5. 3-year general and artistic courses leading to employment. A further 2-year courss has been established experimentaily in certain schoois
eading to the applied ans upper secondary School leaving certificate which provides access to higher level artistic schools.

6. mmummmwmmmmmmmm«mamoww

7. WMNMMMma-mmm and employmant. S-year experimental courses iead to the
vocational school lsaving certificate which is equivaient to the technical school leaving certificate.

8. 4-yeir course of general and teacher educstion for primary school teachers aiso providing access 10 further study at university faculties
of education. Sth complementary year provides access 10 certain university facuities.

9. 3-year courss of general and teacher education for nursery school teachers.
10. Thesa courses can be entered at any ags between 15 and 25 (and somatimes beyond).

mmummumnt(cmlaulml’yom including 40 hours of technical/practical training and 40 to 100 hours of theoretical
iraining.

Vocational training courses tall under the responsibifity of the Regions. 1st level training lasts 2 years. 2nd level training varies from
100-300 hours (specialization) to $00-1000 hours (full course): it includes periods in firms.

C: = not descrded 0 the text.

......... s givision M the leveltype of e0uUCAION.
..... = ahernatve beginning or end of leveitype of egucation
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LUXEMBURG
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1. Compulsory education includes one year of pre-school education tor pupils aged S.

2. Complamentary classes (classes compiémentaires) pravide 2 3-year course in general and practically oriented subjects for pupils aged 12
to 15 who have compieted 6 ysars at primary school but who are not allowed to transfer to secondary education (ie. they have not passed
the entrance examination). The course leads 10 a diploma attesting completion of the compismentary classes.

. The General Lycéecovers seven years of study divided into a lower stage {compieting compuisory education) and an upper stage. Thefower
stage leads t0 a cartificate attesting the completion of compuisory education. The upper stage leads to a secondary school lsaving certificate
which provides access to university education.

4. The Technical Lycée covers § years of study divided into an observation and Orientatron stage (Compieting compuisory education). an
intermediate stage and an upper stage. The observalion and orientation stage leads to a cartificats attesting the complehion of compuisory
educabon. The intermediate stage compnses atechnical section which leads to the upper stage or is completed by a practical apprenticeship
1sading to empioyment. 2 techmician's training course. and a vocaugnal section which includes paraliel apprenticeship training in a firm
leading 10 the certiticate of technicat and vocational proficiency prowiding access to empioyment. The upper stage leads either to atechmical
secondary education leaving certificate providing access to mgher education o7 10  technician’s cartificate.

5 These courses are organized for unemplioyed young peopie. They last between 6 months ang a year. sometimes on a part-lime basis.

w

C: = nOt deSCNDAd 1n the text.

......... = QISION 1N the ieveutyDe of education
_____ = aiternanive beginning or end of levevtype of education
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the age of 16 foowed by ons year ol part-time compuisory sducation

§). Pravision for children delow four is the responsibiiity of the Ministry of Wettare, Health and Cultural Affairs
3.TMmmmonclass|stnehmywdmtymonmhumampmmtotmmdymolmmmmtymdschoot

4. Senior $5CORGATY voCaiONat eduCation provides 4-ysar courses (MBO0) and 2-year courses (KMBO) which can lead sither to MB0or 10 advanced
apprenticeship.

S. Apprenticeship traming lasts 2 to 3 years and advanced apprenticeship 1 to 3 years.

T = rotdescnbedmmetext

s grvigion in tng leveltype of OUCIRION
= aternative Degsang of end of levetype of education
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PORTUGAL

UNIVERSITY NON-UNIVERSITY
LEVEL LEVEL
EDUCATION EDUCATION
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: PRE-SCHOOL EDUCATION
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3

. Untit 1987, compulsary education in Portugal lasted 6 years. whilst compulsory attendance iasted until 14 years of age (ie. 8 ysars). The Basic

Education System Law of October 1986 extended compuisory education to 9 years - applicable to pupils envoled in the first year of basic education
for the 1987-88 school year and for subsequent school years.

Basic Education comprises compulsary education of 9 years. consisting of thres consecutive cycles of 4, 2 and 3 years respectively, and is roughly
squivalent to primary and lower secondary ievel. The 3 cycles correspond to the former primary and preparatory education and general unified course.
3-year evening courses of gensral or technical education for early school leavers and adults.

Complementary courses COMpriss upper secondary level 3-year daytime courses of academic or technical-vocational sducation for pupils no oider
than 18 years of age. Vocational courses within technicai-vocational education comprise 1 school year and six months' work placement. 2-year
evening courses of academic or technical-vocational education are provided tor students older than 18,

. Technical-vocational courses «after work= COmprise evening courses equivalent to daytime technical-vocational courses extended over 5 years,

leading to employment atter the 4th year or higher education atter the Sth year. Students may also enter empioyment after the 2nd year.

. Vocationat schools are run jointly by the sducation authonities and the social partners. They include an initiation phase of 3 years and a qualification

phase of 1, 2 or 3 years, providing access to tigher education.

. Apprenticeship is accessible 10 young people aged 14 to 24. It lasts 1 0 4 years.
. Specific programmes of various lengths include. amongst others. the temporary employment scheme (OT.), the work-training subsidies and the

ntegration programme (/JOV/P)

E s not descnbed in the text

....... s division i the leveltyde of sducahon
- = = - a allernative begmmng or end of leveVtvpe of education
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NURSERY SCHOOLS AND CLASSES

1. Two tier (primary and sacondary schools) and three tier (first. middie and high schools) systems exist side by side according to the
provision within each individual LEA (focal educstion authority).

2. 90% of secondary pupils attend non-selective comprehensive schools covering the 11to 16 or 110 18 age group. Most other children
attend grammar schools tor the 11 to 18 age group or secondary modem schools for the 11 to 16 age group. A few LEAS still maintain
technical schools.

3. Classes tor pupils over 16 are known as the Sixth Form. 11 to 16 schoois are combined with Sixth Formor Tertiary Colleges tor pupils
over 16. Pupils may aiso transfer to a Further Education Coliege. The Sixth Form Collepe caters exclusively for those aged 16 to 19 and
is subject to Schoois Regulations. The Tertiary Colege shares characteristics of beth the Sixth Form and of the Further Education
Coliege, and is subject to Further Education Reguiations. All three offer a range of academic and vocational courses.

4. Youth Trainingis delivered through contracts with independent training providers (often private employers). It lasts two years. and is
organized in «units of competence=.

E = not described n the text.

......... = division i the leveitype of education
----- = alternalive beginning or end of leveltype of education.
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1. The majority of children up 10 11-12 are educated in primary SChoois: some are educated in the preparatory departments

In grammar schools - the latter charge fees.

2. Secondary education is at present selective. On the basis of tests, pupils go to either grammar schools or secondary
schools. Both provide a similar range of courses. grammar schools for the 1110 18 year olds, secondary schooistor the
1110 16 year oids (some sacondary schools otfer past-16 opportunities). The selective system will be phased out under

the Education Relorm (Northern ireland) Order 1989.

3. Further education colleges provide a range of academic and vocational courses for persons over compulsory school age.
4. Youth Training is provided by Training Centres. Community Workshops and FE Colleges. It lasts 2 years.

[: = NOt describad in the text.

--------- = GVISIOn in the leveutype of education.

----- = aiternauve beginning or enoc of leveltyps of education
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1. 99% of Scottish education autharity secondary schools are comprehensive schools offering all types of courses to pupils of all abilities. 90%
provide 6 years of education (4 years of compuisory and 2 years of optional secondary education). Pupils may leave at 16. Examinations usually
taken at age 17 provide access to tertiary education.

2. Further education colleges offer courses in academic and vocational subjects from craft to degree level. They accept pupils currently altending
secondary school for some courses. FE colleges also provide courses for the «off-the-job~ component of the Youth Traiming scheme.

3. Youth Trainingis delivered through contracts with independent training providers (often private employers). It iasts two years. and is organized
in «units of competence».

E = not gescrided in the text.

--------- = division in Ine levevtype of sducation
----- = aliemative beginning or end of leveltype of education
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