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INLUSIVE SCHOOLS IN PORTUGAL =%+ °**

L INTRODUCTION

When writing an account on "Inclusive Schools”, some basic questions are 1o be
faced. Are there inclusive schools in Portugal? If so, how many are there how
important is this figure in the school system as a whole, and when and where did the
inclusive school tendency start? Acording to the fundamental principle of the
“inclusive school™ which is that “all children should leamn together, wherever possible,
regardless of any diffuculties or diffrences they mey have ( Draft Framework for
Action on Special Needs Education, Salamanca World Conference, 1994), we have
to conclude that to answer these questions is very difficult or even impossible.

If the aim of this account was to describe the "integration” of disabled students in
regular schools, we could rely on the different data traditionally mentioned in this
context: number of students enrolled in the different schools divided by their category
of disability, number of resource teachers, existence of other professionals specially
apcinted to support them and different school and related support systems The
different approaches adopted till now in “integrated education” - withdrawal, remedial
and mainstrearming {Ainscott, 1991) - can be described through the objective measures
involved, concemning the children previously considered, as having some kind of
disability or a certain educational need But, if we try to descnbe schools which
attempt to reach “all children”, improving school organization and teaching methods
in order to enable them to reach the maximum possble success, we cannot find amy
landmarks to facilitate our research: previous assessments and students classifications,
number of hours of tutoring; number and types of support systems. In this case we are
looking for pointers of a more subtle and subjective nature which are not revealed
through this kand of information; we are talking about attitudes, about expectations,
about teaching methods, about classroom atmosphere, about school environments
And we know that some of the most important evenis in this field are taking place in
the intimacy of regular classrooms, unknown outside the school and the student's
family emvironment Only 2 complete and complex survey could permit an insight into
this reality, and this survey has not, so far, been carmed out in Portugal.

Concerning the question of timing and locations - where and when this inclusive
tendency started - the difficulties in answerng this are just as great. We know the
dates of the more important legal measures concemning this approach and we can
pinpoint the places where some innovative programs took place; but, once more, we
cannot underestimate the role of so many other teachers and schools which, along the
years, has permitted a successful regular school achievment to  students with special
needs. We have the testimony of some handicapped adults who revealed to us their
expenence of real inclusion, at a time times when this expression - as well as "school
integration® or even "special education” - were almost unknown,
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Nevertheless, attempting at least to arrive at a rough perspective on this marter, we
will underline those measures which can be considered as landmarks in the long
transition from an exclusive to an inclusive orientation in education in Portugal. At the
risk, also, of making a very unrepresentative selection, we will choose some schools
which we think are close to this inclusive approach, and will try to describe their
strategies and their struggle to cope with the different individual needs of their pupils.

1. THE FIRST STEPS TOWARDS SCHOOL INTEGRATION

Since the inception of a National Educational System, and since schools moved from
being intended exclusively fior a restricted  elite , there have been pupils with special
needs - in particular, leaming difficulties - in regular classes. Until the beginning of this
decade the common strategy for coping with them consisted in having them repeat the
grade. Very often, the difficulties persisted, and another repetition followed The
percentage of repetition was different from school to school ( many studies have been
published explaining the most important variables connected with this factor) but the
figures varied between 20% to 40%, Most critical were the early grades and children
could remain in this phase till they reached the age of 14. Then they were removed
from this tipe of school and, in same cases, could attend a night class. If the child had
some severe disability, the possibility of acceptance in a regular school was
considered neither by the school directors nor by the parents themselves. There were
exceptions to this attitude but these were isolated situations relying, mostly, on the
direct intervention of a parent as no kind of educational support was available. The law
specifically stated that these pupils could be exempted from school if their disability
was testified by a doctor, and alternatitive educational programs were not specified.

In the mid - 60s, a first attempt to change this situstion was made. A group of blind
and visually disabled students were accepted into & regular secondary school and, for
the first time, a resource teacher was appointed to support this integrated program.
Other schools followed this initiative and, by the end of the decade, with the assistance
of support teachers freshly trained in this feld, many students with severe visual
problems were accepted in regular classes. This program was directly supported by the
intervention of the Welfare Department {which provided the support teacher and the
special materials) with the Ministery of Education remaining in a very passive role.

The first legal measures in the Educational Sector concerning the education of children
with disabilities in regular schools, integrated on a full time or part time basis in
regular classes, were estblished in the mid 70's, as pant of an impontant educational
reform. Through this reform were created: at a central level, under the Depaniments
for Compulsory and Secondary Education , Special Education Divisions, at a local
level, Special Educational Teams, composed mainly of resource teachers These
Teams strove towards family, social and school integration of children with sensorial
and motor disabilities, with each resource teacher supportting different students spread
around different schools, sometimes with considerable distances betwesn them.



In 1975 was published the first Decree concerning the integration of disabled students,
establishing the support measures to be organized by the regular schools. The most
important of these were the possibility of individual tutoring given by regular teacher

and the possibility of using special materials and different forms of communication,

used either during instruction or in the final evaluation. To be entitled to these benefits
the students needed a medical prescription testifying to the existence of one or more
disabilities.

The different initiatives which took place dunng the first steps towards school
integration were ruled by the following principles:

- The support was totally child-centered, aiming to remediate existing disabilities
through direct intervention from the resource or the regular teacher,

- Dusabled students admitted in regular schools were to be able to follow - if
necessary through some special instruction methods - the commen curricula,
and it was clearly laid dowr that their presence in the regular classroom should
not entail any fundamental changes or any kind of disturbance 1o the * non
disabled” students,

- The admunistrative and financial measures needed were to come almost entirely
from the resource teacher and the Special Education Depariments; the regular
school was in ne way responsible for these matters.

- The parenis were not asked to participate in the decisions concerming the
special programs planned for their children,

During this decade, a growing number of regular schools have encountered pupils that
until then had been exclusively confined to their homes or to special centers. Among
others, children diagnosed as blind, deaf or hard of heanng, physically or
neurologically impaired , have been enrolled in primary or secondary schools all over
the country and the former negative attitudes from the school directors or from the
teachers have started to change.

We can consider these first steps as signifying a breakthrough, having set in motion
the debate (which is continuing today) on attitudes towards education, the role of
regular teachers and the importance of mainstream education in the future social
and professional integration of people with disabilities. Nevertheless, by the beginning
of the 80s, the influence received from available literature ( The Wamock Report,
published in the UKin 1978, has been especially important), awareness of
developments in this field duning the 70s in many other countries, and, especially, the
Portuguese expenence itself, had contributed 1o some fundamental changes which led
to a next phase in the process towards school inclusivmess.
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Il - THE SECOND PHASE: SCHOOL INTEGRATION OF STUDENTS
WITH SPECIAL NEEDS

We can describe  this second phase through some of the landmarks which have
contributed, in different ways, towards the evolution of the situation mentioned above.

The following are worth highlighting:

This event can be considered a major step, as it profoundly changed the existing
conceptuzl principles. A student with this kind of educational need can not
participate in 2 normal class - even on a part-time basis - without requiring an
active intervention from the regular teacher and a curriculum adaptation. In
order to “integrate” these students, measures such as the support of the resource
teacher, individual tutoring or the assignement of special materials were not
sufficient. Their presence questioned , in some cases, the whole school
organization, from timetables to architecture, from classroom management to
mstruction methods, and it implied, always, the active contrnibution from school
directors and educational staff.

On the other hand, the organization of the Special Educational Teams and the
“Hinerant" work of most of its members had to undergo a profound change, as 2
much closer link between the special-resource teacher and the schools was
needed. Support teachers were asked into the regular schools on a full time
basis, and their link with the school became stronger as their link with the Teams
became weaker.

«. Lhe evolution of the policy concerning school mtegration

The policy concemning “integrated education™ which we desrbed in the in the
first chapter changed trhough he 80's moing from considering the regular school
only capable of accepting students who could follow the commom curriculum
and from considering that only the physical and sensorial disabled students could
be integrated in normal classes, once they had the necessary support, to a much
broader perspecive facing the right for all “special education needs students” to
participate in the regular school system.
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This evolution is linked with many factors:

- The integration in regular schools of students with leaming

difficulties (mentionad abowve);
- The influence of intermational recommendations concerming
“Education for All",

- The literature concerming this approach.approach

The combined effect of these factors (among many others) produced 2 profound
change in the attitude of regular school staff and of the "Special Education
Services”, at a central, regional and local level:

- Instead of focussing exclusively on students, previously designated as
having a specific disahility, resource teachers were asked to work with a
much larger population, including children with "difficulties in school” The
resource teacher was no longer considered responsible oaly for the
support of those cases having a "wisible" sensonal ar physical problem but,
also, for those who had difficulties in leaming due to a great variety of
TEeas0ns.

- The former strategy of the "Special Education Teams" | based on a
child-centered approach and functioning prncipally by means of
intervention in a separatc resource room, was called into question and, in
some schools, was substituted by other methods. suppon inside the
regular classroom, participation of regular teachers (and not only the
“Special Teacher") , reorganization of some school activities,etc,

- The responsibility of regular schools conceming  students with special
needs increased,;

3_The development in the support system of three new perspectives.

- The substitution of the medical prescription concerning the provision of
special education measures by educational and psychelogical reports,

- The audience given to the parent's opinions concerning assessment and
delivery of special educational provisions for thewr children,

- The establishment of “Individual Educational Plans" as guidelines for all
school intervention

4, Legislai

In Portugal, lemslation governing the education of children with special needs
has tended to follow, rather than intiate, new developments. ils major role



has been to consolidate and strenghen the new apporoaches and, in some
cases, to garantee the supply of matenal resources.

Three important laws dating from the 80's and the early 90°s are to be
mentioned:

- The Basic Law for Education (1988) which mention the right of all
children with disabilities to be educated and the prionty given to their
education in normal schools;

- The law concerning the obligation of all children, including those with
severe disabiliies, 1o be included in compulsory education(Decree
n"35/90)

- The law establishing the different measures which must be available in
regular schools, in order to answer to the special education needs of their
students. (Decree n® 319/91)

This legislation permitted , for the first time, that the education of these
students ceased to be “a welfare matter”, and become the responsability of
the Educational Department. { The translation of those principles into real
practice is still an ongoing process, far from reaching the established
objectives).

Considering the importance of Decree n® 319/91 in the practices introduced
in the school system in order to accomodate students with special needs, we
will describe briefly, its fundamental points:

. The school must be a “school for all”, being responsible for the
education of students baving disabilities or learning difficulties;

. In order to cope with the special educational needs which some
students may have, the schools shall undertake different “special
education measures” according to each individual situation,

. The “special education measures” can be of an administrative,
currricular or organizational nature (individual support, adapted or
alternative curmicula, individualized time-table, use of special equipment,
utibzation of special means of communication);

In order to be eligible for one or more special educational measure,
there is the need for a proposal presented by the school psychologist
and the teachers as well as a writien agreement from the parents;



, The special education measures must be established in an “Individual
Educational Plan”, which must be signed by the parents and by the
members of staff related If we compare this law with the former

legislation conceming the integration of students wih special needs, we
can sce that it represents a major step in many fields:

- the substimition of medical prescriptions concerning the special
educational measures by proposals from educational staff and school
psychologists;

- the role given to the parents in the assessment and intervention
process,

- the possibility of adapting the common schocl curriculum or of
organizing alternative ones,

- the possibility of accepting into the regular school system students
with severe learning problems.

This fase, which we have just briefly described, 15 still prevalent in most schools but a
gradual transition is taking place. We will now attempt 1o outline the changes taking
place in some schools, beanng in mind that this is a difficult task, since the symptoms
of these changes have not yet been analysed and the exemples of this tendency are still
very limited.

ML THE EMERGING “INCLUSIVE -SCHOOLS" PHASE

As has !Lil'l:i!.d'_lll' been mentioned, changes i educational processes and in the artitudes
of the educators do not follow legislation, on the contrary, they are the prerequisites
for amendments to the law. During the 90s, the presence of students with severe
learning difficulties in many schools - this number has been growing rapidly each year
- has produced in many school educational teams the need fo rethink their teaching
strategies and to reform the whole educational system. The traditional approach of
“individual extra support” has started to be questioned and the role of the “special
teacher” has been profoundly rethought. In some schools the support teacher has
moved from the separate resource room to the regular class, working side by side with
the regular teacher , with both shaning responsibility for the class in order to permit a
meore individualized instruction; in other schools, students with very severe or multiple
disabilities have stayed based in a special class but an interaction with non disabled
peers has been developed through varicus strategies, finally, in other situations, a
fundamental change in the whole school system is being initiated which aims to permit
the development of project-based and group-based activities,



In many of these schools the pertinent questions have been: * If we are doing our best
to facilitate access to the curriculum 1o our students with severe leaming difficulties,
how can we accept that those having much less severe school problems are failing to
leam?” and “What can we do to reach the needs of each child or youngster?”,

This evolution of ideas, of strategies and of educational options is just starting, in some
cases within the school environment , in other cases at a district or regional level with
the support of some educational leaders. The development of this tendency faces,
nevertheless, preat difficulties: lack of knowhow in adopting different teaching
strategies, ofganizational barriers, especially at post clementary level, lack of
educational materials, etc. For the majority of the schools to be considered “schools
for all” a great change must be undertaken in many fields: in school administration, in
teacher recruitment, in educational support for teachers and, especially, in teacher
training.. We can say that , in Portugal, as in most countries, the “inclusive school” is
still a “utopia " belonging to the fumure, Nevertheless we can mention some schools
which are already very close to this perspective and which are progressing rapidly
towards this “utopian™ goal.

We are now going to talk about some of these schools. They were not singled out
from a national survey, they are simply some schools among many others which try to
provide the best opportunities for all the children of their community.

IV - TWO PRIMARY SCHOOLS IN THE CITY OF ESPINHO

Espinho is a coastal town in the North of Portugal with a population of about 23 000,
It has a large beach and during summer is a popular holiday resort. Apart from
tourism, its activities consist in various industries, commerce, services and fishing.

The “Marinha Elementary School” is located in one of the poorest neigbourhoods, a
fishing community with very severe economical, social, cultural and moral problems
and where children present a general very low school achievement. “The main
difficulty was in that children did not want to come to school and that they had a very
high rate of school failure”, informed the school Principal.

The school has about 100 students, all of them from the surrounding area, divided
nto pre-school and elementary classes from first to fourth grade. In the same grade
we can find children of different ages, whih is explained by the high rate of failures.

In 1991/92, the director of the Local School District, together with the leader of the
local Special Education Team, decided to organize a “remedial classroom™ in order to
permit extra educational support to children with leming difficulties. A suppont
teacher was appointed and a special room was supplied. She started to work with
students (selected by the teachers or by a school psyclologist) in small groups, for
some hours a week. It was supposed, at the beginning, that this remedial room would



by

follow the traditional pattern of so many others spread all around the country. children
would go there 1o receive some individualized remedial help in academic matters, in
the hope that, afterwards, they would perform better in the regular class,

Nevertheless , as the support teacher became aware of the children’s situation, of the

very deprived conditions of their lives and of their reluctance to attend school, she
realized that merely to give some extra time of schooling would not be an effective
solution. Children would hate to attend the resource room as they hated to attend the
regular classes. 1 tried to reach them through others ways: by evaluating their
capacities,and the knowledge they already had, concentrating on events which they
could relate to because they were near to their own experiences, and create in the
space we had a homely atmosphere, different from the classroom environment”, told
me the resource techer. The Principal was asked to spend more money than usual on
bird cages, plants, tissues, clay, painting materials, small musical intruments, large
sheets of paper etc. The starting point for the activities was always suggested by the
children: a party was being prepared in the neigbourhood, a new fishing boat had just
amved; a visit to the market, etc.

At the begining of the school year a major storm hit the coast and several fishing
families’ houses were flooded by sea water. This was an important event reported in
the local and national newspapers and was an excellent opportunity for a collective
study: newspaper surveys, interviews with people whose houses were damaged,
researching in geography books on storms, etc. All this information was collected
through many means (writings, drawings, collage of newspaper articles,stc) in a large
dossier and was presented directly to the Mayor of the town. In reply, he visited the
school and spent some time with the students. During he first year, this room was still
known as the “remedial room™ and only students previously selected would attend it,
for some hours a week. After some time, the name changed and this change signified a
change in its nature: it became the “school resource room™ used by the resource
teacher and the regular teachers in many ways: students, in small groups, would
receive support and individualized attention, larger groups would work on different
projects, and some children having other school difficulties or greater emotional
problems, would come on a regular basis,

One of the most important changes to have ocurred in the school has been the
interaction beteween teachers and parents, As the projects were connected with the
environment where the children lived and involved their family and neighbours, this
interaction was, very often, asked for. Parents lost their distance or even their fear
conceming the school and the school staff and started to consider it as a place where
they could find understanding and, in many cases, support. Problems related with child
neglect or, in some cases, with child abuse, did not disappear completely but , in many
situations, the parent-children relationships improved considerably.

The evaluation carried on at the end of this school year showed a enourmous decrease
in abscency and a significant improvment in leaning by most of the students. These
results led the shool staff to undertake another step, consisting of applying the same
teaching methods in the vatious regular classrooms, Instead of considering the
activities decribed above as “fiee time activities”, conducted side by side with the
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curricular ones, this school is begining to change traditional school methods and to
adopt the educational perspective which was introduced in the school resource room.

Some of the teachers are insecure and feel that they would need training to work in
such a different way to the one they are used to. Responding to this need, a time for
discussion and interaction between the regular teacher and the resource teacher is
planned before the start of the next school year.

This school is, certainly, not providing the best of opportunities to all students. There
is still a long way to go to reach that aim_ Nevertheless, it is a school that has improved
immensely in this sense and where children have discovered that leaming is possible,
that working together can be fun and that discovering and knowing can be exciting,

Some time ago most of these children felt helpless about succeeding, faced frustration
at every lesson and reacted through various forms of misbehaviour, Some space, a few
matenials, but, essentiatly, a néw educational approach has made possible the profound
change in their “school - life” and in the “life of the school™ which we have tried to
bnefly descnbe,

The “Anta Elementary School” comprises a middle clase population in a central
neigbourhood of the town. It has a modem building designed for an “open school
program” and, like the “Marinha School”, has about 100 students from pre-school to
fourth grade.

In the school year of 1591/92, the parents of one child with severe learning problems
and the parents of another one with motor and mental disabilities caused by cerebral
palsy, living nearby, asked for their enrollement in the school. The children had
received support during a former stay in a “Day Care Center” and their filles
containing the result of developmental and psychological assessment was presented to
the school Principal. It was the first time that this school was confronted with children
with such severe problems and their first reaction was to try to send them to a special
school, considering the lack of needed resources.

The Special Education Regional Office had developped a policy concerning severely
handicapped students which consisted in keeping them in regular schoals, sometimes in
small groups with the support of special staff and with different kinds of materials and
special administrative measures Acting on to this policy, the leader of the local
"Special Education Team" proposed to the schaol staff the organization of a “special
class” for these children, assuring the collaboration of a special teacher, an assistant
teacher and the cooperation of a psycholog and & physiotherapist from a local special
school. This meant that other severely disabled children would be able 1o share thess
facilities.

These were the first steps in a process which, since then, is giving rise 1o a profound
madification of the structure of this school and its educational goals. We will try to
describe shortly its current policy and praciice.




The “Anta School” prociaims the right for every child from its geographical area to be
accepted as a student, no matter the existing disabilities he or she may have, and opens

its doors to other severely disabled children from all around the city, up to
approximately 10. For the moment, there are 7 students with a variety of multiple
disfunctions: cerebral palsy, “Comélio de Lange” Syndrome, microcephalia and brain
damage, among others. Three are non verbal and were not toilet trained when they
strated school; one, at the begining of the school year, had no form of communication
and is just starting 1o express some forms of body communication; one girl has severe
leamning problems but as she is able to participate in several activities in the regular
class: she will be integrated, next year, in most of the day schedule, One boy with
cerebral palsy has very severe motor problems and cannot talk but has a high level of
intelligence and can communicate through the computer. This studemt is fully
integrated in the regular fourth grade, following with success the common curriculum.
The class includes an extra teacher who supplies the needed suppont to this student
and cooperates with the whole class in a more individualised approach.

In order to answer to the severe special needs of these children, the following human
and matenal resources have been organized in the school:

- one special techer and two assistant teachers;

- & special class with special educational materials designed to improve
motor and mental development;

- specially adapted bathrooms;
- ramps in the place of stairs;
- means of transpon.

The reason why 1 selected this elementary school is not related with the fact of the
existence of a special class for severely disabled children or the fact that a pupil with
multiple handicaps is in a regular class on a full time basis We can find, nowadays,
several mstances of this situation all around the country. This selection is related,
basically, with the particular conditions sorrounding this integration, which I will try
to descnbe next,

The presence of disabled students has been a matter for a profound reflexion for all
school staff as they have assumed that the former were full time students and should
be involved as much as possible in all school activities. This attitude was also adopted
by most of the students and , afier initial reluctance, was shared by the parents. If it
was obvious that some of these students needed to spend some time in the special class
and receive there some specific training, it was also decided that the schocl should
organize different activities which could be easily shared by them. The decision was to
organize, all around the school year, active participation in the national and local
festivities, using them as motives for projects earried in different directions. Christmas,
Halloween, the City-Saint-Day, Camival, etc.. became the themes for parties, theatrical
performances, exhibitions, study visits, etc. All these activities were designed in such a
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way that all disabled children could participate, when necessary with the direct help of
their non-disabled peers.

Through these initiatives, educational strategies have improved considerably, with
positive results for all students. Some of those having moderate learning difficulties
have developed interest and motivation in school | others with behaviour problems felt
responsible for cooperation with their disabled school-mates and their attitudes have
changed considerably. Between the regular and the special class a close cooperation
has been established and not only do most of the disabled students spend time in the
regular classes, but the special class is used by all as a resource room where they come
to participate in activities such as art, computers, or home-economics.

This interchange has signified the global participaton of all the members of the staff in
the program, which is no longer considered as a ** matter for the special teacher™ or
belonging to the “specizl education sector”. The change in attitudes and of policy,
from a phase which we pamed as the “integration of special needs” to the other
considered as “the inclusive school” , can be demonstrated in this schocl. The barriers
between classes, children and staff have faded and away we can see, instead, a close
and rich interaction between children and adults in a comom effort to give to sach one
the maximum opportunities for development. In order to implement this project in the
coming year, regular class teachers and the resource teacher are together looking for
the best ways to respond to each disabled student, according to individual needs, and
finding his or her ways to bring about their participation in regular classes.

V - THE PREPARATORY SCHOOL IN THE CITY OF 5. PEDRO DO SUL

Introductory noles

Bejore refering to the éxperiment carried ot in this school it is important o give
some information about the organization of a” Preparatory School”, in Portugal.

Preparatory Schools receive studenits who have finished the elementary schoof, and
go from 3th grade until the end of compulsury basic education, of 9th grade. In
these schoofs the sysfem of “subject feaching”™ begins: a different leacher is
responsible for each school subject, having classes of 50 minutes, at vavions fimes
each week. At grade 5 the students start with six curriculum matters and they reach
mine subjects at grade 9. Some time is left for the school to organize intercurvicular
project work.

According to a very recemt law, repetition is fo be avoided ill grade 9, and the
schools can orgarize exitra edvcational support for those having school difficuliies.
As we mentionad before, a Decree published in 1991, permits that handicapped
children, recognized by the school authorities as such, can follow an “alternative
cnrriculum”™ ond be exempied from the common evaluation tesis: in these cases,
insiead of a Diploma of Basic Education they are entitled to a "Certficate of Basic
School Attendance ",
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5. Pedro do Sul is a small town of 25.000 inhabitants, located in the north east of the
country in a rural area. The economy of this town relies essentialy on agnculture ,
some small industries and tounsm around the existence of a spa.

Until five years ago, this region was completely lacking in any kind of special
cduactional resources. In 1989, a private Association initisted an intervention which
aimed fo  answer to the various needs of the handicapped population and, with the
collaboration of the Minstry of Education, a Special Education Team was put into
action. The policy of this Association has been oriented by the principals of integration
and normalization and, regular preschool facilities and schools have been encouraged
to open their doors to children with different disabilities,

One of these schools is the local Preparatory School, which initiated the integration
of students with moderate leaming problems during the school year of 1989/90. These
students were considerably behind in their schooling: their basic academic skills were
at the level of first or second grade. Nevertheless, they could all communicate verbally
and had no motor problems. When these students were accepted into this school, the
school Principal and the resource teacher (specially appointed to work with them)
agreed that their integration would have esentially a social feature and that they could
only attend regular classes in Physical Education and Arts and Crafts. Besides this,
they were to participate with their non-disabled peers in all free time activities,
recreation, study visits and collective project work, The other academic subjects were
to be taught by the resource teacher in a space specially designed for this purpose. For

the majority of these studenis this meant reading, writing and arithmetic and some
functional activities according to their individual needs.

After the first school year, this experiment was carefully evaluated by the school staff
and the resource teacher and they concluded that the social integration of the students
in question had succeeded , that they had improved their behaviour and that there was
clear progress in their normalization.. For their parents it was a obvious source of pride
that their children could go to a regular school like all the “others” These positive
results encourage the teachers to make another step forward and to try the
participation of these students in many other subjects, although with a differemt
timetable in order to permit an individualized curriculum design. Some would stay
longer in the special class, others would be onented for a few hours a week to a
vocation] training, while others would participate in almost all academic subjects in the
regular class. This new approach provoked a greater participation of all teachers in
this program as they started to see these students as their own (like all the others) and
to feel responsible for their school achievement Simultancously, the role of the
resource teacher was reassessed, and a much closer link between the activities carried
out in the regular and special classes was proposed.

During this last school year, the presence of these students has caused for a profound
discussion among the school staff. * We felt the need to rethink the intentions of the
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school and we realized that the school organization as it i1s cannot answer to the
student’s needs”, the School Director told me. The reform proposed by the school
staff has the following main poinis:

- The need to change the existing approach towards eductional support given to
students with school difficulties. The law permits that they receive extra
academic support, in small groups, given by regular teachers. The expenment
showed, however, that this approach was inefficient, as their leaming problems
were not solved by having more hours of teaching through the same methods.
They have learning difficulties, mainly, because becanse they find no meaning
in school subjects, because they cannot cope with a senous of 50 minutes-oral-
lectures and because the rinthm of the teaching is not adapted to their own
learning capacities. The teachers and the school Principal realized that the new
approach towards “disbaled” students was much more successful than the one
used with the “slow learners” as it permitted a more individualized program
including different practical activities,

- The need to avoid the distinction betwen the two groups - those with mental
. disability and those having school difficulties - and to organize a global school
strategy that could respond to each individual need. The strategy proposed
entailed a profound change to the school system, based on a separate subject
teaching. Instead, the school staff is planning the following measures:

. Instead of having separate 50 minutes classes for each subject, they will
have long periods for different project-work activities mvolving different
topics, connected between themselves and oriented by different subject
teachers,

. The time-schedule established for students to attain the various levels of
the curriculum will be adapted 1o each student,

. The resources available for the extra remedial classes will be used to
. complete the cumculum with activities related with arls, sports,
computers, use of media, at.

This educational perpective will have the flexibility necessary to include
all students, from the gifted to those with learning problems.

Here ends my brief description of these three schools. The “Marinha E

Shool”, in Espinho, through the activity developed by a resource room, found a way to
reach the needs of 2 severely socially and economically deprived population and was
abe to attract the students and their parents; the “Anta Elementary School”, in the
same town, opened its doors to various severely disabled children and, in order to
facilitate their participation in the school, broadened its methods and opened the school
to the community, finally the “Preparatory School”, in 8. Pedro do Sul, stimulated by



the experimental integration of students with moderate learning problems, is
implementing a profound change in the traditional teaching methods, The aim of all
these schools is to be able to respond in the best way to the needs of all children in
their community, whatever difficulties they may have.

As [ said earlier, the selection of these schools was not based upon any systematic
survey: they are examples chosen from many others that are following similar steps.
We must say that we are very far from having , in Portugal, all schools as “schools for
all”. But we beleive that the role played by thhose which are involved in this “pioneer
movement” , in spite of all the existing negative conditions, will spread their
influence in the near future
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ABSTRACT

The education of special nceds students in Porrugal goes back to the beginning of
the ninereenth cenrury, bur its major developments were ininated afier the middle
of this century, Ar the beginaing of the 19604, a movemenr for integration was
begun thae gained a considerable ':rh.plﬂ:u!u after the .ﬁ.]:rjl 1974 revolurion and the
re-esrallishment of a democearic regime. Since then, this movement and the inclu-
sion of SEM pupils has grown both in qualicy and quanricy. Perrugal has shown itsslf
to be very open to models coming From abroad and ereated a significant experience
in this ficld, integraving in regular schools approximately 75 per cent of the existing
SEN pupils. New challenges have appeared with the Inclusion movement that have
not only chanped the strict scope of the *handicapped” population, but have acquired
:ﬁﬂl.u'n'nu: aims with regard 1o the improvement of regular schools and education for
all.

EEYWORDS
Portugal, education system, special needs education

INTRODUCTION

Portugal, foended in 1143, is one of the oldest countries in Europe, with a small
territory = an area of 91,985 square kilomerres — and, according to the 1995
Census, with a popularion of 9,934,1, Porruguese is the language spoken through-
aut the country and the dominanr religion is Reman Carholicism,
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L signiﬁu?rérj:cuﬂumi: and political changes have Decureed,

_ wrion of 25 April 1974, which re-established g d i

Elmu- The Head of Srare % the President and che legislative power s rv“;::?!ilrf
Assembly of che Republic, batk being elected by direct universal suffrape, The

Head of the GCovernment is the P Mini
Eurupmn Cnmmum'ty' in 1985, it P::nugul._ R S

" u:inﬂms.:r:m'rr. divisions consist of districrs, which have a Eovernor
appointed by rhe Governmenr and the local authorities - the Mumicipalities -

';u.-_h:jsc- members are clecred by the popularion through dicect suffrage (see Tables

Table 1: Arez snd Popuiation: 1998

#rpa Peooulation  Inhabitans par km?

81,851 kbm® 5,834 08,1

Source: National Inelinute of Slastcs |198G), .

Table 2: Number of Puplls in educafion; 1995/95

First and sacond lovels Thirg lavel | Total
Basic compulsary educsiion [E=15 years) Secondary
educalion
First cycla  Second oyl Thin eycia
586,004 326,183 42,962 l 474 275 405, 656 2,135,004

Bownes: binisiny of Education, 13586

THE GENERAL SYSTEM

The general framework and strucrure of che education systemn are based on the
principle that every child has a right to free basic educarion, This principle is laid
down in the Mational Constitution (1976) and is defined in cthe Basic Educarion
Law [Law No. 46/88), which escablishes *a ser of resources used ro Fulfil the
right to education, expressed by the guaranwe of a permanent formative zcrion
designed to encourage glabal development of the persanality, social progress and
the democratization of society, through an effective equality of opportunites of
Access and success in educarion®, The seare is responsible for demacratization in che
development of educarion bur is net enritled 1o impose any particulse philasophic,
aesthetic, political or religious principles.

Schools may have a different status - stace, private or cooperative — bur all
are required to follow the guidelines and principles conrained in che legistation
derermined by the Minisery of Educarion,

The intervention af the Minisery of Educasion is complemented, at pre-school and

—
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Table 3: Mumber ol pupils in pre-school education: 1935736

Minisiry of Education Ministry of Social Affais and  Total Pra-schoolng
Solidanty coverage rale

Pubiic  Privaie Todal Public Private Todal
77328 34800 103,172 5500 3335 78695 182,067 G54.6%

Table 4: Total education expenditure: 1997 (PTE billlon)®

Amcuni  AS percentage of GNP As percentage of total govemmant axpandillre

Be12 54 1454

* Daes ool nclude sducalion sspanciiure by tha Muicpalifes and othar Minisidas
1 This figure s calsulsled 1o inchide amount of Gavermmen grpendilee n inteess and

smonizable of gubhc debl.

pre-professional and professional levels, by the incervention of the Minstey of
Employment and Soldarity, 25 well as by the wlunicipalities and non-governmental
organizanons,

Since 1981, there are five Regional Edacation Authorities {MNarth, Centre, Lisbon
Region, Alencejo and Algarve} responsible for eae direct supervision and oricnta-
tion of the schools (from pre-school ro secondary level) bur it is the role of the
central services to implement the lzws passed by the Parliament, to easure the appli-
carion of national decisions and instructions, to propose the national budger and 1o
moniror the funcrioning of the educacional services. Larely, school autonomy is
being progressively implemented and the administrarion at regional and local level
is moving to a more decenrralized form as a result of a law pubiished in 1938

The public universities and polytechnics have adminisirative, inancial, academic
and pedagogical autonamy.

The Inspection Deparrment of the Ministry of Education is responsible for
monitering the various teaching levels, in pedagogical and in administrarive and
fnancial rerms

The Marianal Curriculum, bath for the different levels within basic educarion and
for secondary education, is being revised ar present. The cevision has three main
aims: to identify, at national level, a profle of skills or competencies expected o
be acquired by srudencs at che end of compulsery educarion; fo define the learning
conrent consdered essential ar the level of each cycle, area and subject in order 1o
achieve these competencies; and to provide more flexible and effeciive ways of
dealing with programmes, in each school or group of schools, in order to facilizave
flexible curticular projects adapred 1o each student’s individual needs.

All along the educational route, chere are severa! forms of evaluarion of students’
accomplishmenrs, organized mostly on a continuous basis and ar classreom level,
but which on some gccasions = at the end of the third cycle of basic educarion and
at the end of secondary aducarion — assume the form of national examinations.

The education syseem includes:

L. Pre-school education.
1. Basicicompulsory education.
3. Secondary educarion containing three types of courses:

U Y “ﬂf-nwﬁ-
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= pourses leading to further studies;
— technological courses;
— anfs Courscs,

4. Higher edwcarion, including polytechnic and universicy education.
Thie education sysrem also includes:

fa) special education; 5
b} recurrent adule edecation;

fc) disrance educarion;

(d} reaching of Pornuguese language abroad.

In 1996, the roml number of sudents in the Arst, second and chird levels of
education was 2,135,094, The average number of students in an age cohort ar the
compulsory education stape was approximarely 1,355,155,

Pre-sehool Education

Pre-school education is recognized borh as part of the sducational system il'ldld-'l
;.""I':P]"""”“” 1o family incervention and alse establishing with it close conperacive
inks.

This level af education is optional and is provided for children between 3 and
6 years of age mrnugih educarional services which may have different staros and
provide different kinds of facilities. In terms of their legal scars, there are:

1. Srate services under the aegis of eicher the Ministry of Educacion or the
Ministey of Labour and Solidanty, Ananced entirely or largely by the
Government.

4, Private or cooperative pre-schools, omganized on a commercial basis and
financed through the fees which parents are expecred o pay.

3. Private or cooperative presschools whose oriensation is o provide social
suppart to childeen and their families, Ananced by borh the Ministies of
Edecation and of Labour and Solidariey. They may also receive contributions
fram other sourcss, such as local suchorivies, privare donors 2nd the parents
themselves, according to their economic circumstances. Beyond pre-school
facilities, there arc other forms of intervertion with children in this age
group, such as:

— activiry centres receiving children after their pre-school activities, as well
as children amending che frse cycle in basic schools;
— various types of educarional and recreational activinies carried out in the
CUOMIMAURELSES.
4. Peripatetic pre-school educarion, seeving the more remate cural areas,

A law of December 1996 esrablished several measures intended o facilicae the
enlargement of pre-school facilicies, payment for educational programmes and the
extension of imetables (occupied with different recreational activities) in order to
cope with family needs. Pre-school education has become a high priority during the
past few years.

Training for pre-school teachers is offered at the polytechnics {'Higher Education
schools'l in a three-yvear conrse,

] it s
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Basic/Compulsory Education

Basic education is compulsory for all children from 6 e 1S years of age and is free
of charge in the public schoals. Seate expenditure covers school attendance, record
carils, schonl insuranee and complementary supparts in the felds of special needs,
educarional and psychological guwdance and scheoul healch. Lower-income families
are given priority in social suppurt through concessions for meals, transpore, books
aed educanional marerials.

Basic education is divided into three consecurive cpcies:

1. First cyele, which lasts for four years {6—10-year-alds).
3, Seceond cycle, which lasts for cwe years [10-12-year-olds).
3. Third cyele, which lasts for theee years [12=13-year-olds).

Participarion rares in the chree cycles are, respectively, 100, 91.1 and 88 per cent.
Over each of the three cveles, smre schools account for 91-92 per cent of tozal
enrolment.

First cycle

This ._—:.-:]g is p[uvid:d by an extensive nerwork of mixed pu'ir'r!u:l.r}r schools, reaching
the smalless and most remote villoges. There £ 3 movement towards the amalga-
mation of amall schools with limited papulaton into larger units, but ressstance on
the paer of many communities means the pace of this change is slow.

Recently, some classes of the Brse cvcle were organized in larger “basic compre-
hensive schools’ (from the Lt ro the Fth grades), created to facilitate communicarion
and rransition in these different phases of compulsory educanion,

Classes are organized according to age level of students and are generally waughe
by a single teacher; only in exceprional circumsiances do other trachers assist m
specific areas. In the normal situation (modified only by shortage of premises), the
timetable includes 25 weekly hours, divided berween a morning and an afrernoon

eriod.
’ There is a Mational Cutriculum, ssmblished by cenrral government, which
specifies the compulsory subject areas wo be covered, and extracurrcular acrivities,
which are opsional and vary wirh each school project.

Second and third cycles

Post-elementary schools {Sth and éth prades) have developed rapidly during recent
decades and vary in size and differentiarion according te lecal condirions, Thus,
there are schools exclusively providing the second eycle, schools coverimg the second
and third cycles and, a5 mentioned above, schools which cover all compulsory
education levels - including, in some cases, even pre-school classes. In addition,
some secondary schools are devoted exclusively ro the third cyele.

Both !-nc-::rl?ind third cycles have a subject reacher system, which leads to a
considerable number of teachers for each class and, consequently a considerable
number of pupils per teacher, The negacive feanuess of this arrangement, especially
at the second cycle where vounger students are concerncd, are being addressed and
there isa ¢ towards veachers having a broader funcrion,

As in the case of the first eycle, there is a national curriculum for all pupils
organized in some basic areas and extracurricular, “Dﬂ":ﬂ'mP“h'n'-'T acrivities.
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These cycles roo have 4 national curriculum for each sublect area, bur schoals
are responsible for organizing their own project and for developing !Eﬁp?[ivq;
cancerning the school and class acrivities, as well as exwracurricular activities in
recreational, sports or culoral Relds.

All along these cycles there are some optional subjects, such as:

l. Forcign la e3 — students can choose one (compulsary) foreign tanguapge.

1. Religious educarion or Personal and Social Developmens, according to the
student’s choice,

3. During the third cycle, students choose berween a second foreign language,
technological educarion, and musical educarion.

Each school is also required w organize an “drea escola” (‘school area’) which has
a durarian of 95-110 hours per year and is aimed ar enhancing leaming in felds
such as enviconmenr, social development, civic educstion and sirategies for group
work.

Secondary Educarion

Aber basic compulsory educarion, the following rypes of programmes are offered:
[a) Courses at secondary schools:

= regular sscondary courses |providing continuing general educarion

and/or preparation for higher education|;
— vocational courses (aimed mainly ar preparing students for working life);
— art education courses,
(b} Courses ar vocational schools,

Vocational schools, set upin 1989, constitute an alternative 1o the normal education
system and prepare pupils for working life, according to the regional and local needs
of the labour marker. Some of these schools develop training in such Relds as arr,
music, dance and crafes. They are Ananced and managed via a partnership berween
the Minisery of Education, local authoritics and non-governmental Organizations.
Mose courses last three years and pupils who artend the full curriculum with success
are enntled 1o 3 certihcate of pmfz:iuml qualificarion [lewel III),

(e} Recurrent and adulr educarion,

For students aged 15 or over, previously evening courses were organized in the
school buildings, and both the structure and curriculum of these courses differed in
some respects from the regular day courses of the same level. Recently, these evening
courses have been reorganized in a programme called ‘Recurrent Education’ which
is designed 1o have grearer fexibility, and curricula, tmetable and educational
strategies are organized according to the different characreristics of the studenrs,
including age, social background, vocarional aims, etc. Recorrent educational
programmes may be initiated by the Minisery of Edueation o by different mon-
governmental organizations, and they may funcrion in the official school buildings
o in othes TP'H of facility within the community. The programmes lead ro diplomas
ar different levels, equivalent 1o the regular qualifications.

(d} Initial vocational training.

According to an agreement besween the Ministry of Educarion and the Ministry of
Labour and Selidariry, there are several schemes of vocarional training, at different
levels, ziming re prepare young people for working life.

Ty
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These vocatiomal programmes may be altogether the responsibility of the
Gavernment or El?niud by privare organizations with supervision ;.ndlrsuppﬂrr
frum the stawe. Through cthe refereed agreement, the cerificaces of voeaponal
aptitude are recognized as equivalens o school education certificates. Vocaronal
training containg rwo levels: pre-apprenticeship and apprenticeship. The overall
participarion rare in secondary education is 585 per cent

Third-level Educarion

Higher educarion is organized in Porrugal in two systems: umiversities and
polytechnics. There arc ar present 14 public and 10 privare universities, as well as
15 public polyrechnic institutes,

Mlost teacher educartion is provided in the Polytechnic Insritures (Higher Schools
of Education) which are responsible for the education of reachers both ar pre-
primary level and at thae of compulsory schooling. Universicy depariments of
educanion are responsible for the educarion of teachers at secondary level and
For postgraduare educarion ar masrer’s and doctorace level. The durarion of higher
:Idm::_tim ranges from three to five years and the masters degree is of rwo years"

Uration.

SPECIAL EDUCATION
De-r:]n-pmml'. up o 1980

As in most European countries, the frst amtempts o educare children wich
disabibifies starred with those having sensory handicaps. The frst school {for
‘Blind, Deaf and Dumb') wos founded in 1823 and, the beginning of this
century, 4 further fve institutions had been created, four for the blind and one
for the deaf.

In 1915 an organizanion with educational and welfare concerns for children with
learning or emotional difficulties was founded in Lsbon — the Medical Pedagogic
Institure — which developed significant work in the new field of research, traming,
assessment and education of chis population. By the 1940s, and then bearing the
name of its founder Aurélic da Costa Ferreira, the organization was responsible
for several special classes sirnared next 1o the regular schools for che preparation
of their teachers and for the publiconion of a review specializing in educational
matters, A Crignga Poriugeess, which gained some national and even internarional
recognition. Meanwhile, a number of medical docrars, reachers and parents began
10 organize themselves into private organizations, creating schools for children with
Down's syndrome, cerebral palsy and motor or visual disabilities,

By the middle of the 19605, for the frsc time, the Deparrment of Welfare
became aware of the educational needs of handicapped childeen and, through a
special depariment, organized scveral services and schools (among them a home
secvice for blind babies, an asscssment centee and several special schools) and
developed a programme to provide Anancial and technical help to the existing
private |%:15[L'r'ul.':-lzu'r!. i G i

The hrst atrempts by inistry of Educarion to re in A systernaric wa
10 the needs af srudtprs with handicaps were made in 1973, with the m—g;ninﬁnﬁ
af a Special Education Department having as its purpose the initiation of an
educational programme ar national level aimed ar chis targer population.

S ST
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The “revolurion of carnations’, which ook place in 1974, intreduced 3 deme-
crane political syskem and had, among acher Major Consequences in various fields,
an imporeant impact on developments in education, inchuding those directed ae
children with disabilities. Two important movements marked this period:

L. The development of the integration of students with specizl needs in regular
schools, through the suppare of the Special Education Teams.

4. The development of parents' couperatives and associaticns which creaged
special day schools for children with severs learning difficuleies.

The objeceives of the pionesr Special Education Teams were holistic: *to promote
the social, family and school mnregration of children with sensorial and metar
deficiencies.” It was not yer the moment ta expect mainstream schools m change or
o make subsantial adapracons in arder to inclede those students, bur the Teams
aimed 0 prepare the scudenrs (with the help of their support reachers) for coping
with the mainsieeam schaols and classes. Nevertheless, this entrance of studenrs
with disabilities of various kinds into their neighbourhood school and inte ordinary
classrooms, on a full- or parr-time basis, tepresenred an imporans evenr which
marked rthe change of the l::mrr rigid educarional rales and legistarion, and shook
the mentality of reachers, parents and commumicy membess. Blind children beyan
to be seen in the streers, wlfl'éng with the help of their long canes; childeen in wheel-
chairs were accommodared in classrooms; and “different children® were seen in
schoolyards and playgeounds,

A law designed 1o sanction these new approaches was passed in 1976, and the
Integrarion movement rapidly spread not only o the big rowns, but also 10 small

In the 19805 important internarional events conzribured o significant change
in rhe conceprs an:fupm:n:ts i this ficld. The influence of the Warnock Reporr
of 1978, the impact of a Seminar an Integration in Lisbon addressed by OECD
experts in 1980 and UN documens published during the Year of the Disabled,
all represented important contributions t0 change in the Portuguess ‘integrated
system’. Ar the same time, the various experiments carried out in schools were
creating an uncomforesble feeling with regard to the srarus quo. Helping some
individual students with medically recognized disabilities, while nar umrfing mare
tncensively with the whole class (where many other srudents had school difficulties),

me 2 master of growing dissatisfaction and discomfore among borh ordinary
teachers and the suppom teachers. The itinerant strategy’ used by mast of the
Suppore teachers caused rthem ro feel separated from the school teams and, in 2
significant way, ‘oursiders’. '

A furcher step rowards mainseream classes and the neighbourhood school - and
looking in a broader way to special educational needs - was raken when 3 new law,
inspired by these concepes, was published in 1991, Decree 319091 established che
right of children with special educarional needs (including those with severs
learning problems) ro be educared in ordinary schools, snd defined the necessary
structures and measures thar such schools muse underrake in order ro implement
this aim. Another important fearyre of this law was thar it made campulsary the
elaboration of an Individual Education Programme, with che agreement of the
pupil’s parents. This law became d "Magna Carma™ of integration in Portugal,
because ar the same time as ir legitimized the right of all children 1o be in ardinary
schools, it clarified the duries impased upon the schools' services i order oo make
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this possible, This apening of the doors of mainstream schanls t disabled children
does not imply thar it was asw compuliory for such children oy atend regular
schools: parents retained the choice of sending their children o special schouls,
which continue o function. The gut the country, the shift of stodents with
special needs from the special o the ardinary scheol has been continuous, bur
uneven, because of factors such as the policy of regional ond hoecal educasional
guthisritees, the existence of pﬂ-u‘ruhllihfd special schools, the mesources available
in regular schools and the exteni @ which their programme ¢ould meer amily
needs.,

During these years, a great number of farmer periparetic reachers hegan o work
fuli-time in aeighbourhood schools and the support strategies varied from indiroct
tn direct remedial instruction given in the classroom or In SCparate resHUfce FOHMS,
which became the most common fosm of support for srudents with different levels
of learning diffculies.

lE'm'ru'l.: F:I'ﬂ"’i:i.-ﬂ-lt

As happened in many other countries during the larc [980s and the 19905, dhere
has hesn in Porrugal a considerable discussion around the meaning, the aims and
the role of the different educarional support svstems for students with special needs.
The existence of 3 growing school populanon whao did not succeed in gerting a
proper education = some of them leaving schoal before the end of basic education;
the inability of most schools to handle problems such as cultural and ethnic differ-
ences, or students coming from deprived and violent famalies and backgrounds: and
the anxiety of many teachers facing severe behaviour problems n their classes,
all led to an urgent need to consider, in a more global way, the tradinianal ‘special
ecducarion services’. The need to introduce changes in the school system itself, in
order 1o make it more efficiens for all students, became a major concem that would
affect the way special educarion was organized.

In order to Face the issues relared o the existence in Portugal of a national
comprehensive curriculum for the (compulsory) first nine grades and of a high
degree of differentiation berween srudenes, several projects have been developed
aiming at a better response o individual needs. Among rhe mot imporang are:

Tabie 5: Local support coordinalion teams {1998)

Local suppod cecsdination teams SAaH marmbers

187 420

Tabie 6: Puplls with SEN in ardinary and special schools

Ordinary schoaots Spacial s¢hoals
Mo ol suppor teachers  No, af pupils receiving Mo, of teachars  Ne. of pupils
suppart
£.192 39,206 BZ5 5053
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— The expansion and development af pre-school edugarion.

— The Multiculrural Project, aiming ac minoriry ethnic and cultural growps.

— The Educational Priericy Areas Project, siming at the equalizanon of ogpor-
runitics in schaiols in deprived areas and a closer conperation berween schonks
and communiry Fesources.

— The Curriculum ﬂ!.'.-ﬂtﬂﬁl}' Progct.

— The Class aftee 9th Grade Projecr, consisting of an experimental second-
oppartunity grade for thoss in need.

— The Alrernative Cusriculum Classes Project for students with hehaviowral or
gevere schoal integration problems.

In the meantime, new legislation regarding school auronomy has been passed,
which has profound implications for schuol adminiscration and educational super-
vision and which can facilicare. in different ways, a responze (o the needs of the
individual srudesr.

I the context of these multple new educarional developments, the system of
antegrated sducarion’. mentioned above, based on Special Education Teams and
consiseing of a service separared from rhe scheals, has been profoundly challenged
to modifr its structure, The recognition of the central role of schonls and their right
fo greates auranomy in the development af differsnr strategies to become more
cffective with regard o all pupils, led 10 the need for closee integratien of the
resource teachers in the ardinary schoel context and for a change from ‘special
education teams’ o ‘support services', aiming at the coordination of all seppar
sevices for children with special needs from birth to the wransicion phase leading
o woeking life,

This new thinking was profoundly influenced by the Salamanea Declararion
which hs had wide appeal among educarors and palicy-makers. The translation
into Pomuguese of Unewe's Tercher Traiming Pack - Special Needs in the
Classrooms, and the various teacher workshops based on it which have been
wrganized all over the country, also made an impomant contribution to this change
of perspecrive concerning special needs education. The new perspective on the
concegt of special educanonal needs, proposed by these documents; the new roles
already secepred by different ordinary schools and their teachers; the focus on new
strategies to face diversity and eurriculum fexibilicy, have all led various profes-
sionals from the universines, the ministerial departments and the schools to rechink
the existing system and to study new forms capable of helping the development of
real ‘effective schools for all.

These new concepts have heen translated int & new law |Drecree Mo 105/97),
phasing oue the Special Educarion Teams and prometing the development both
of suppore teachers as part of the school staff and of Local Support Services at a
dizerict Jevel {Tables 5~7),

The fundamental funcrions of the Local Support Services are:

1. Collaberasion with ordinary schools (especially with key saff) in rheir
efforte to provide inclusive education.

1. Coordination of the different services which relate o children and young
persons with special needs.

3. Coordination of the work of peviparstic reachers and specialists needed for
low tncidence (Le. severs] disabidicies.

4. Recruiting speecial resources existing in the local area (or in other areas, if

mECEssary ).
5. Dealing with the problems relared to rhe need for special equipment and staff

in-service tralnmg.
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6. Organizanon of early intervention, parent support and transition o post-
schaol hife.,

Programmes and Support Services for Students with Special MNeeds in
Ordinary Schools 1

The provision of support professionals in ordinary schools is very uneven from
region to region and J:Dm scheal to school. In sume places these professionals are
aot available, while in ochers the school authorities do not give the nesded prioricy;
and in some inscances, the amount of human special suppor services is considered
satisfacrory. On the other hand, the support required is direcely related to fhu
different educarional needs presented by the studenrs and, in snme cases, the spm!:t:
resources are not available at local level. These issues are faced, case by case, in
each school with the cooperarion of the Support Team, and in many circumstances,
the collabaration of differens communiry resources is requested, mcluding the
Municipalities, social and health services, private organizanions and, parricularly,
rehabilitztion centres and special schoaols.

The intecvention programmes established on the basis of the available resources
vary greacly in each siruation, according ro the degree and type of disability, the
chronological age, the amitude both of parents =nd ordinary claes teachees and
the school policy rowards inclusion. Nevertheless, it s possible ro consider the
following basic types of suppar:

1. Cooperarion berween a support teacher and class teacher in the same class-
roasm.

L. Individual or group support to the student in the ordinary class or in &
rescurce room {(during some specified periods).

3. Individual supparr given in the family or in the community {this serategy is
mcreasingly used because of the recenr development of funcrional curricula
with nurf:nn with severe learning desabilivies).

4. Inwervention in special classes (used mainly with severely or profoundly deaf
srudents or with studens with very severe learaing disabiliries),

In spare of the growing movement of acceprance of severely disabled sudents in
ordinary schools, for the grear majority of them, there is a ek of the necessary
resources, especially trained professionals (therapists, communication specialisis,
etc.), extra helpers w perform different kinds ufmh: ifor example, 1o permit a
longer school daily schedule} and special programmes to help the parents at home,
family respite services, transition programmes, and so on. In some regions of the
country, these issues have been faced through the collaborarion of former special
schools, which agreed to send their srudenrs to ordinary schools and also o
funcrion as ‘Resource Centres’, helping the inclusion process. In these cases, many
human and material resources needed in the ordinary schools were provided by the
special schools. The education authorities steongly support both wechnically and
financially chis movement, and many privare arganizations who decided to close
their classiooms conrinved 1o receive state subsidies in order 10 suppart the social
and peofessional integracion in school of disabled children and youngstess. Many
of them decided ro address other needs of the population with handicaps, from
early inervention programmes for very young children and their parcants to services
aiming ar transition to working life and vocatonsl integracion, or the escablishiment
of different kinds of supported employment and group homes for adules.

T A s = —
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Adlocarion of Homan and Financial Resources

Unril the law of 1997 (Deoree 10597), support wcachers wore prowided by the
education authorities according to lists deawn up by the Spevial Educariun Teams
imdicaning the aumber of studenis wirh special needs in each schoal, This s¥stem was
based on prr\'ium catepnrizanans of those considered fo have apacial meeds — Huﬂjj-‘,
dezermined solely by teachers, due to the lack of specialized assessment services.
The changes which occurred in 1997 had an impact on this system. Given that
cach schoal may cope differenely with stiadenes” special needs and that, in each
siruarion, there are differear possibilities of support (one of them being the exmrence
of a resource centre in the arca), and given alio the imporcance of the school pulicy
i.rl'ruh'ini‘l'hl.‘ incdusion perspective and the role assigned o class teachers and
teacher belpers, it has been decided o allocare support reachers according to a
school project, including different plans of action, in order to answer the needs of
the pupils. These projeces muse rake into account noe only the characreristics of the
students with major educarional nesds which, of course, it a2 key facror, but also
other factoms, such as the capacite of reachers in ordinary elasses o cope with
diffurences in their ¢lassroom, the cooperation established berween reachers and
other members of the school staff, the in-gervice teaining plaaned over the vear and
the extent of external cooperation from resource centres, NGOs or Municipalities.

SOME IMPORTANT FEATURES
Curriculum

In Porrugal the Arsr measures aimed ar the developmenr of a national educarional
svstern in the last cencury included the provision of a Marional Curriculum,
established for the different levels of schooling. Linked with eurriculum evaluarion,
standdard rules were established and each srudent was required 1o reach, each school
year, specified scademic levels (translaced into school marks) in order to be eligihle
for acceptance into the nexr grade. If students failed, they would sty in che same
grade, and this repenition could be maintained untl they reached the school age
limit when, of course, they would have o leave schoal, :

[n the 1940s there occurred the fiest arrempr 1o help children with learning
difficuliies when special classes were creared {mainky in Lisbon). A special curricu-
lum was designed for these students, aimed ar achieving the level of the repular third
grade. A special diploma would be given to thoss achieving che expected academie
arrainment derermined For this grade. Ar age 15 all children had to leave schoal, with
or without the diploma.

The fiese atrempr to make ordinary schools and classes accessible to children with
different special needs, and o make possible some adapracions to the national
curreculd and to the evaluation procedures, came about in a Decree of 1977 {Deczee
174/77). According to this legislation, in order 1o be able to be eligible for these
spruizl education armngements in ordinary schools, the students had o be previ-
wusly diagnosed by a medical doctor as disabled and the adaptations referred solely
v ‘communication’ difficulties |problems related 1o vision, hearing, mobilicy or
speech). It wad assumed char the students with specinl needs, once provided with
special marerials or adaptations in the expressivelrecepeive process, should be able
tir Fullow the fundamental aspeces of che Marional Curnculum. In effect, this meant
thar students with ineellecrual disabilities, or chose having multiple impairmenes,
were not considered capable of being innegraced.
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A blind child could use braille; 4 motor handicapped child could write with an
elecrric typewriter; and a deaf child could participate in a special class and be taughet
through specific methads of communication. Hewever, all af these pupils were
expected o leamn the same fundamenta] parts of the general curriculum and o be
evaluated according ro the general ericeria,

O the orher hand, the special schools {mase of them private and run by parene”
organizations) could adopr their awn curricula bue their ssudents would be unahie
te receive an official diploma ar the end of their schooling. Some auemprs were
made o establish 3 speeial currieulum for special schools for inrellectually disabled
students, hur rhese were not successful. Children diagnosed as having very severs
or profound I-.:md':::l.g-s could be exempred from any schooling and, consequently,

Decres 31991 introduced peofound changes in the conceprs mentioned above
cancerning, mainly, eligibilicy for ceceiving special education (teachers’ and psychol-
OEiEs optnions substitute for those of the medical doctor) and the arrangements and
adaprations which regular schonls should provide in order o cope with srudenes
m’r{ special needs. This new law opened the schools t all children, inrroducing
4 large range of curricular adapearinns and Proposing a greater flexibility both in the
individual educanional plans and the evaluation procediras, Acconding 1o chis law,
schools should include and adapt not only to those srudents having physical_or
sensorial problems, but o all students, including rthase with lesrning difficulties of
various degrees. For these laer, the possibility of fallowing an alternarive curricu-
lum has been proposed, This alternative curriculum can be delivered in different
Sernings: in regular classes, in resource rogums, ar home or in the COMMunry.

With the collaboration of SUpport teachers and other professionals |helpers,
therapises, etc.), many schools have developed since 1991 an increasingly inclusive
perspective, based on the understanding rhat every child within their geographical
area must be aceepred and educared according ro histher nesds. Far those having
severe intcilecrual disabilities, ehis policy leads different arrangements which aim
e facilivare cheir participarion in the activities of the regubar dassroom imaost of the
time, in a partial way| and the learning of specific funcional curriculum elements
necessary for their peeparation for 2 Jife a5 mdependent and as socially integrated
as possihle.

Over the pase thres yeoars, the Miristry of Education has besn developing several
profects which have in common the search for beter ways o provide an sffecrive
education for all studenrs and ro respond to their social and culrura) diversity, as
well a5 to their different capacities or special needs. The projects which are having
the greatest impact in this curricular feld are the following:

— the project concerning the cooperation of schools in socially and econami-
cally deprived areas and che introduction o these schools of positive
discriminarion measures;

= the project ‘Aliernative Curriculum Classes® for those students who are ar
risk of leaving school withour any dipfoma or prepararion for working life;

— the project concerning the use of ‘Functional Individual Programmes® in the
provision for studenes with severe learning disahiliries;

— the projecr concerning the introdsction of » peespective of curseslar
Aexibility in order o accommodare the specific characreristics of each
studenr;

— the project canceening a “second opportunity” for those studenes reaching
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schoolleaving age withour academic certificapon, erganized n close co-
operation with pre-professional training in community wuork sites.

In order to develop these new curricular programmes — some of which have been
cricicized by the educationgl community = and o face the challenges they presenr,
chere is an urgent need m prepare existing and future teachers for this task and o
introduce changes of various kinds in the general schoel administration,

Adsessment

Team work among different professionals bs encouraged in imitial assessment of
children with disabilities. The main sk of assessment is obviously allocared o
school suppers teachers in cooperation with their colleagues in ordinary classes,
Other specialized teachers, psychologises, therapists and medical doctors are
frequencly part of the ream which has o draw up the Individualized Educational
Programme. According to the presenc kaws, parents are invalved in this ream work,

In 1985 the Orientation and Psvchology Service was created with the aim of
dspessing and supporting rthe integeation process. This Service is constituted by
reamns that act as a second-line service to contribute towards berter informarion and
follow-up of all pupil. However, up to the present rime, this service has nor been
fuily implemented.

Early Intervention (Children up to 3 years of age)

The Basic Education Law (Mo, 46/86) relates to children over 3 years of age; the
fiest stage considered is the pre-school phase, ages 3 1o & years. Early intervention
programimes concerning children berween birth and 3 years of age are organized
exclusively for children with disabilities or considered ac risk and the official
procedures upon which they are based belong to the fields connected with this
special populaion,

In Porrugal there is no “Basic Law for Early Incecvention'. Such a law might
estnblish, at a narienal level, the rights of these children and their families ro needed
support services; and define the role of the different state Departments = Health,
Sorial Salidarity and Education = according to their specific policy in this field.
Mevertheless, despite rhis legal vacuum, the needs of ar-nsk or disabled infants and
theit Families, came 1o the forefront in different communites and presented them-
selves 23 fundamental issues to be faced by the various professionals and rypes
of existing services. In some cases, initiative for action came from the medical held,
especially the paediamric depariments and rhe intensive-care uniss for babaes.
Duciors, nurses, psychologists and other professionals involved with these ar-risk
or disabled babies and their parenrs decided to respond ro the need for muln-
disciplinary intervention, simed at aiding the emergence of optimal conditions for
the develepment of the child and the best support to parents in their parenting role.
With these objectives in mind, several hospital paediatric departments in several
regions organized Child Development Centres, which were designed to support
sarly intervention peojecrs. Medical and Rehabilitation Centres for Children with
neurological problems also developed early intervention unin, organized cither at
a Centre or at the family base,

Other sources of activity in this feld hove coms from special sehaols, which
organized early intervention programmes in their communities. In these cases, a link
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was established with local health centres ar regronal pacdiarric hospital deparr.
miies, The cases ienrified and provided for ar Rrst hand by the [atrer services gre
eemmunicated o the eacly inrervention unit, which carries on the necessary work
in the educarianal and social Relds.

Finally, a third resource foe this group of children up to 3 years of age and at-risk
ar disabled children cumes from the suppor reachers and Support Coordination
Teams which, throughour the COURLEY. give supparr ra chis population. Soeme of
these professionals are pre-school reachers ramed m work-with rhess children and
their families and wha conduer early intervention programmes, mainly on a family
basis. They try to ensure the necessary cooperation with the medical staff availahle
ot local and regional level,

In 19383 5 deparement within the Mimsrrv of Labour and Solidanty introduced
the Portage Progeamme and since then a greater number of prafessicnals have used
it in different conmexm.

Over the pasgt 15 years, an impormane shife in this field has become evident,
namely 3 move from child-cenrred intervention ra o family-holiste approach. In
accordance with this perspective, a maor cmphasis is given to the empowerment of
parents and orher members of the family in their educarional role and ro the use of
non-professional, natural human resources such as neighbours and members of the
COMEMwnIryY.

The trend cowards 3 family and communiry-based delivery of services has made
necessary the development of ream work in a transdisciplinary way. In this mode
of working, links berween professionals and non-professionals {family members
and otheres) are established such thar they permis the reansmission of support and
experrise from the more disrant specialized ream to the local, non-specialized
human resources.

The abssnce of a narional basic law for early incervention, while nor preventing
the developmenss mentioned above, has had severs] Negative conscquences, the
moss important of which has been the lack of 2 balanced distriburion of servicss
in Portugal. Thus a large number of at-risk or disabled babies and their familics
are mot receiving any kind of nesded suppart. With these projecs being enricely
dependent on the inirizeive of professionals, private organizations or official services
— and with no agency assianad responsibilicy for the necessary financial Support —
the chances that the initiarives either da nor ke place ar all or, once started, have
ng means of survival are prear. This ‘open door' ro eaely intervention - in spite
of the positive side which freedom of movement provides — has resulred in many
projeces developed under this same desigranion adopring very different perspectives
and wsireg very differenc stracegies. In some cases, the medical modsl emploved by
hospital-based teams underestimares the tmporeance of the educational component;
in other cases, the pre-schoul teachers or the social workers carry out their work
withaur the necessary support from doctors, nurses ar therapises. Undoubrediy, the
pressure of these issues is now reaching a crirical point and ir is expected thar very
5000 4 new framework will be approved which will elarify and. it is hoped, give
new streagth in chis Geld.

The Minisery of Labour and Solidarity is responsible for some 31 early
interventson programmes based on a multidisciplinary approach and includin
prafessionals from the Health, Education and Social Depantments. The number o
at-risk children involved in these programmes is abour 500 in the COURErY 75 3
whole.
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Special Schools

As already srared above, by the end of the 19804, several institunions for the
education of pupks wirh different kinds of difficulties had been funded, including
the Associanon of Parents and Friends of Menmally Disabled Children, the
Physically Disabled League, rthe Helen Keller Centre and che Calowsre Gulbenkian
Cerebral Palsy Centre. Bur it was ceally only after the revolution of 1974 rhar
special schools were creared throughour Portugal. Most of these were Cooperatives
for the Educativn and Rehabilicarion of Disabled Children (CERCI, voluncary
arganizations of parents and professionals who often faced many difficuleies, not
leasr regarding therr building facilives. Ouside the iim“ centres of popularion,
these cooperanive schools hawe been the first (and only) educational resource for
learming disabled children. At present, they are vnited in a Mational Federanon
|FENACERCI}, have members from 56 insticutions and bave gained a considerable
professional sirengrh. They are funded by the Government and receive many orther
subsidies fram different sources,

Avcording o dara published by the Minsary of Educacion, special schools run
by voluntary organizations had in 1997098 4 370 pupile and 813 reachers paid
by the Governmenr. Besides this group of special schoods, there are some private,
fee-paving special schools and a very few operating soll under the Minisory af
Labour and Solidarioy.

Alongside the majer thrust rowards providing for pupils with special needs in
ardinary schools, special schools have experienced a considerable degree of change.
Indeed, many special schools have closed and the population of pupils anending
existing special schools has Fallen, These schools themselves have accommedaced in
various ways o changing circumstances. Many special schooks suppest former
pupils who are inregrated into ordinary schoals. In many instances, the same
persannel contract with the local educarion aurhorities o sct at a resource
ardinary schoals, 3 parrern observable in 2 number of other Evropean countries,
Some pupils with special educational needs whe are enrolled in ordinary scheols
alse artend 2 special schoaol for pare of the day, in order to avail themseives of
therapeunic services.

[t should be emphasized thar, while there has been 2 strong social movement
towards meeting special educarional needs in the pupil's neighbourhood school,
some parents still choose to have rheir child educared in a special school, It is
becoming clear thar specinl schools have an important role ro ;:'1::1.-1 concernng the
needs of E:p.pll: with more severe disabiliries and their families = parricularly con-
cerning their non-academic, social, needs throughour their life span, from early
intervention to the teansition to adule life,

Teacher Education

The frsr courses for reachers of Special Education were created in 1940,
Teachers working ar the stage of compulsory schooling were selected to enral in
3 course organized by the Instituee Aurélio Costn Ferreira, thar was offered
until 1983, From 1942, the Narional Instituce of Physical Education also offered
the discipline of Special Pedagogy in the curnculum for teachers of Physical
Educarion.

In 1960 the Ministry of Health and Social Affairs ran the first course for reachers
o visually handicapped sudenrs, and in 197475 and 1976/77 the Ministry of
Educarion organized special courses for reachers in the field of visual, hearing and



training. Todav there gee modules 1nd courses devored to ‘Special Education’ pe
“Specaal Educational Needs® available both ar polvrechaics and universiries (mainly
i the Faculties of Psycheology and Education of Lishan, Oporta and Coimbea),

In 1987 the Department of Special Educatinn and Reka bilieatian of the Technical
University of Lisbon creared g graduate course in special education and rehabilic-
non, and in 1991 this same department creared the fest masier's degree eaurse in
Special Educarion.

All public vniversitiss and pelyrechnics in Partugal are funded by the Govern-
ment, and by studenr fees: in private universities and higher schools, which have
recently shown a Browing interest in this field, the FEpEnses are mainly mee by
student fees,

In summary, we find in Portugal three different lovels of teacher educarion
regarding special needs: 3 firse Jevel with a companenr on special needs included in
the initial training of 1| teachers; a second Jevel leading o a speciaiized qualification
in this feld; and a third postgraduare level through o the master's degree.

OVERVIEW AND FUTURE TRENDS

All the new approaches described in chis Paper which are being developed in
Porrugal and aim o help the schools ro reach, in g more effective way, all childeen,
coping with their individual differences in heterogeneous classes, need 1o be sub.
jecred to EXperimentarion; to be reinforced by continuous training of the different
professionaly invalved; and tg be evaluared. The pursuir of an inclusive schogol
dpproach implies major rasks for the coming years Berter schoals for all i, in
fact, an engoi mission, which will require a close cooperstion of effort and full
coardinarion of the different projects mentioned above. The challenge of specia)
needs educarion in Pastugal, as pethaps elsewhere, is 1o be integrated inco che global
aims. of the educations) fystem and of ordinary schools and, ar the same time,
raking into considerarion the response to the very particular needs grisi from the
very specific problems of some children. It is a rask g be shared by eac member
of the s:hnor staff while being rhe particular responsibility of some specialise
whe continue to investigae arher wars o avercome the limitarions of the disabiin
conditions. The basgic ¢ silenge lies in being able 1o keep in mind the prablems nE’
all children and also 1o distinauish the unique sitvarion of each of them,

Ir spite of the distance existing berween these aims of an ‘inclusive school® and
reality, it is unquestionable thar 3 new thinking i emerging and the concepe is
raking rose in more schools every day. Several conferences have Been held in
different lacations addressing the chemes of cuericulum differentiarion, strategies
for use within hererogencoys classrooms, multiculrusal approaches and cooperative
teaching methods. The raem Inclusive Educarion’, which has spread rapidly amaong
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different professionak i the educattonal feld, dovs nar imply solely a change of
voicabulares o isa sign of a changimg provess inoattitudes vhar is eaking place,

When we say thar a change is caking place, we mean char we are living in o time
when differens sitwations, representing different and even opposite concepts, exist
side by side. Many specal schools continue w function and several voices making
claims for the traditional forms of specaal educarion still fghe for thor cause. Several
competing rules and neorms continee o acr as major obswcles o an inclusive
appresach. But in this Jong journcy {of which this paper has provided only a glimpsel,
and since the teme of the Rrss instizubons, there 3 one sign which comwvers the impar-
rance af a “scheol for all* comcept, The fundementnl scrors in this PrOcess are no
leonger the Special Educanion Departmenrs or the Special Services, for this rale is now
also assumed by the general educarion system itself through irs insrirucions of
Teacher Training Schools, General Education Depastment and the Narional Council
for Education: and seme of the more recent legsslanion in the field of educarion
cemnsists of attemprs (o address, mter alia, such problems as: curriculas flexibality,
equalization of opportuniries and strategies for teaching heterogenesus classes in a
bueerer inclusive schoal for all,

If 2 major tearure can be said to characrenize the situaton of special needs
educarion in Porrugal, ir is prabably s lack of precise rules snd the ennemous
wvariety of actual sirsations caused mainly by shis ferar

As has been said, from the 19705 unnl now, some rules and principles have been
established, each of them marking differenc stages in the evolution of this Feld.
Decree [74/77 and Decree 31991, and the very recene regulatons in 1997 and
1998, have determined in cach of these phases the values and principles orienting
this edurational sector. Firss of all, there has been the right of some children o be
integrated info regular scheols according ro 2 medical doctor’s opinion: secondly,
ehe exrension of this right co all children, even those witl severc learning difficulgies,
and the power given to reachers to take part in these decisions; and finally, the new
perspeenive of Inclusive Education which addresses the key issue of the need 1o
change schools in order to make them effective for all students, whatever problems
or ditficulties chey may have,

Buc so far all these laws and regulations have been limited o very general
and broad matrers and have failed 1o mention precise details eoncerning reacking
methods, the number of children helped by each suppore teacher and precise hours
of remudial help or of therapy. The Individualized Educarional Plans can describe
these interventions, bue i remains o mater decided by the school s1aff and the
parents of each student. Unlike many other Western countries, there are no narional
or regional rules in Poctugal concerning these concrere forms of special education
provision. This “freedom’ has had very positive consequences, as a sErong separare
system of special education legislation has never been s=t up and seill does not exist.
This fact means in the conrexr of Inclusive Education thar outmoded rules do TS
hecome an obstazke to change. On the other hand, these have also besn several
negative impacts: there is a big gap berween the principles established in the laws
and the real, concrese situarions of many stadents; pasents have no means of finding
better responses to their children's needs through court decisions and thers is the
coexisience of di_chﬂn: educinional strucrures with sometimes conflicring concepts
and practices, with some specinl schonls srill bearing the sigma af old-fashicned
msnturions while some inclusive experiences can be considesed as exreemely
advanced. There are enormous differences in the quantity and the qualiey of the
services provided both to children with severe problems and their families. Finally,
the system of allocation of special education equipment and special aids is ohsolere
pnd vauses major discrepancies and lack of equalicy of opporrunicy.
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To describe in a short article 1 situarion so multifacered as thay of Portuguess
special education, or to clarify whar sl remzins unclarifed, is somerhing of an
impossible sk, Mewercheless, i s hoped thar some basic prrints have been
communicared: there is 2 clear political will o develop the educational systom in
arder to cope with all chitdren in the same regular schools; there is a trend towards
Aevibiliy of curricula and equalizazion of educational opportunities; and there
i% 3 movement to consider spegial educational needs as 1 chncern of all schoals and
a responsibility of the whole education system. And, above all, there is the open
attiude, and the will and ourstanding work of chousands of professionals all
around the country fighting for these ideals.
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1" CONFERENCE EUROPEENNE SUR L' EDUCATION INTEGREE
D' ENFANTS HANDICAPES DE LA VUR

Barcelooe; 3 au 5 juillet, 1986

Commicagao da Drf ins Maris Benerd ds Costa



1. I recaivad a proposal to presant the thesa of the "Integration of Visually
Bandicapped Children and Youth" from a theorsthical point of view, so as to
look at its foundatioms, reasoms and objecitwes.

Bowevar, bafora talking to you of the idess that ocowadays guide ocur work
I would like to mentiom, briafly, the wvay wa took, and the evolution of theses
pEme ideas.

It was at the begimning of the 60's that we took the first steps in the
visually bandicapped's iotegration.

At the beggining we did not hawe ths proper legislation, snd did mot
hava prapared support teschers. The squipment was scarce. But a group of
blind students was enrolled in a secondary school and their performance was
well accapted. The romd was open and the process begun has not stopped =a of
today.

Going back these two decades ome has to note two big phases with diffe—
rent characteristics.

During the first phase the integration of the visually bandicapped chil
dren (specially thoss using Braille) was a fact accepted by the normal achool,
bat structursd and supported pratficedly omly at an extra-school leval. The
stodent was intsgrated in class as long as the supporting servics, "'ths special
schooling”, took all the responsability for tha total integratiom process, and
above all alees the teaching struocturs wvas not sltersd by thes fact.

The demands made dno the Class Teachers wers Cimid and modest: one ssked
them for understanding, cooperation with the supporting teacher, some methodo—
log sdaptation, but all interference in this pedagogic orientatiom, teaching
methods and vork rytlm were carefully avoidddd

The hendicapped children, geoercusly received by their con-—handicapped
colleagues, had to wake all the efford to adapt to an unchangeabls school
structurs,

In this phase, sll groups that were going to ba integrated were rigorous
ly selacted, and all cases that presented additional learning or behaviour pro-
blems were kept in the special schools (if not at home) and were classified as
oot iotegratesbls.

However; the movemsnt towards Iintegration moved fast, snglobing the varicus
ags groupa ( from secondary school it went down to kindergartem) and reaching the
various parts of the country..

With this growth ppear tha seeds for a deep change which is still in ies
first atage, but which wa cen conaider as & different phess from the Ffirst:

Schools begin to accept, progressively, a larger responsability for the
integration of handicapped children, and begin to take initiatives that tend to
mike the schools mors adaprtabla to their special needs.

Tha conscisnce snderstanding that sbbhool sust ba apt to receive the
gemarality of the schobl population begins to spresd, as does the wunderstmnding
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that classss smet ba hetsrogensous snd that teaching should allow giviog indivi-
dualized attemtiom to sach child.

In this context, to receive handicapped childrem is not a fawour bot & duty,
a fenction appertainix to the regular schodl itsalf.

The integration process comes to be considered as a bilataral proceas &f
adsptation im which the school cannot keep itself unchangesble.

Alterarions im school buildings, timetables, in the curriculms, are propo—
sad, making theses wmore flexible and capable of adapting them to different sitos-
tione of tha stodemta.

The regular school system teachers demand for themselves a larpger prepara-
tion comcerning the problematics of handicapped children and of the methods of
individoal tesching.

Crowing desands are put forwerd For:

= pguipment

= specialized padagogical support

= training

On the other hand, tha different commmity sarvices (aducation, health,
social security, labour) are called upon to take a part im the global process
of scceptanca of the handicapped, im cooparation with ths families and private
asscciations.

Direct consequences of these transformations were felt on the level of
the special schooling itself, samd following changes are of note:

Tha change of trsastment totally ssctorized (mach group of teschwrs attend
#d ouly one category of children) to a larger inter—commnication between support-
ing agents acting in a smaller geographical areas

In esch school or commmity, s supporting teacher called "generalist" begdns
to work. The Specialist Tescher is called upon when it becowes necessary to inter-
vence, either halpiog his collesgue or working directly with the child,

This attitode implies the {dea of intem-professional training, sod within
the working Tesms, a translisciplinarisn perspective.

Therapists, teachers, psychologists, besides their individual activicy i=
relation to each child, try satval support, tranmmiting to each other their own
knowledgesand receiving rheir colleaguale.

The work which was initially centered om the child has nol been extended
to ths coopsratiom with the school, which cos helps to change.

As I said & moment age, this phass is bagimning, and the implesentatiom
of thess ideas and their deriving sctions are not yet gensralised.

In certekd schools or commmities it is & daily practise, in othars it {a
!
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still a stranga lmnguage leading to resctions snd consestation movemsnts.
Howevar, it sovolves services whoss sctivity is determinsat, soch ss: Teachar

Traimimg Schools, Spscial School Department in Dniversities, Specdal Tesching Tesss,
Farent Associstiom snd spacially meny teschears of regular Bchools.



2. When cartaln idess end attitudes becoms evident to uwe, it becomes diffiecult to
justify them with logical arguments. Evidence is not expleiuable, it just
imposes itself om you.

For this reason it is not easy for me to justify the inregratiom of
visually bendicapped children in regular classes.

S0 that this tesk becomes sasisr I will look at the theme Progressive
Integration from two points of wiaw:

- The poinot of view of the handicapped child

= Tha point of visw of the regular schodl snd the oor—hend icapped children.

The point of view of the handiccaped chilld

The children that are wisually hendicapped present the same basic needs
s sny oos child:

- Swpport, afffiction snd fawily crientatiom;

= commmication with gromm—ups =nd othar childran:

= opportumity for self development, by creating relationships, and
mmnipolaticon and expsrimentation.

Besides thesa basic needs, visually handicappad children have specifie
needs; sowa of these are directly or indirectly linksd to their visual impairment
= othews exist independently of thii. S0 we verify that if we group the visnally
handicapped children in & class or school, we will have made it easier to snsver
ouly oms part of their sducational peeds, in fact it will be smsier to teach
them mobility or Braills or the utilisation of optic belping instrumenta.

. But, wa will, im time, in that way pot = stop to the full satisfaction of
soma of their priority nesde:

Im soms casss the comtact with ths fmmily cen bacome less intimste snd
permanent, in othars the relatioms wikh adults snd childrem of their commmi ty
can ba made wore difficolt; it may happen that the day to day experiences will
ba lass rich sod demanding less their participation in their tasks at home.

On the other hand,thbssttendmce to other specific problems of lsarning
or development mot directly ocurring from their sight deficiency is mot in
mny cases made sasier with thiés criteriom for school groups.

Creating classes of blind childrem or partislly sighted children doss mot
mean cresting howogeneous classes. If & visuslly handicapped child is part of a "'T
Tegular class, the child is different. That seme child if part of = specisl
class can from a educatiomsl poimt of view preseat sven big differesces.

We com therafors ask if ths specisl class helps the child to find the
snswer te its problems or balps, basically the tsacher to teach spacial technics,

Like any other child, the visually handicapped use in thifr lsarnine— besides
the adult intsrvestion, ba it from their parents, teachers, ralatives or frisnds—
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tha intervention of othar childrea. In their procsss of pormalization, ths mon—
bandicepped children have a wore importsnt role them smy adult cen have. The
copying of behavious, the smswar to various stimules end challengesy the nasd
te follow differeat rythms sud attitudes are decisive factors in their evolutionm
and growth.

From this lsaving together with their collesguss comss the gradusl recognitiom
of the difficultiss that face them, of the limitatioms they canmot surpess, snd
also of the achisvesants they cam obtain. It is through the constant snd precocious
communication with noe visually handicapped children thar they will enderstand
the real dimension [neither over value neither mnderstimulated) of the differencas
that affects them.

To take sway from a bandicapped ehild, throughout his schooling the chanca
ef this daily liwing with his colleagues of the regular class, means taking sway
from him one of the fendmsentsl inatrimentals of his development snd normali-
Eabion.

From the movent in which childrem begin their schoof activity— be it in
the pre-school or in the primary school— their life bagins to tske place between
bows snd school snd progressivily the surrownding world. It means differsnt worlds,
under specific rules, that csuse different sttitudes smd bahsviouss. It is evident
that the relativa weight of thesa life frases depends om the age of the child as
it doss om the cultural conditions snd the socisl-sconomic snd geographical
situatiom in which the child lives. Howevar, in most cases, their day occurs im
these situatiops that happesm in & determined order snd in which each play thair
own rols.

The visually hendicepped child besefits =s soy other of being faced with
Ehem: swaking at homs, goisg to school, retumning to the femily stmosphere, snd
msating the naighbours in tha #tcaat, yard or garden.

Boarding special sehools have trisd ts recraate thess worlds: they separeted
the residential zous from the school zoms, forcing tha child eo go batween tham
whthin longer or shorter distances; they hawe deifned spacial activities fwe the
end of the day; they have tried in ways without nmbsr to sctivate tha relstions
with other children of the ares. But they did not substitua® the family, mor the
boms, nor tha relatiomship with the local shijdres.

The waristy of stimulus end tsh fucilicy of comsunication becwasn hendicappad
children snd their surroundings is not the ssme. Thers is a comntry lifs where tha
children are in direct comtact wiht mimals and plants; and there is & cicy lifa
which is Eskddpésasble md dreary; thers are parests that promota thair children's
independence snd their comtscts with the outer world, others chat supsrprotact
them mmd close them im. It is for the educator s grest responssbility to iantsrvems
properly in asch case, trying to profit from pobitive condirions that can be Founmd
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mnd avaluabdd. Bat his biggest responsability will be in comtributing his mose,
#0 that the visually headicapped or partially sighted may: wake wp at homs, go te
scthool, retura homa, mnd bafors dimmar or going to bed, play with thair friends.
In thes cowntry, im the garden, in ths yard or svem in that iphospitable sad dreary
city thhhtthe adults built, or in tha portic of a door magically transformed by
thair imagimation.

Tha point of wiew of the regular school sad the non-hsndicspped children

Tha history of pedagogy Ceachas us Chat many of the inovations introduced into
the regular shbooling had their origin in the special schooling. I think that as
important or more importsnt than a Heatassory pedagogy or a Decrely contributiom
wa can talk today sbout tha push forkard given to tha pedagogic orientation by the
satry into regular classes of hendicapped childran.

Vham it happsns that sehools take it wpon themselwes to becoms sehools for all
thishehildren, thay smst adopt the following primciples:

= Tasching has to be individoalised, taking into sccount the differsnt sectors,
of learning snd diffarent aducsticnal nesds;

= Enowledge snd the way to svaluate it must be flexible and adaptabla;

= The school smst ba ppam to ths extarnal cooperatiom (of tha supporting Teacher
tha Tharapist; tha Doctor) mmd to the interventiom of the community's
rajourcas.

On the othar hand, it has ot stop balng:

= nalective

- segragatory

- organized in spacial classes, wméing to ba homogenmous, sepasrting the
childrem into now-imter-relationed groups that represemt, in most cases,

not only diffarent intelectusl capacities, but differemt social-scomomic
erigine.

The entry of handicapped childrea, emms tharefore to contribute to the poleaie
that questionsd this schosl structurs snd brought in ss = alternative heteragencus
classes mad individual teaching.

To sdapt to tha differemt educational needs of the childrem and to be able to
maswer, iz soma cases, to some very spacial cases that cccur— such as to be ablas
to sat vary badly or mot at all— tha teachar mmst uss pedagogic instruments and
sducational equipment that permit individual work ssd im a group, tha diversificatiom
of tasks, mspipulation and experimentation, pre-teaching, planning snd self-svalutiom.
Is ome sentence} sctive, adequate snd efficient teaching.

As it is obvious, the progress of aducational scisoces snd of thehnology applied

to teaching are mot dirsctly dependent on the handicappsd children's school intagra—
tiom.
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Howsvar, thaim pressnss im school sad in the school classes halps in meny

cases te imtroduce methods mnd teclmiquasn and squipment that comtribated te that
eene wducalional pregraas.

A gifted student, without special educatiomal problems, lasrns with vhatever
mathod, ba it traditional or even inadequate; a student pressnting those probless

fsquires beatter sducational comditioms. If he is intagrated, those batter conditéons
will bamafit all tha zlass.

If total imtegratiom of tha handicapped in society is still, in many commmities
mnd countrjas wtopie, if tha resistance to the many voices that demand their right
ts fsmily, school or profsssicsm] integration ism so strong, wa balisve thsat onas
reason that justifies this is that ssjority of adults did mot,,yhile children live
the exparience of being toghiber wiht handicappsd children.

Thair- oor— parsonality was formed, our desp sttitudes in relatiom to ths
bendicap was reinforced, without haviag hed that sarly contact.

Children, that now participats with them im the schpol sctivities; that day
to dsy are led to halp them, snd vary often to request their balp; that recogniza
their limitations sad get usad to accapting them, will without & doubt, during their

Lifetime, contribute to break that resistsnce snd to transform into reality the
wtopy we talked sbout.

Tha titla given to this interventiodh was:
"Integrated Edocation— & prograssive optiom".

If the spirit of cooparation snd halp to asch other mesas progress;
If the respact end accaptmnca of individual differemce mesns prograss;

If the right of the handicappsd to snjoy the structures that society created
for all imdividuals, spacially their comsmity school, mesns progress;

Integrated Educatiom, is in fact & progressive option.
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INTEGRATED EDUCATION IN PORTUGAL

Mrs. AM. Bénard da Cosma
Ministry of Education, Lisbon, Pottugal

SUMMARY

in & orlof cwarviaw, Bhe A fowands niegrahod educetion in Podugal am
gascribed Phase one of the plan, which look place in the soventios, is than
explained. On the basls of the of phase ona. a sacond phaso
was glafad, Three subgroups of sudenrs with & cifferenl iypos of disabily
ara dislinguished. This i fodowed by an sccound of the syshem's cantoguen
cas for the Irtecrutian af pupsds with differant special sducalonal needs.

The curnent sitvation i S8t oul, Including the lines of palicy adoplod by the
Miniztry of Education, nfsgraion modalt @nd Mo mecessay moditeaions i
fepuinr scihoos,

Al the beginning of the school year of 1862/63, five blind Rudents
began aftending a regular ciass In a Lisbon Secondary Scheol. We
can consider this the first Siep towards the eo-called Imegratad
Educxion’,
I had tha P'I'I'I'HEI%‘I_EII_ of being thelr s n teacher and ba par, in that
inftial phase, of this programme as, sinca then, oaveloped and
ad ail over the couriry. As we look back inio the years thal
have passed sknce hese first expedences, we can diminguish,
ganarally speaking, the lollowing stages:

- In a first stage - which lasted more than 16 years untll the eighties -
mainsireaming was considered feasibie only for those studenis who
were considared capabie of following the school curriculum and of
adapiing themsetves to the axisting educational struciures. That is.

" only the physically or sensory handicapped wiih no mermal disability

wirp acceptad in regular Classes

- In 1980 a second stage began which included the mainstreaming of
sudems with moderste of severe maral-emotional problems. Thasr
integration in the reguiar classes was supporied by remedial teach-
Ing given inside thosa classes of in rasourca roms. For thosa
cases for whom X was necessary to arangs a diferent curriculum,

ial classes were organized, the integration being fimited o free-
and soclal Eciivles.
Through this programme new parspactives were lofe seen.
. mom of the Kinomnt teachers wore located on a mora parmanan
Bazis In each school
. there was a tigher link between reguler and suppor leacher
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. tha amention what Infially concemrated on the studert's problems,
changed In locus gradually 1o the general sludent/class and
sludeny'educational situaicr

- In 1984, with the amount of exparnience with which the integration of
this type of student had provided us, we can consider another
phase o have begun, which is still evalving and leoking for new
directions.

i = based in e assumption that the imegrallon consists less of

adapting the student 1o school than of transforming the educational

systam in ofdef 0 adjust (o the special needs of each child, aven

thoss presenting eovere condilions thal demand specific answers.

This educational concept, which is not cpposed o the previous

ones but emerges from them, demands changes in planning and

Srategy in the follewing flelds:

. the role of the regular and spaclal suppad teachars and conse-
guently Their raning programmas

. Ihe school cumcuia and evaluation measures

« The guaifications needed by the school staff,

Briafly, the genersl sbjoctive ke 1o srganize special and regular
education inlo @ comprehensive system and o abandon 1he idea that
they should ba regarded as separme. We are just beginning this
process which 1s in defiance of traditional concapls and Is pan of the
educational reform now on the way in Poriugal,

Two decades of experience in imegrated education show us that we

faco thres different groups of sHusations;

- sluderms with sensory or molor disabilties, but with average or
above-gveraga inellpctual capacitiae

= gludents with severe or profound memal disabilities

- studems who present learning difficulties, related or not 1o intellec.
tual or emotional problems

We know that for the first group of Studants A is possible to provide
efficlant ways of suppon thal enable (hem o pancipate In the nanmal
chassas,

i thers are spesial educational and thempeulic professionals, ad-
#quate equipmani, easy access o the schosl building and transpora-
lion, we can expect their intagration to be successiul. Some of these
resources are difficult 1o arrange, espacially cancerning low incldence
CaSES rEquiring a more sophisticaled approach.

Nevenneless, the solutions for this group are well-known and the
main probfem s having the means 10 provide (ham,

In addition, the secand group of oudants who noed apeoifio currncula
{diTeI;ing more and more rom the reguiar ones as they grow older)
c&n be n of a reguiar sch as ko BE SOme 5 @l sirategies
are implamanted, :E. :p-u-:i:llatﬂuun, :Eama} th:hg:'i? helpers,

1515 and special equipment.
These studers' educalion, aven when based and organized as a
pan of a regular school programme, requires many oul-of-school,
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EFFORTS TO INTEGRATION IN PRACTISE

community actiities. Wa all know Iat 1he davelopment of soclal
ckills should ba a vary important pan of thelr cumculum, This must
1ake place primardy in normal soclal shustions.

For thosa meecons this group does not Intardere direcily wilh 1ha
normal school system, nor wilh the programmes thal lake piace in
the regular classes. :

The experienca that we hava wih thesa students tefs us that thaalr
baing in sehool - after a sometimes difficult phase of adaptation -
usually aficiis a poshive response from School mates, tzacham and
parers, which 1akes the form of help and solidariy.

. The third group is the one faced with the greatest cifticuly in the
, integration process. Thass Sludenis are supposed 1o participale on a

full-ime or aimost huldime basis in the regusar classes, They are
supposed to be assessed by the normal slandards and 1o take the
same examinalions. Having learning difficulias, emctional protlems or
social maladjustments, these studens, who ropresant 30% or more |
the antre school populmlen, either face corfinual schaol ladure orf Bre
gant to special programmas designed for the inteflecually disabled.

Wa all know the research and experences (hal have laken place
during tha last decades. I Irying 10 compansate for these difficulties
in remedisl OF resoLsce semngs. Bus, as wa know also through oliow-
up studies, the shod. and long-lerm resulls for thess studants ang
adramely decening.

Nevartheless, the sciutions for these groups of Sludents must be
found essemlaly inside the classroom. H the reguior claseroom
cannol cope with such a high percerage of studems, R means that
inmoad of trying to sohe the problem “outside’ in any kind of re-
medial resources, we should Try 1o solve i In the classroom isell,
Thiz maans refarm In teacher raining, teacher resources, equipment
and cumicula

" Tha answers to this Mird gmup‘:. problems are, n a way, the ans-
wers 1o educational protblems. in general. These students, with fifi-
. cuhles in basic scademic akills of with bahavioural probloms, are the
ones who put pressura on the need 1o change our school system.

From that day In October 1963, when | took those biind siudems o &
regudar school until now, we have come a long in Portugal wa
have new 2000 resource Teachers helping abaut 20,000 handicappad
students In the reqular schools. We have now jomed the Eurapean
Community, wa are in tha process of an Educational Reform and are
satsfiad 1o know that the way we chese lang ago, in 2 rathar solaled
and insecun pasilion, is now shared by olhere in Eurcpa, This is a
reason 10 give us the srengih to continue,




Promoting Inclusive Education in Portugal '

Paper presented @ the International Special Education Congress 2000, Manchester

A - THE INCLUSIVE SCHOOLS PROJECT

The general objective of the Institute for Innovation in Education (HE") is to
“promote, support, stimulate, disseminate and study innovations with a view Lo
creating quality education for all". The UNESCO project Special Needs in the
Classroom was therefore perfectly suited to these aims. Permission was given in 1994
for a national project, Inclusive Schools, based on the UNESCO initiative.

I = Overview

The implementation phase of the project was originally scheduled to last one year. In
the end it spanned two school years, from 1996 to 1998,

General objectives

= To carry out experiments of an innovative nature in vanous schools throughout
the coumry, encouraging the involvement of local action leams from teacher
education institutions, whose role was to assist, develop and disseminate the
innovative practices implemented as part of the Inclusive Schools project,

= To promote, with the collaboration of UNESCO, the ability of teacher educators
to give impetus to local teacher education processes in which groups of teachers
from the schools involved were participating.

» To develop a ressarch project, in close co-operation with teacher eduvcation
institutes, aimed at numerous schools in the arcas served by these institates and
based on UNESCO's Teacher Education Resource Pack.

The IIE project therefore had two principal aims: on the one hand o
disseminate the concepis and practices inherent to the inclusive schooling
philasaphy, as the UNESCO Resource Pack proposes, and on the other 1o
implement a research project aimed at evaluating the effects of teacher
educarion based on these materials on the classroom practices and on the
school 's practices.

' Adopied from Costa, Pacs and Vitenine {199%) O Projecio Escolas Inclusivas, Paper presenied oi the
fi Jorugdns Mecesidudes Eipeciaies o ¢l gigla, Barcelona

* [IE: an Institee from the Poriuguese Minkstry of Education,



Procedure
I. The main features of the research project were:
a) strategyfaction:

- Translation into Portuguese of UNESCO's Teacher Education Resource Pack -
Special Needs n the Classroom and the book Special Needs in the Classroom: A
Teacher Edwcasion Guide by Prof. Mel Ainscow (UNESCO, 1996) and their
publication by the LE.

- Copying of the videos included in the resource pack and the subtitling in
Portuguese of a part of one of these videos (fnclusive Schools — a secondary school
in the UK).

- Publication of a leaflet explaining the purpose of the Resource Pack, its principles
and teacher education approaches for extended dissemination in the country.

- An intensive workshop (May 1996}, during five days, on the use of the resource
pack, oriented by the director of the UNESCO project, Prof. Mel Ainscow. This
warkshop (the first of its kind in Portuguese) included forty people being five
from each local team, members of the IIE staff, one staff member from each of the
five regional education guthorities and some education professionals from the
PALOP countries (Portuguese-speaking African countries) and Bragil.

= Proiocols between the IIE and five Teacher Education Institutions one in each
educational region of the country, establishing the terms of co-operation for the
implementation of the project.

- Creation in each teacher education institution, of an action group comprising
teachers from the stafl and in some cases representatives of the regional education
departmenis (DRE) of the regions involved, plus teachers or senior teaching staff
from the schools selected for involvement in the project. Each action group was
ledl by a co-ordinator appointzed by the institution from each region.

- Five regional seminars {one in each educational region), in collaboration with the
respective DRE and Teacher Education Institution, whose aim was to build
awarcness of the project and Resource Pack among local educational leaders and
administrators.

- School-centred teacher development activitics implemented by the action groups
and directed at the teachers from the schools selected.

- Regular meetings at [IE involving the local project co-ordinators and the [IE team
in order o reflect upon the process of implementation of the project.

- Preduction and adaptation of instruments for evalvation of the project by the ME
team in collaboration with the co-ordinators of the local action groups, supposed



to be used by these teams with the teachers as a part of the process of
implementation of the local projects.

- Presentation of a preliminary and a final report of the local project by each of the
action groups of the teacher education instituticns (with the collaboration of the
teachers and heads of the target schools).

- Publication of a final evaluation report by an enlarged IIE team (composed by the
project team and thres collaborators from the evaluation departments).

b) Project parficipanis:

1} The [IE team, comprising two staff members, acting one as project leader and the
other as project co-ordinator.

2) Five teacher education institutions and the action groups they created, namely,

- Higher School of Education from the University of the Algarve, Higher School
of Fducation of Coimbra, Higher School of Education of Portalegre, Higher
School of Education of Setubal and Faculty of Psychology and Educational
Sciences from the University of Oporto.

3) Twelve target schools,

- Schools from the various levels of basic education, from 1" to 9™ level,
selected by the weacher education institutions’ action groups of each region,
In each of these schoals, those involved in the project included regular teachers,
support teachers and ather teaching staff.

Al the end of the first year of activity a meeting was held to exchange feelings
and findings on the action implemented, to assess the principal strengths and
weaknesses and 1o put forward proposels relative to the continuation of the project in
the following year. Four of the five local projects participate in this meeting, held by
the University of Algarve in collaboration with [E..

In November 1998, a final meeting was held for the evaluation of the project

and the discussion of steps to be taken in the future. Professor Mel Ainscow leaded
this meeting.

II. Dissernination of inclusive schooling in Portugal
Al this stage the strategy adopted comprised:

a) capacitation of teacher educators via skills acquirement workshops based on
the UNESCO resource pack;



b} courses for teachers, mainly administered via the in-service teacher education
schools asscciation centres operating lecally in Portugal or via seminars for
groups of leachers from the same school who expressed an interest in the
inclusive schooling approach.

When the UNESCO Teacher Education Resource Pack was translated into
Portuguese, immediately it aroused considerable interest among teachers, head
teachers, t=acher trainers and various departments of the Ministey of Education.

The 1IE assumed responsibility for dissemination of the resource pack, albeit
in accordance with certain criteria for maximising its impact on school life. For
instance, training had to be given by a qualified facilitator, and had always to involve
more than one teacher in every scheol, The teacher education local centres were also
1o be involved in the process.

In the beginning, the teacher educators were those who had participated in the
seminar of May 96, co-ordinated by Prof. Mel Ainscow. Later, other teacher education
staff were included, qualified at seminars held under the auspices of teacher education
schools asseciations centres and teacher education institutions in various points
around the country.

Al one point the central Basic Education Department (DEB) requested the IIE
to take charge of teacher education for starting their own project. Four one week
workshops were held in the country, organised by DEB. The DEB itself subsequently
assumed responsibility for the dissemination of the UNESCO Pack, implanting a
nation-wide “cascade"” in-service teacher education structure targeted at regular and
support teachers.

According 1o IIE statistics, since [996 some 1500 teachers have been
invelved in this process (IIE and DER in-service teacher education
waorkshops around the country)

The concepts involved in inclusive schooling were also disseminated af
numergus conferences and seminars held in recent years by leacher educalion
institutions, local councils and scheols. The prominence given te inclusive schooling
in these events is proof that the education community is developing a real interest in
this approach.

The impact of the dissemination of the inclusive schooling approach on classroom
work and school organisation has yet to be studied. However, informal contact with
the schools does allow us 1o conclude that mere participation in a seminar does not
give sufficient impetus to real change: continued support is also required. This said, in
some cases the teaching strategies and concepts presented were pul into practice,
while some teaching teams have created their own frameworks for support and
continuous in-service development activities and are making considerable efforts to
make their schools more inclusive.



B - EVALUATION AND CONCLUSIONS

1. Global evaluation of the project involving five teacher training institutes and
ten primary schools.

The key question which evaluation of the project seeks lo address is:
“What iz the contribution of the project to the development of inclusive schooling?™

The answer to this question cannol yet be given conclusively, since the shudy
of the analysis instruments used in differeat ways by the § regional teams 15 not yet
complete. The global study, which has been completed and which is presented in
summary form below, was compiled on the basis of the instruments common (o the
five regions, viz.:

. collective interviews with the teachers of each schoal;

. interviews with the representatives of the five action groups working under the local
teacher education instifutes;

. analysis of the protocols established with each institute;

. Dbzervation of classroom activitics;

. action plans and local evaluation reports.

The information collated was processed in accordance with the following evaluation
benchmarks:

- school organisation

- classroom practices

- Iraining and supervision

= reflection on practice

- organisation, structure and development of the project

1.1. School erganisation

. How did the school organize
tsell for the project?

What effects did the project
a¥e on organization?

f. The most significant measures concern the initiatives taken by teachers lowards
encouniening ways of working together amd organising continuous fraining
actions;

2. Significant differences were observed from school to school: in some schools,
most teachers joined the projeet, in others only a minority took part.



3. There was a reduction in the number of teachers involved from the first year 1o the
second year;

4. The involvement of the head teachers was minimal, limited to facilitating the
initiatives of the teachers,

5. Mo concrete measures were laken concerning school-family relations.

1.2. Classroom practices

. In what ways did teachers wurlJ
together?

L Whal teaching strategiea?

. What effects?

Collaboration between teachers

. Collaboration between teachers essentially consisted of informal exchanges of
information;

. The sharing of experiences in more formal terms took place mainly at the teacher
education initiatives organised by the action groups;

. A new form of collaboration between regular teachers and support teachers was
observed: the latter now worked within the classroom, taking part in all class work;

. In some schools, teacher partnerships were formed, which entailed the shaning of
pupils in cerlain activities,
Teachingflearning strategies

. Strategies implemented included: brainstorming, child-to-child approaches, group
wark;

. These strategies were not implemented on a school general basis but on the initiative
of individual teachers,

. They were shared more in 1"-cyecle schools (one teacher for all subjects) than in ot
and 3™-cyele schools (different teachers for different subjects).



Effects on pupils

We were unable to irace a cause-and-effect relationship between the project
and pupil achievement. However, some teachers noted that certain pupils, especially
those with learning difficulties, recorded improvements in terms of involvement in
classroom activities, performance and behaviour,

1.3. Teacher development and supervision

L YWhat modes and iniGatives?

L What implementation?

According Lo the lerms govermning the project, in-service teacher development
is the machanism whereby action is initiated and supervision the mechanism whereby
teacher development activities are seen to be efficient. Once it had participated in a
capacitation course based on the resource pack, each action group was to bring ils
skills to the schools and teachers involved in the project in its area of intervention.

Action consisted of the organisation of in-service teacher educalion actions
{courses or study circles). Teacher education sessions were also an opportunity for
exchange of experiences snd mutwal collaboration; supervision was essentially
provided over the course of teacher education activity.

In the second year, in some regions, no in-service teacher education initiatives
fook place and supervision was minirmal.

The resource pack was used in a very flexible manner to respond 1o the needs

of each group of tzachers. All teachers considered il to be an extremely potent teacher
development tool.

1.4. Reflection on practice

- What modes?
. What effects?

In this section we discuss the following:

. Reflection sessions on practice (which essentially occurred during the courses
SESSIONS);

. Sell-evaluation (varipus instrumenis were used);




. The teachers felt that reflection allowed them to develop awareness of l_ha scope of
the project and of the conditions, which had o be created in the school if it was to be

properly impiemented.

. The most evident effect was that teachers had the chance to air their experiences and
feelings to their colleagues. They guestioned their own practices and let others
question them oo, something which antil then had never accutred.

1.5. Organisation, structure and development of the project

L What mode?

L What implications?

The project was structured around three levels of intervention:

. National co-ordination — for which the [IE was responsible - compnsing the
definition of objectives and central stratcgy {use of the UNESCO resource pack),
general organisation of the project, s co-ordination and evaluation, conducted in
collaboration with all those involved;

. Regional level: action groups responsible for training, intervention in the schools,
giving support and momentum to the project and collaborating in its evaluation;

. The schools (or rather the teachers), whose task was to take pan in teacher education
in-service activities and take action towards introducing new stralegies and trying new
approaches 1o inclusion in their classroom practice and the school environment.

This structure can be defined as both hicrarchic and flexible. The action groups played
a vital role as they were the real driving forces behind the project. Their activity was
approved in the protocols signed by the heads of teacher training institutes and the
director of the IIE.

The most relevant aspects here are:

- The structure allowed full impact of the concepts and practice of the resource pack
in the initial initiatives of schonl-centred teacher development via the action of the
facilitators invelved in the project;

- It gave local institutes the chance to act a3 regional resource centres for the

dissemination of the inclusive schools concepts (though not all institutes assumed
this function in the same way),



- It allowed for the existence of local action groups, operating in close proximity to
the schools.
There were however some barriers:

. The lack of material resources obstructed the work of the action groups (especially
lack of time for work dedicated solely to the project);

. Lack of co-ordination in the evaluation procedures employed by the different action
groups;

. Low involvement by head teachers.

2. Conclusions of the Research Project
As of the present phase of evaluation we can draw the following conclusions:
. Teacher education activity was the dominant strand in the project;

. School supervision fell short of the objectives set, due fo the lack of working
conditions for the action groups, especially in the second year;

. The impact of the project was different from school to school, but in all cazes it
produced greater co-operation between feachers involved and introduced new
reaching/earning siraregies in the classroom, especially child-ro-child co-operation
anel the developmeni af woark in groups;

. In many schools there was expressed an interest in the future development of the
sirntegies propased by the praject; in some cases these strategies have now caught on
in ather schools,

C - LESSONS LEARNED

1. What we learned about the implementation of the project

The findings presented above allow us to conclude that the progress made so
far is merely the beginning of an extremely complex, and necessarily lengthy, process,

At different moments in the implementation of the Inclusive Schools project,
we were able (either with the members of the teacher education institute teams or,
more occasionally, the groups of schoolteachers) to eflect on both the barriers
currently facing the implementation of an inclusive schooling project in Portuguese
schools and the avenues of polential open to us.



Some of these barriers, and much of the potential, are directly related to the
structural conditions of the Portuguese education system; other faciors stem from the
actual process of supervision of each school and its suitability for quality education
for all, in terms of the conditions tried and tested in a wide variety of contexts in
various countries.

The final evalustion meeting for the Inclusive Schools project, co-ordinated by
Prof. Mel Ainscow, constitutes a landmark in the building of awareness of these
conditions.

We can now affirm that we leamed more from the experience than we could
ever have imagined; we know what we should not do and, more importantly, whal we
can propose to schools wishing to make advances in inclusive schoaling.

The most important lessons we leamed over the last four years are:

a. The results of a project of this nature are only effective within the perspective of the
school as a whole, with change implemented systematically, i.e. with ail elements
interacting: curriculum and curricular managemenl practices, pupils, parenis and
community, organisational practices, teachers and evaluation.

b. We need 1o think, and work, in the long term if the initial professional advances
made by the teachers are 1o be consolidated, and if the project is 0 be effectively
telopred by the school. Therefore, the supervision of teachers should be reinforced
throughout the launch phase — one or two school years are insufficient. The seminars
on experimentation with the five principles of leaming of the UNESCO resource pack
are 4 starting point, fundamental but not of themselves sufficient; accompanying the
process of change within the school requires the adoption by the eachers who set
inclusion as a priority as well as by the school as a whole,

c. At the construction phase of the project, it is necessary that a substantial amount of
tirme be set aside for the negotiation of the degree of commitment of cach of the
organisations involved, including government bodies. At the same timeé the
clarificution of project objectives by all those who are directly involved, i.e. teachers
and senior s1aff of the schools, is needed. Failure (o define objectives and commilment
may lead 1o serious obstacles arising due to the complexily of the undertaking: the co-
ordination of different partnerships working on the same type of project but with
different ideas and purposes.

d. Another aspect directly related with the above, and which we will also examine
when we come to talk of prospects for the future, is the need to give more power Lo
the schoal — at all levels of the project’s development, from conception to direct
involvement in management and co-ordination, and o evaluation.

e. It is necessary to eliminate certain problems affecting the Portuguese education
syslemn, such ns:

+ high teacher mobility, with some teachers changing school every year,

1



» curricular rigid practices, which leads to compantmentalisation of time and
space and a general conceplion of the curriculum as a checklist to be ticked
off;

» the lack of effective leadership on the school level, caused by the traditional
centralisalion of power and the near total absence of school autonomy in the
recent past,

These problems affect school culture and are serious barriers to the development of a
project, which extends to the school as a whole.

. The importance of exploiting the poteatial for innovation of the education system:

- linking different programs and projects, some internal to the school and others
proposed by the Ministry of Education, as is the case of the application of the
new legislation on autonomy and management and the government ruling on
curricular flexibility, from the teacher development school based programs;

- piving momentum, in accordance with the needs of each school, o local
structures for in-service teacher education, i.e. school association teacher
education centres, to facilitate the construction and implementation of context-
based teacher development programs for teachers, head teachers and other
education school professionals.

- involving regional education departments in the process, thus guaranteeing
effective support and securing the presence of the teachers involved in the
respective schools.

Z. A new project

The challenge Prof. Mel Ainscow presented to us in the evaluation meeting was
taken up by the IIE. This challenge is draw on our acquired experience and on
expending more time on examining the conditions likely 1o facilitate the effective
support to schools, which express a clear commitment to the development of inclusive
schooling. This means giving more power to the schools.

Acting under the consultancy of Prof. Mel Ainscow’s team, we have decided 1o
launch a new project in this area — Promoting fnclusive Education. This is a follow-up
project that combines research and action, or in other words experimentation and
systematic reflection on existing practice. The aim is to improve practice, by a firmly
hased formative assessment process, whereby all participants are both actors and
authors of research.

Al present three schools are involved in the project. These schools formally asked
for IIE support for their school project development and expressed interest in
participating in an aclion-research project and in negotialing a contract of
collaboration with IIE. This contract covers senior staff as well as teachers. Its
objective is 10 create the organisational conditions best suited to improve the leamning
of all pupils, via collaboration and reflection on practice.

1



The three schools were selected fram a number of education communities that
have hosted UNESCO school-cenired demonstration workshops and afterwards
requested the IIE for supporting their changing efforts towards inclusion.

The role of the ITE will be to promote suitable teacher development activities and
supervision, and to guarantee the creation of a research team made up of ils own stafl
and external consultants, Prof. Mel Ainscow and Dr. Windyz Ferreira, from the
Centre for Educational Needs, University of Manchester.

This team oversees the whole research-action process, lcading to the development
of innovation within the school, and at the same time sceking (0 understand how more
inclusive practices emerges and can be fostered in the Portuguese school system
confexl,

A design of the project was cutlined for the period of three years, from 1999 to
2002, based on the survey of the possibilities existing today in Portuguese educational
sysiem and the participant schools.

The first step for the school was to create a co-ordination team including the head
of the schoal.

The preparation year was a challenging time, marked by two visits of the
consultants from Manchester University, including an intensive seminar for the co-
ordinators .

The process is lead by each school and based on the work with the inclusion
indicators from the Mndex for Inclusive Education (20000, adapted to the Porluguese
context, witch considers three dimensions of the school life - culture, policies and
practices.

The project aims for the improved learning and participation of all pupils

The basic strategy is to use the relevant experience and skills previously acquired in
the schools as the background en which to conduet reflection on educational practice.
This know-how will be complemented with research findings from other experiments,
in Portugal and abroad, on the development of quality schooling for all, particularly
those projects based on the UNESCO Resource Pack.

Manchester, 25 July 2000

Ana Maria Bénard da Costa
Isabel Paes
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In Portugal, Special Education Services, i.e. those
responsable for the education of children with special educa-
tional needs, are sponsored by private assoclations or state
departments belonging to different ministries.

Considering the difficulty of giving 4 complete
discription of all the different programs comprehended by this
Educational Sector that are connected with the "Integration
of Handicapped Children”, I chose cne that has been operating
the:e last 10 years and that is sponsored by the Ministry of
Educltiun under the General Direction for Compulsory Education.

So the following will not cover the "Integrated
Pducation” in this country but, only, one program that covers
at the moment, 5.000 children helped by a staff of 600 teachers.



1. In order to make understandable the kind of intervention that
has been carried out in relation to handicapped children in
their homes and in normal schools it is necessary to give some
information that will help to situate this group in the larger
context of the reqular education.

= Compulsory education has a duration of 6 years for 6 to 12
years up age;

- RAbout 4% do not attend elementary school (the first 4 grads)
and 11% do not attend preparatory school (5th and éth grads).

= The children must achieve some level of knowledge in order to
reach the next grade and those who do not, are allowed to re-
main in school till 14 years of age (some in the first or se-
cond grade).

= Most of the children spend in school half day, as the same
classrooms are used for two different groups;

= Rkt last, it is important to mention that tHe educational ser-

viced are run by a very centralized system as well as pedago-
glecaly as administratively.

2. The guide-lines of a National Plan concerning the Integration
of Handicapped Children.

When, in the early 70%, the Special Education Department started
its activity in order to promote the integration of handicapped

children, different factors have conditioned the guide-lines of
the Plan that has been designed:

- The lack of financial resources.

- The difficulty of the enrrolment of Epacialit.ed staff;

= The need to use the existing comunity resocurces from the

different fields:

Health

Social Services

Rehabilitation and Lakur

and, mainly education knowing the existing needs, it was



important to use all the possible means and to improve their
cooperation in a local and regicnal level, toward the same
aim: the normalization of the handicapped child in all his
life-situations.

Amoung these means we can mention:

- pre-school and school-teachers available for the work as
support or resource-teachers.

- A narrow net up primary and preparatory school and a larger
one for pre-echools.

- pDifferent kind of services with gualified professionals located
in the towns:
- Hospitals, Child Guidance, Assecement Centers.
- Scme services located at regional levels: Health Centers,

Sccial Services, Special Echools.

These resources could be used on different ways; like the
following:

- Assessing and guiding the children.

= Training the teachers.

= Giwving medical care.

once the situation was under three different aspects:

- Different special educational needs.
- Existing resources.

- Limits and difficulties imposed to the special programs

The guide-lines of the National Plan have been established:

- Create the necessary condltions for the integration of some
categories of handicapped children:

= wisual handicapped
- deaf

- motor handicapped (with or without neorological impairments



Aiwing not only at school-integration but also at normalizatiom
of family-life and the participation in the comunity-life.

- Give priority to the young children

- Use all the possible existing resources as means for this
integration;

- PBase this "integrational process" on the work of resource-
-teachers.

- Start this program in some different regions (6 regions) and
let it grow and devellop through a process of community in-
teracticn as motivating factors in this cooperatlon between
di fferent services and training a direct action in school
integration.

This plan has been approved and started with a Teacher-Training
course that lasted for academic two years and that enrcled &0
teachers, from the selected regions. We will explain, next,
briefly the aims, the organizaticns and the actual situation

of this project.

Strategy for intervention in the "Special Educational Teams"

A& it as been mentioned, the complex process that leads to the
"normalization" of the handicapped child has been part into
action mainly through a group of "support-teachers"”.

These tmachers, started their work in different regions and

have been organized in groups that we called "special Educaticnal
Teams .

These teams had the following tasks:

- Ta meet the children and direct them to an Assessement Center.

— To make an individual educational plan, in accordance with
the children's needs and evaluate thelr progress.

- To meet the families and advise them, giving them support
and helping them find answers to the various problems of the
child's education.



- Help the integration of children in kindergarten and give
support to parents ‘and teachers.

- Help the integration of children in school (primary and
preparatory) giving support to the teachers and te the
children.

- Prepare the necessary special materials.
- Provide schools with special eguipment agquired by the D.E.E.

- To teach special methods whenever required (Braille, Mobility,
Bliss, ete.).

- Help integration in the community.
{local associations)

- Help integration of young pecple after school.

If we look in detail to the different aims assigned to these
teams, we easely realize that many of these activities are

not supposed to be accomplished directly by the teachers but by
the different local or regional services:

- Health Centers

= Spocial Services

Hospitals

Child = CGuidance Clinics

Having these services in mind the task of the teams has been,
mainly to put the child in contact with the different services
whose contribuition was needed or to receive from their staff
advise and help in order to approach the child in a more adeguate
way. For instance the teachers have, to send or even to accompany
the child to a consultation in a Health Center or a Hospital.
Other times, he can participate in meetings with doctors and
therapists or get individual advice from them, concerning the
children they are working with.

fea



4.1.

4.2.

The "Team" as all work groups, has its own personality, its
own weekness and its own strenghts. Some had a past growing

process and encoraged other teams to start in other areas
near-by.

Others had a concrete intervention on the community and by their
pressure the apearence of other services like pre-schocl Or
Health Centers; Others had the possibility to do so, and made

a more modest and local work.

One of the members 1s elected by the others as "Team-Leader"
which implies different and heavy responsabilities.

The team has its guarters where the teachers can do their indi-
vidual work, where they meet regulary, where the administration
{5 held, and where the families, reqular teachers or other
members of the community can be met.

Each teacher as a teacher has a group of children they are res-
ponsable for but, it is supposed that a close inter-action take
place between them in order to allow a mutual help and cooperation

pifferent work - Strategies of the Teams.
aid to infants and pre-school children at home and at pre-school.
rhe children are helped as soon as thelr case is known by the

team. Sometimes immediatly after birth.

During the first three years cf age the children are helped in
» home-basis, monthly indirectly through the advise and support
given by parents.

At pre-school age a great effort is needed to integrate the child
in a regular pre-school and then support is given to the pre=
-school teacher and to the child if necessary.

aid to school age children.

4.2.1. Itinerant help.

T4{11 now, most of our rescurce-teachers are {tinerant, as the

fonn
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net of our teams is still insuficient to cover each community.
Many of them must operate in areas of several units in order
to help different handicapped children. They visit the schools,
the homes and work with the communities.

From the total of 553 teachers, 320 are itinerant.

4.2.2. The resource room.

It i=s used mainly tc help profond deaf-children and those with
severe learning or behaviecur problems.

Some resource-room teachers are assigned to oaly one school but
most of them divide their time amoung 2 or 3 schools.

The resgurce-room is supposed to work on a close inter action
with the regular class and with the hole school, and the support
of the special teacher is given to all the school staff.

4.2,3, Other integrational patherns.

= 5ocme children are helped in the so called “"free-time
activities"®.

- Some classes have an extra-teacher in order to facili-
tate a more individual approach te each child, ineluding
the handicapped child.

(the so called co-teaching system).

- In Preparatory and Secondary schools that have subject
teachers, ‘the handicapped children can receive extra-
~individual lessons given by their regular teachers.

The following chestrs will show the number of teams, their
geographical distribuition and their community inter-action.

The Team-Work on a Communal Transdisciplinary Basis.

Trying to implement the integration of handicapped children in
a rigid educational system as the Portuguese one, and in schools
facing the actual amount of basic needs has been through almost
as an impossible task. And the obstacles were increased by the
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fact that the Special Education Department could rely on the
support of only pre-school or school teachers not having the
possibility (as it has been menticned) to enroll other profes-
sionals as psychologists, therapists or gocial workers.

After 10 years we can say that these obstacles have not been
impossible to ovarcome and we can say that the integration of
handicapped children is an existing reality from North to South,
€rom the eities to the rural areas, from the pre-school levels
to the scondary schools.

By the nexpression existing reality” we do not mean that each
child with special needs adequately helped in this country. We
mean that we are helping some is a positive way in many diffe-
rent regicnes, countries and schools.

We think that this task is being accomplished because we could
use all the existing resources and services and because our
teachers have been helped and supported by them.

It would be possible to have a multidisciplinary team to contact
each child. It would be to expensive, most of the children are
living to far away; the hospitals are in many cases difficult.

But it has been possible to establish a cooperation - chain
linking the specialists based on the big cities and the teachers
working all over the country in order to demonstrate that they
could help the children in the best possible way.

The use of all the local, regicnal and national resources their
close cooperation toward the integration of the handicapped
children has been our main "toel", and we think that the chance
for future sucess relies in this "Transdisciplinary communal
Work".

perspectives of Evolution

The "Teams" started their work 10 years ago. A profound change
in the policies concerning "gpecial Education” peccured since
then all over the world. The impact of three changes reached
our country and added to our owWn experiences produced a change
in our own policies and shattered our precious beliefs.
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This moving process can be explained as follow:

= A larger responsability on the part of regular education
for those handicapped students within its domain, i.e.,
those educational problems associated with the handicapped
began to be viewed as problems of the school, rather than
problems beyond its jurisdiction which must be solwved
without the school's interference.

= A gradual integration of the resource teacher into the
regular structure of the school so that he might be viewed
as part of the school itself, not alien to it.

- An increase in the attention paid to the problems of all
the children in the classroom and not just to those who
are officlally classified as or considered to be handicapped.

= A need for greater versitility on the part of the support
teacher has he concentrates his work on fewer schools
(sometimes working only in one) and shifts his effort to
work in greater detail on those cases which cause the
greater difficulties in the classrocom.

In a short run, this evolution is leading to a "fusion" of
those sectors which heretofore were separate - motor handicap-
=ped and mentally handicapped - which in turn is creating a

pocl of trained resource teacher who will be available to assist
children with their problems be they intellectual, neorclogical,
or motor in nature, be they of an effective or behavicral order.
It is anticipated that it will continue to be necessary to rely
on specialists to agsist the blind or severely or profund deaf
children but the greatest part of the educational resources

will be directed toward those children with the problems mentio=-
ned above.

It is acknowledge that in the relatively near future, the
borders separating regular teaching from special teaching

will weaken and that the structure established to encourage
this integration; l.e.; the Special Education Teams, will inte-
grate itself inte the regular system of teaching. In order for
thie to beccme a reality, however, we still have a long way to
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A EVOLUCAO DA EDUCACAO ESPECIAL EM PORTUGAL: DAS
ESCOLAS ESPECIAIS AS "ESCOLAS INCLUSIVAS"

L. EVOLUCAO DOS CONCEITOS

As primeiras experiéncias de apoio a alunos com deficiéncia tiveram lugar na
década de 50 € 2 sua iniciativa partiu do entSo Ministério da Saude e Assisténcia,

Com apoio técnico da "American Foundation for the Overseas Blind®, foram
criadas as condigBes que permitiram que alunos cegos frequentassem classes regulares
em algumas escolas Preparatdrias e Secundirias do pais.

Apbs uma fase inicial, em que a experiéneia se resiringiu a trés Escolas cujos
Directores se mostraram especialmente interessados e cooperantes, a integracio desta
categoria de alunos foi-se difundindo a diferentes regides e aumentaram o5 reCursos
de apoio, quer humanos quer materiais.

No entanto, o facto deste programa nio estar directamente dependente do
Ministério da Educagio e o facto de nio existir qualquer base legal que favorizasse
cstas medidas, levaram a que a chamada "Educagio Inteprada” s6 se viesse a
implementar apés a reforma educativa del973 que criou o primeiro Servico

vocacionado para a Educagio Especial

Podemos considerar que em meados dos anos 70 se inicia, assim, uma nova
fase caracterizada pela criagiio de "Equipas de Educagio Especial”, destinadas a apoiar
a integragio dos alunos com "deficiéncia visual, auditiva ou motora".

A onentagio que, nesta época, se imprimiu ao ensino integrado pode
explicitar-se do seguinte modo:

- O apoio estava a cargo de professores especializados, agrupados em Equipas
que actuavam de forma itinerante. Estes professores atendiam criangas residentes
em diferentes localidades, numa drea vasta (abrangendo um ou mesmo mais
distritos) e a sua acgio visava a integragio, nio s6 a nivel pre-escolar ou
escolar, mas também a nivel familiar e social

- Para além de uma actuagio directa, os professores de apoio constituiram-se
como “pivots” da intervenglio dos diferentes recursos existentes a nivel local ou
regional: Centros de Saude, Hospitals, Centros de Reabilitagio, organizapdes
privadas e Autarquias. As Equipas exereciam, assim, uma accio multifacetada
de modo a poder responder as diferentes situactes das criangas, das familias, das
escolas e das comunidades em que residiam



- O apoio escolar ara ent3o dingide, essencialmente, ao aluno havendo, mesmo,
a expressa preocupacdo de nd@o mterferi no trabalho do professor regular & no
funcionamento da sala de aula ou da escola.

- Toda a responsabilidade da resposta ds necessidades especiais dos alunos reacia
no professor de apoio e na Equipa, mantendo-se a escola regular numa atitude
passiva, que denotava o lugar secundério que estes alunos ocupavam: eram mais
tolerades do que verdadeiramente integrados.

De acordo com esta perspectiva, € facil compreender que unicamente os alunos
com deficiéencias do foro fisico fossem integrados: de facto, era condico para a sua
frequéncia da classe regular conseguirem obter aproveitamento escolar, ou seja, serem
capazes de aceder ao curriculo normal,

No anos 80, esta situagio foi profundamente alterada Por influéncia de novas
concepgdes transmitidas através da literatura e através de Semindrios e Congressos, e,
sobretudo, pelo acumular da expeniéncia e das reflexdes por ela suscitada, o Servico de
Educagiio Especial e muitos dos professores de apoio sentiram a necessiade de alterar
o statuo quo e de reformular as concepgdes que acima refenmos,

Esta reformulagio baseou-se nos seguintes principios essenciais:

- A escola ndo se destina prioritariamente a alunos "sem problemas” mas devia
estar aberta a todas as criancas, constituindo a escola especial um recurso Gitimo
para casos especialmente graves,

- A educagio especial nio deve ter como ponto de partida a classificagio dos
alunos por categorias médicas { cegos, surdos, paralicticos cerebrais, etc) mas,
antes ter em vista as necessiades educativas especias de cada crianga;

- A acgio de apoio, embora dingida essencialmente ao aluno, nio dispensava a
colaboragio activa do professor regular, devendo este adequar & sua intervengio
as diferentes necessidades do alunos.

Com base nestas concepgBes, a acgio da Equipas modificou-se:

- passou a abranger a generalidade dos alunos, incluindo os portadores de
deficiéncia mental ou multideficiéncia;

- 05 professores de apoio dos alunos com problemas cognitivos ou de
ComuniCacie mais graves passaram a estar fixos numa escola e a exercer

funcies em "salas de apoio™:

- 25 escolas regulares passaram a sentir uma maior responsabilidade pelo
atendimento dos alunos com necessidades especificas.
3



Durante a presente década, o principios acima enunciados persistem no
espirito da grande generalidade dos professores - sejam do ensino regular seja do
ensine especial - mantendo-se & existéncia de indmeras salas de apoio e mantendo-sc a
existéncia das Equipas de Educagio Esperial.

No entanto, é fundamental reconhecer que a Reforma do Sistema Educativo,
COm 2§ novas perspectivas que langou, abriv novos rumes a esta problematica.

Ap lermos os dois documentos-base do Congresso de Salamanca,
compreendemos que algo do que esta implicito no conceito das "Escolas Inclusivas”
Ja estd a ser aplicado entre nos, embora 50 em algumas escolas e sem que estejam
disponiveis todos os recursos que esta nova concepgio educativa implica,

As transformages a que temos assistido nos alimos anes dizem respeito,
essencialmente, a0 seguinte;

- Progressiva responsabilizagio da escola pelo atendimento de todos os alunos,
incluindo os que apresentam problemas mais graves;

- A consequente insergio dos professores de apoio no quadro docente regular,
considerados, ndo como até aqui, como especialistas externos, mas como
elementos integrantes da escola;

- A crescente preocupacio com os alunos que, nio tendo qualquer deficiéncia
detectavel, apresentam dificuldades no acesso ao curriculo ou no convivio com
oz colegas ou professores,

- A procura de respostas diversificadas de apoio destinadas a promover o
SUCess0 escolar,

- A alteracio das formas tradicionais de avaliagio e o abandono do recurso
sistemitico i repeténcia como resposta 4s dificuldades dos alunos.

Nio podemos considerar, no entanto, que estio criadas em Portugal as
condighes para podermos denominar a generalidade das escolas como "Escolas
Inclusivas®. Fara tal, € necessirio que os professores de apoio deixem de estar
colcados em Equipas ¢ passem para o dmbito das escolas & é necessario gue se
disponibilizem os inlmeros recursos humanos e materias que ainda faltam : sejam
colocados terapeutas e auxiliares, se garantam os transportes especiais de que muitos
alunos necessitam, se assugurem as refeicGes, se conte com aj técnicas & com
matenas de compensagao.

E, ainda, fundamental, que todos os professores recebam a formaglio necessaria
para serem capazes de lidar com 2 "diferénca® na sala de aula e se comprometam
activamente na trasnformagio das escolas em "Escolas Inclusivas’, para o que serd
necessirio contar com processos eficazes de formagio inicial ¢ continua & com

servigos de supervisio e de apoio (Centros de Recursos cu outres).
E]



Antes de terminar este capitulo, & fundamental referir que a existéncia de
"Escolas Inclusivas® nio dispensa, de forma alguma, a necessidade de Senvigos
especialmente vocacionados para a problemitica dos alunos com deficiéncia O
atendimento de uma crianga ou de um jovem com uma deficiéncia sensorial, motora
ou mental, com uma multidefici¥ncia, ou com problemas graves de comunicagiio,
exige um multiplicidade de cuidados, que vao desde o apoio is familias e aos servigos
de saude ou de reabilitagio, até ds medidadas da drea da formacio profissional e do
emprego, e todas elas tém de ser intimamente articuladas com a acgiio de imbito
eduativo

A actuagdo que tem lugar em cada escola tem de se coordenar intimamente
com todas estas dimensbes da vida da crianga ou do jovem e tal exipe a existéncia de
Servigos de Educacio Especial, capazes de garantir a permanente actualizagio das
medidas a tomar e a efectiva coordenagio interdepartamental.

2. EVOLUCAO DA LEGISLACAO

As evolugdo dos conceitos relativos & Educagdio Integrada, é acompanhada de uma
evoluclo legislativa.

Assim:

- Comespondendo as concepgbes que tiveram lugar nos anos 60, encontramos
diversa legislagio do dmbito do Ministério da Saude e Assisténcia a que se
contrapde um vazio guase absoluto, no sector da Educacio.

= Nos anos 70, deparamos com um diploma que regulamentou a integragio de
alunos com deficiéncia nas escolas regulares - O DL, 174/77 de 2/5 - em que
estio patentes as concepides vigentes nesta época ;

- @ necessidade de classificagio dos alunos como “deficientes" para
poderem usufruir de apoic educativo;

. @ dependéncia da decisio sobre o apoio a prestar de uma prescricio
médica;

- @ centralizagio do poder sobre esta maténa ( cabia ao Director Geral
autorizar as medidas de apoio);

2 auséncia de participagio dos pais.

= Nos anos 80, a Lei de Bases do Sistema Educative vem consubstanciar os
noves prncipios que se difundem nesta década, determinando o direito a todas
as criangas - mesmo deficientes - a beneficiarem de uma educagic e
estabelecende que esta educagio se deve processar, essencialmente, nas
estruturas regulares de ensino, devendo ser garantidos os recursos ¢ as medidas
especiais necessarias a cada caso,
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Trata-se de um passo em freme de impontincia fundamental que ainda hoje
constitui uma referéncia para a qual caminhamos e que estamos longe de ter

atingido,

= A evolugio dos anos 90 - a que fizemos referéncia - tem a sua expressio
legal, essencialmente, nos seguintes diplomas:

- D.L. 35/90 de 25/1

Determina que todas as criangas - incluinde as portadoras de deficiéncias
graves - estio sujeilas a uma escolaridade basica obrigatdria,

Com este Diploma desaparece a "dispensa de escolaridade” que tinha
constituido uma medida descriminatbnia que deixava estas criancas sem
qualgquer recurso educativo, a cargo exclusivo das respectivas familias.
-DL 319/91 de 23/08..

No preimbule e no  articulado deste D L.  encontramos todas as
orientagdes que caracterizam esta fage do processo de integragio escolar,

Ou seja:

. Substituigdo da classificagio dos alunos por grupos de deficiéncias
pela nogio de "necessidades educativas especiais™;

- Responsabilizacio da escola pela intervencio junto de todos os
alunos;

. Atendimento de todos os alunos no "meio menos restrtivo
possivel”;

Individualizagio das respostas educativas, apresentando-se diversas
"medidas do regime educalivo especial”.

- Reconhecimento da necessidade do parecer dos pais sobre as
medidas de avaliagio e de intervengiio no dmbito do regime
educativo especial.,

- Legistagio do dmbito da Reforma, nomeadamente:
. O D.L. 43/89, relativo & autonomia das escolas;
.0 Despacho Normativa 98-A/92, relativo 4 avaliagio dos alunos
. O Despache MNormativo 178-A/ME/93, relativo ao apoio

pedagdgico
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Estes Diplomas consagram o papel da escola regular na procura de uma iguladade
de oportunidades no acesso 2o curticulo, no apoio is necessidades educativas especiais
e na "inclusio” dos alunos com deficiéncia.

No entanto, nfo se pode considerar que esta legislagio corresponda de forma
totalmente adequada ao conceito de "Escola Inclusiva® O simples facto de se
publicarem, em separado, medidas destinadas aos alunos com deficiéncia e aos que
tendo problemas escolares n¥o apreseniam qualguer diagndstico preciso, leva a
concluir que ainda se pretendem separar estes dois grupos De facto, em muitas
escolas, tem-se verificado que os problemas dos primeiros sio relegados para os
professores de apoio, & gque a2 atencio dos professores regulares e dos corpos
directivos se centram nos segundos.

A legislagio desejavel para o5 anos 90 estd ainda por elaborar . Quando
existir, esperamos que o esforgo de transformacio das escolas em "Escolas Incluivas®
e que a Educagio Especial em todos os seus vectores, recebam um novo e decisivo
impulso.

3. EVOLUCAQ NUMERICA - 1982 - 1992
{Dados relativos ao Continente)

{(Ver Quadros anexos)

3.1.0 nimero total de alunos atendidos por recursos de educacio especial & de 38.800
© que, relativamente 2 populagiio escolar, (1.595 323 alunos em 1992/93) corresponde
auma percentagem de 2,4%.

Comparando estes dados com os dos restantes paises da Comunidade Europeia em
que a média se situa em cerca de 10%, verifica-se que em Portugal hi ainda uma
grande percentagem de alunos sem o apoio especial de que carecem.

3.2. De entre os 38.300 slunos apoiados, 27 354 estdo integrados em escolas regulares
e 11 446 frequentam escolas especiais,

Considerando que, de acordo com a politica educativa para o sector, 56 08 casos muito
graves deveriam recorrer a escolas especiais, considera-se que a percentagem dos que
nio frequentam as escolas regulares € ainda muito slevada

A falta de recursos educativos e, sobretudo de apoios extra-escolares (transportes,

refeighes, cuidados terapéuticos) destas escolas, contituem a fundamental justificagdo
deste facto.



3.3. De entre os profissionais que actuam no Ensino Integrade, encontram-se 2 519
docentes e unicamente 62 técnicos. Considerando o papel que representam oS
terzpeutas e os psicdlogos na Educagio Especial, este dado revela uma grave caréncia
nesie seclor,

3.4, Dos 2 519 docentes que exercem apoio a alunos integrados unicamente 705 sio
especializados, o que corresponde a 28% do total .

Esta situagio é preocupante pois significa que a major parte dos docentes nfio estd
preparada para exercer as fungbes que lhe esta cometida. Por outro lado, verifica-se
que apercentagem dos ndo especializados tem vindo a acentuar-se nos tltimos anos
(em 1987 a percentagem dos docentes especializados era de 32%), o que constitui um
factor igualmente grave,

3.5. Estiio integrados em escolas regulares S 399 slunos com deficiéncia mental, o que
constitui um nimero significativo se se considerar que sé a partir de meados dos anos
80 se miciou a integragio destes alunos.

3.6. Na Gltima década verificaram-se aumentos significativos no nimero de alunos
atendidos, ¢, especialmente, no niimero dos atendidos em escolas regulares.
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1. Introduction

La Mission au Maroc qui m'a été confié par I"UNESCO, et qui a eu lieu entre
le 29 Septembre et Je 8 Octobre 1997, s'inserit dans Je cadre du développement d'un
Programme de Réhabilitation & Base Communautaire (RBC), crée par le Hautl
Commissariat aux Personnes Handicapés (HCPH), avec la collaboration des différents
départements gouvernementaux, des représentants des personties handicapés et de la
société civile.

Aprés une premier contact entre le Haut Commissariat et le BIT, un plan de
toopération conjointe - BIT, OMS et UNESCO - ayant la participation d'une ONG
Frangaise, “Interaction pour le Développement”, a éié proposé et la mission
interagence dont j"ai fait part 2 &t mise en place.

2. Objectifs de la Mission
<.1. Objectifs globaux de la Mission interagence:

- Connaissance du développement du programme RBC dans les trois communes qui
avaient désignés comme locaux cibles: Settat, Khémisset et Salé;

- Présentation de ce programme & d’autres Agences tel que le FNUAP et I'UNICEF,
de fagon a suggérer leur coparticipation financiére et technigue:

- Présentation des lignes fondamentales du programme aux Ministres de 1'Education
Nationale, de la Santé Publique ct de la Formation Professionnelle;

-Elaboration, en collaboration avec le HCPH, du document final relatif au "Projet de
Coopération Technique”, a étre présenté au PNUD.

2.2. Objectifs spécifiques de ma Mission, dans le volet “éducation™:

- Connaitre les plans préalablement établis par le HCPH, en collaboration avec le
Mimistére de I'Education Nationale, concernant le développement de I"intégration dans
les communes cibles,

- Contacter différents dépantements du Ministére de I'Education, quelques ONG qui
travaillent dans le secteur de I'enfance et de la jeuncsse, des écoles spéciales et des
écoles ordinaires, ayant de 'expérience dans I'intégration d'éleves handicapés, a fin de
pouyair acquérir une compréhension plus concréte sur la situation de 1'éducation en
général et sur les initiatives déji existantes dans le cadre de I"intégration scolaire.

- Sensibiliser les responzables du HCPH et des départements du Minisitre de
I'Education Nationale contactés sur la perspective de I'école inclusive, selon les
recommandations de la "Déclaration de Salamangque™;

- Participer 4 P'élaboration du document final relatif an “Projet de Coopération
Technique”, et proposer la rédaction du chapitre concernant 'éducation, selon les

ives que, d'aprés les informations oblenues au cours de ceite Mission, me
sembleraicnt plus adéquates.



3. Activités préalablement développés dans le cadre du “Projet RBC” et du
Projet “Ecoles Intégries et Programmes de Soutien Communautaires”

En 1995, le HCPH a initié, avec la collaboration de différents départements
ministériels, un Programme National de Réhabilitation & Base Communautaire (RBC).
Une structure de coordination de niveau national, régional/provincial et local a été
€tablie et trois communes ont &é choisies comme locaux cibles pouUT Une premise
Phase expérimentale: les communes de Settat, Khemisset et Salé. Un Comité National
du Programme RBC = &é mis en place, sous la présidence de Madame le Haut
Commissaire aux Personnes Handicapées, comprenant des représentants de la plupart
d;-'l ministéres, des représentants des personnes handicapés, ainsi que ceux de la socigté
civile,

Suite a une requéte du Haut Commissariat, une Mission du BIT a eu lisu en
Juin 1996, en vue i Iélaboration d'un “Document de Projet” visant |e renforcement du
programme RBC, a soumetire au PNUD pour financement. Dians le cadre de ce Projet,
diverses actions de formation et de sensibilisation sur Je Programme RBC ont été
organisées et, sous le patronage de I'UNESCO et dans le cadre du Projet “Eccles
Intcgrées et Programmes de Soutien Communautaires™, un Séminaire a eu lieu du 31
Mars au 4 Avril 1997, Dans la continuation de ce Séminaire, ont eu lieu des actions de
sensibilisation e1 de formation, au profit des instituteurs des B classes intégrés et des
jardinigres d'enfants qui accueilleront des enfants handicapés.

En Septembre 1996, un accord de pantenariat a é1é signé entre Je HCPH et a
ONG  “Interaction pour le Développement”, dirigée par Madame Brigitte Goutron,
ayant pour but un appui technigue et financier au Programme RBC.

Au début du mois d'Oclobre de cetie méme année, le HCPH a signé une
convention avec le Ministére de I'Education Nationale, concernant |"éducation des
dlevés handicapés mentaux ou sensoriels gui impliquait la création de 8 “classes
intégrées” dans des écoles situés dans les communes cibles do programme RBC, et la
formation des respectifs enseignanis.

4. Donnés sur la Situation de I'Education des Eléves Ayant des Besoins
Educatifs Spéciaux

Le taux de scolarisation des enfants de 6 & 13 ans et estimé & 60%, selon une
estimative nationale, mais seulement & 40% dans les milieux ruranx. Néanmoins, selon
Ia loi, I'enseignement est obligatoire de 7 & 13 ans et le Ministére de I'Education est
mppﬂgﬂh!: pour ['éducation préscolaire, I'éducation fondamentale de 9 ans e
|*éducation secondaire.

Concernant les enfants ayant des besoins éducatifs spéciaux, pendant mon
séjour au Maroc il e m'a pas €€ possible obtenir de donnés precises sur tous les
types d'handicap et dans les diverses régions du pays. Les seules références
disponibles sont celles inscrites dans le “Document de Projet”, ei-dessous:



6.000 fréquentent une école ordinaire, dont:

-80% des tcoles primaires
- 20% des écoles secondalres

- 90 des colléges techniques

- B00 des institutions spécialisées.

at - itifs:

. Selon le texte du "Document de Projet”, seulement une fatble pourcentage a
acces & 1"école dont la plupan fréquents des institutions spéciales. Seulement
quelques Eltves déficients visuels fréquentent des écoles ordinaires, au niveau
secondaire ou post-sécondaire.

~Enfants et jeupes handicapés mentaux

= 1600 fréguentent des institations spéciales
- un nomore trés limité fréquente des classes nommés “intégrés”, basés dans
des écoles ordinaires.

A travers les contacts et les visites que j'ai pu réaliser pendant mon séjour & Rabat, je
me suis apergu que |"éducation des enfants et des jeunes ayant des besoins spéciaux se
peu caractériser, d'une fagon générique, par :

. manque d'un déparement au MEN qui puisse orienter ce secteur éducatif.
. mangue de ressources éducatives, surtout dans les milieux ruraux;

. existence de plusieurs institutions privées d'éducation spéciale (fonctionnant
dans un systéme d'internat ou d'externat);

. manque de formation actualisée du personnel éducatif de ces institutions,

. existence d'un grand intérét - de [a part et du Haot Commissariat et de
quelques dingeants du MEN - & promouvoir une profonde réforme des
programmes éducatifs existants et & développer 1'éducation intégrée. Dans ce
contexte, le programme RBC avec les appuis financiers et techniques qui sont
prévus, pourra constituer un facteur décisif dans un renouvellement de
I'éducation dans la perspective de I"école inclusive,

5. Plan de la Mission
Le Plan de la Mission des consultants du BIT et de la Directrice de 1'Agence

“Interactions pour le Développement™ a éié organisé préalablement i la planification de
la Mission concernant les deux consultantes de I'UNESCO ( Miss Sai Vayrynen et



moi méme) et la coordination entre les deux plans a 1€ faite sur place, aprés mon
amivée, ce qui a créé, au début, une certaine difficulté.

Ainsi, Je programme de mon séjour a été le suivant;
Lundi, 29 Septembre:
Séance de travail avec les partenaires impliqués dans le Programme RBC.

Séance de travail avec les responsables du Programme RBC du Haut Commissariat aux
Personnes Handicapées.

Mardi, 30 Septembre

Seance de travail avec Mr. le Ministre de |’Education Nationale, ayant la participation
d'autres dirigeants ministériels, te] que Mr. le Directeur de |'Enseignement Primaire.

Stance de travail avec Mme le Représentamt Régional de I'UNESCO.
Mercredi, 1 Octobre

Séance de travail avec le Représentant du FNUAP 3 Rabat.

Séance de Travail avec un Dirigent de |'"UNICEF.

Séance de travail avec les Responsables du Haut Commissariat.

Jeudi, 2 Octobre

Audience avec Mme le Haut Commissaire aux Personnes Handicapées.

Présentation aux membres du HCPH et aux autres consultants d'un premier draft du

chapitre “Education” du “Document de Projet de Coopération Technique” et
discussion sur les actions proposées.

Vendredi, 3 Octobre
Séance de travail avec le Représentant Résident du PNUD i Rabat.

Visite de I'Association Marocaine de Soutien et d'Aide aux Handicapés Mentaux
(AMSAHM).

Elaboration du texte final concernant les actions proposés pour le volet “Education™ 4
inclure dans le “Document de Projet de Coopération Technique™

géance de synthése avec les responsables du HCPH,



Lundi, 6 Octobre

Visite de 'école de Bellevue, & Rabat, ob fonctionne unc classe intégrée pour des
€léves porteurs de la trisomie 21,

Réunion 4 la Délégation Scolaire de Salé avec la participation d'un dirigent du HCPH,
de Mr, le Délégué Scolaire, de Mr. I'Inspecteur , et des enseignants qui iront travailler
dans les classes intégrés dans des £coles de la commune de Salé.

Mardi 7
Visite de L'école de Temara pour élives déficients visuels, sous |'administration de

I'Organisation Alouite pour la Protection des Aveugles au Maroc.

Séance de travail avec Mr. le Dirccteur de |'Enseignement Primaire, avec la
participation d'autres membres de ce Département du MEN et d'un dirigent du HCPH.

Séance de synthése” avec les responsables du HCPH, sur les actions proposés dans le
volet "Education™,

6. Informations Recueillis Concernant le Développent du Projet “Education
Intégrée",

En arrivant au Maroc j"ai en connaissance des documents suivants:

. Plan d"Action National pour |'Insertion des Personnes Handicapés - (chapitre 4.2,
“|'Education et I'Enseignement”, page 2)

. Rapport Provisoire sur I'état d'avancement des activités de Projet “Fcoles
Integratrices et Programmes de Soutien Communautaires™.

., Document de Projet de Coopération Technique (MOR/T): Renforcement du
Programme dz RBC,

. Synthése des actions menés dans le cadre du Programme RBC.

. Rapport Final des "Journées de Réflexions et Orientation™ organisfes danc le cadre
du Projet de I'UNESCO “Ecoles Integratrices et Programmes de Soutien
Communautaire™.

La lecture de ces documents, les visites & une école spéciale, une école ordinaire et une
ONG (L'AM.S.AHM.), le contact avec les Bureaux Régionaux de |"UNESCO, de
'UNICEF et do FNUAP, |"échange d'idées avec les dirigeants du HCPH et la
Fuﬁ;;ipatiun dans les différentes réunions de travail qui ont eu lieu pendant cette
aission, mont permis d'établir les conclusions suivantes:



1. Une programme pour le développement de 1'éducation intégrée, dans le cadre du
;r"mzra:mm RBC, avait déji &6 établi et un Accord avait été signé entre le HCPH et
e MEN.

L'orientation globale de ce plan est la suivante:

« La stratégie adoptée pour permettre I'intégration des éldves handicapés dans les
écoles ordinaires sélectionnés dans communes - cibles do pogrome RBC implique:
. "'sdentification préalable des enfants ayant des handicaps sensoriels,
physiques ou mentanx;
- la sélection d'un nombre limité d'écoles, dans chaque commune ou
seronl organisés des classes dites " inégrées” ol seront inscriis les
éléves handicapés;
. l'organisation de ces “classes intégrées” tant que des “classes
spéciales” ou, dans certains cas, comme des “classes de ressources™;
. la participation de quelques &léves i des activités dans les classes
réguliéres, avec I'appui de I'instituteur de la classe iniégrée.

. Le nombre de classes intégrés prévue est de 8 /9 classes pour les trois communes
cibles, jusqu'd 1957/98 et, a partir de cette année, au nombre de 15 nouvelles classes

per an;

. Des actions de sensibilisation et de formation pour les instituteurs des classes intégrés
et pour les directeurs des écoles ont déji eu licu et d'autres actions sont prévus mais ne
n'ont pas €€ programmés;

- L'intégration des enfants handicapés dans des jardins d'enfants n'a pas encore été
clairement &tablie.

. Un facteur considéré cssentiel pour I'ouverture de ces classes consiste dans
I'acquisition d'équipement éducatif spécifique pour les différents types d"handicap.

2. Le Directeur de I'Enseignement Primaire s'est montré trds  intéressé par les
perspectives de "I'école inclusive” et dans Je développement d'un travail de
coopération entre les enseignants ordinaires pour résoudre, au sein de ls communauté
éducative, les problémes relatifs 4 |"enseignement/apprentissage;

3, Les dirigeants du HCPH se sont montrés trés engagés au développement de
|'intégration scolaire dans |a perspective de |'RBC;

4, Les réunions avec les représentants de I"UNICEF et du FNUAP nous ont permis de
eonclure que ces Agences sont disponibles & inclure la problématique des personnes
handicapées (enfants, jeunes ou adultes) dans leurs programmes et qu'ils pourraient
rendre disponibles des fonds pour des programmes de “Information, Education,
Communication"(IEC}), ayant pour but la sensibilisation du publigue.



3. Les responsables de la Délézation Scolaire de Salé, les Inspecteurs et les enseignants
Présents dans la réunion qui a eu lieu dans cette commune, se sont montrés ouverts A la
perspective d’une #cole ouverte A tous les enfanis (incluant les handicapés) et & une
fomction polyvalente des classes intégrées, ayanl des fonctions de “classes de
ressource™ pour toute I"école.

6. L'expérience d’intégration d'éléves trisomiques & I'école de Bellevie nous a
démontré qu'il v a déja, au Maroe, un chemin qui a été parcouru dans ce domaine et
qu'il sera trés important d'utiliser toute 1'expertise existante:

7. La visite & I'école des enfants déficients visuels de Temara m'a permis de vérifier,
d'autre part, qu'il y a un grand besoin de formation actualisée des enseignants (méme
de ceux qui ont déja eu une formation spécifique) et qu'il serait trés important d'établir
des programmes pilotes d'éducation intégrée pour ces Elevés, au niveau éémentaire,
dans le cadre du programme RBC et méme hors ce cadre, dans d'anires régions du
pays.

8. Recommandations

. bathons Poscs sfr et

1. Le plan d"action sur le volet “Education™ a établir dans le cadre du Programme RBC
devra partir des programmes préalablement étsblis et étre CONGU COomme une
amelioration de ces programmes et un élargissement de son intervention;

2. Les expériences d'intégration qui sont sur place et les enseignants qui ont déji
participé & des actions de formation dans = cadre de la perspective integratrice
constituent des supports trés importants, & tenir en considération dans les FCUYIES &
développer dans le cadre de ce programme.

‘o ifi

Les actions a entreprendre que nous recommandons, dans le cadre do Programme
RBC et qui visent le chapitre “Education”, fon! partie du drafi du Document de
Programme qui a €t soumnis au HCPH par le Mission interagence.

{Ces recommandations sont les suivantes;

1. Elaborer un_plan d'action global, & niveau national, ayant pour but le

développement de I'éducation intégrée et yn plan concret pour les &coles pilotes

des communes cihbles,

2. Modifier la stratégie, préalablement adaptée pour la promotion de
Pintégration, qui consistait dans la eréation de “classes intégrés™, en introduisant
le coneept de “deole intégrée”, considérée comme "école pilote™. Dans chague
commune cible les “éeoles pilote™ seraient celles ob il it déja prévue fa
création des “classes intégrés"”,



3. Créer des “Equipes d'appui” qui incluraient, entre autres, les enseignants qui
étaient prévus préalablement pour les classes intégrées et qui suraient différentes
fonctions d'aide aux enseignants, aux éléves et au développement de
I"école.(Yoire fonctions & I' Annexe 1),

4. Proposer, en les considérant prioritaires, des actions de formation pour les
enseignants, en diversifiant différents types de formation en rapport avec
différents niveaux d'intervention:

. intreduction de la perspective de 1'école intégratrice dans la formation
de base de tous les enseignants {action a éire réalisée par phases):

. formation d'ordre globale pour les différents enseignants et
directeurs des écoles pilotes dans les communes cibles (cette formation
devrait éire réaliser a travers un Séminaire basé sur le matérel de
I"UNESCO “Les besoins éducatifs dans la classe™:

. formation plus spécialisée pour les enseignants qui composeront les
“equipes d'appwi” (utilisant la formule de modules suivis par des
périodes de travail pratique dans " école);

. recyclage (ou formation de base) des enseignants d'él2ves déficients
visuels et déficients auditifs (ceux qui ont €1¢ désignés pour les classes
intégres et d’autres qui seraient sélectionnés dans les écoles spéciales
existanlas):

5. Développer des “centres de production et de diffusion de matériel” dans le
cadre de chaque école pilote, orientés par les enseignants des “Equipes d"Appui”
et par d'autres enseignants et dirigeanis de ces Ecoles:

6. Equiper les écoles pilotes avec les matériaux spéeifiques nfcessaires i
I"éducation des él2ves déficients visuels et des matériaux qui peuvent contribuer
& une éducation active, coopérative et diversifide;

7. Emablir une grande coopération entre les différents volets du Programme
RBC, de fagon & permettre une liaison étroite entre les actions qui avront lieu ay
sein de I"école et les actions gui visent (a) l'identification des enfants handicapés,
(b) l'intervention prés des familles et des enfints des premiers dges, (c)
I"intégration dans les jarding denfants, et (d) les programmes de formation des
Jjeunes pour la vie active,

8. Rentabiliser le travail des consultants externes et nationaux de fagon que les
différents agents engagés dans le Programme RBC (assistantes sociales,
institutcurs, agents REC, formateurs dans Je volet professionnels) puissent en
profiter tant que possible.

L]



Annexe 1 - Texte du chapitre éducation du Document de Projet de
Coopération Technique

Objeciif immédiat 3 - Educat

Le Ministére de |'Education Nationale aura un plan d'action et des compétences
nécessaires pour assurer une scolarisation, en milieu ordinaire, des enfants présentant
des besoins £ducatifs spéeiaux dans les communes cibles du programme RBC.

Responsables: HCPH, Ministére de I'Education Nationale, UNESCO.
PRODUIT 3.6.

Une planification globale de niveau national et un plan d’action concret pour les
communes cibles, dans le domaine de |"éducation intégrée.

Activités,

3.6.1. Elaborer un Flan Global, de nivean national, visant I'éducation intégrée depuis la
phase préscolaire jusqu®a la fin de I'enseignement secondaire, en collaboration avec le
Ministére de 1'Education, le HFCH et les Associations de parents d'enfants handicapés.

3.6.2. Elaborer un programme de formation sur I"école inégratrice et la stratégie RBC
qui sera introduite dans la formation de base des enseignants.

3.58.3, Elaborer un Plan 4" Action Concret, suivant ["orientation de Plan Global, visant
le développement d'écoles intégrés - considérés comme Ecoles pilotes - dans les
ecommunes cibles, en collaboration avec les services régionaux et locaux du Ministére
de I'Education, le HCPH, les Directeurs des écoles concemeés et les Inspecteurs.

Produit 3.7.

Un Plan de Formation visant les différents agents éducatifs intervenant dans le Plan
d' Action dans les communes cibles.

 ctivités:

3.7.1 Organiser des séminaires de formation de courte durée, utilisant le maténiel de
'UNESCO “Les Besoins Educatifs dans la Classe”, visant tout le personnel Educatif

des écoles pilotes,

3,.7.2. Organiscr la formation d'une “Equipe d"Appuil” pour chaque commune cible,
composée d'éducateurs et d’instituleurs qui auront les tiches suivantes:

1



- appuyer les éducateurs et instituteurs des écoles pilotes & diversifier les
stratégies éducatives et A Etre capables de répondre aux besoins éducatifs de
leurs éléves:

- &ablir des liens entre les écoles, les ressources disponibles dans la
communauté et bes familles;

- collaborer dans la production, adaptation et diffusion de matériel didactique
et aider les écoles 4 reconnaitre les besoins des Eléves en termes d'aides
techniques et & trouver les moyens de se les procurer;

- promouveir 1a formation continue des enseignants des écoles pilote, selon
les principes de la formation/action, basée a I"école.

- intervenir, & travers une action éducative directe, auprés des éléves des
écoles pilotes, ayant des problémes ducatifs complexes, selon des différentes
stratégies (travail dans une classe spéciale, dans des salles d'accueil, dans |a
classe ordinaire), ou auprés d'autres éléves handicapés intégrés dans d'autres
écoles voisines.

3.7.3. Organiser des recyclages pour les enseignants qui travaillent avec des éléves
déficients sensoriels, bandicapés mentaux ou ayant des graves problémes de
communication.

3.7.4. Organiser un “Centre de Ressources” dans chague commune cible, responsable

par la production, |"adaptation et la diffusion de matériel pédagogique, ainsi que par
1'appui aux enseignants des écoles pilotes, dans cette matiére.
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Annexe 2 - Rapport sur " Association Marocaine de Soutien et d'Aide anx
Handicapés Mentaux ( AMSAHM)

L’ Association Marocaine de Soutien et d'Aide aux Handicapés Mentaux que
J'al eu l'occasion de visiter a i€ constitufe par des professionnels qui
travaillaient dans des écoles spéciales et qui ont voulu développer une action en
faveur de 1"appui aux enfants et jeunes handicapés mentaux. dans leur famille et
dans le cadre de I'école ordinaire. Pour le moment, tenant compte de la limitation
de ressources financitres existanics, |'Association a limité son activitdé aux
personnes porteuses de trisomie 21.

Moyens

L'AMSAHM est siégé dans un immeuble o fonctionnent les consultations,
I"accueil des parents, les actions de formation et une bibliothégque. Dans un autre
immeuble fonctionnent des ateliers pour des adultes,

Les activités sont financés par divers moyens, notamment: Coopération
Frangaise, le Haut Commissarial aux Personnes Handicapés, Municipalités et
contnbutions privées.

L'équipe technique est composée par 3 instituteurs, 3 orthophonistes, 2
kinesisthérapistes, 2 psychologues et | chef de service.

Activités
Cette association développe des actions dans les volets suivants:

- service de consultation, comprenant: observations, diagnostic el oricntation
psychopédagogique ct aide aux parents;

- intervention précoce aux familles et aux enfants des premiers dzes:
. rééducation thérapeutique;

. appui & I"intégration des enfants trisomiques dans des jardins d'enfants, dans
deux écoles ordingires ol fonctionnent des “classes intégrées”, el dans d'autres
¢coles ob les enfants fréquentent les classes ordinaires.

- appui 4 la formation professionnelle faite dans des Centres de Formation qui
appartiennent au Ministtre de 1" Artisanar:

. erientation d”ateliers pour adultes.
En plus, L'AMSAHM oriente des actions de formation {cours, séminaires),

maintien une bibliothéque spécialisée et développe actions de recherche sur le
handicap mental,
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Annexe 3 - Rapport sur L'école de Bellevue

L'école de Bellevue est une école élémentaire (de la premidre A la sixidéme
classe) fréquentée par S60 éléves et incluant une “classe intégrée” ou sont inscrit
5 £léves & temps particl et 4 Eléves 3 temps complet. Celte classe a été misc en
place avec la collaboration de |'AMSAHM qui sélectionne les éléves, se charge
de leur rééducation et garanti la formation de 1" instituteur,

Chaque €léve a un “plan Educatif individuel” et I'institutenr collabore avec les
collégues des classes ordinaires que quelques éléves fréquentent 4 mis temps.

L'école semble avoir de bonnes conditions de fonctionnement: des installations
adéquates, existence de différents matériaux pédagogiques, un nombre limits &
25 éleves par classe et un atmosphére accucillante,

L'instirutenr a été formé au Maroc et en Belgique (il conpall la méthode
Fuerstein) et semble trés intéressé par le programme d'intégration. Ces
conditions nous ont donné I'idée que cet instituteur et cette école pourraient
avoir un rdle important dans le futur développement des programmes
d'éducation intégrée au Maroc.
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Annexe 4 - Rapport sur L'Ecole d’Enfants et Jeunes Déficients Visuels de
Temara

L'Organisation Alowite pour la Protection des Aveugles au Marcc (OAPAM)
dirige 12 écoles spéciales pour des enfants et jeunes ayant cet handicap, dans les
diverses régions du Maroc et I'école de Temara est une d'elles.

Cette école a &€ initide il y as 6 ans ¢! a une population de 123 éléves du
nivean élémentaire et secondaire. La plupan des éléves sont dans un régime
d"internat.

Moyens matéricls

L'&cole a de trés bonnes installations, composés par différents édifices et des
espaces ouverts. Le financement de 1"école est assuré par des fonds officiels el
des fonds privés. A part les installations de I'internat et les salles de classe, il est
a signaler I"espace ol fonctionnera, brikvement, un service de “Livre Sonore”
avec des salles d'enregistrement et d'audition.

Les livres Braille existants sont produits dans une imprimerie qui fonctionne &
Casablanca.

T

Il semble que le programme pédagogique se limite, dans la plus grande partie, 3
I"apprentissage du programme scolaire ordinaire dans des classes de 10 a 12
éléves. L'unigue maténel spécifigue disponible est la tablette pour 1"écriture du
Braille et de quelques cubaritmes pour I"arithmétique. Les €léves ayant des
résidus visuels lisent et écrivent en Braille (il n'y a aucun matériel d'aide visuelle)
et les aveugles n'utilisent pas la canne pour se déplacer. On n'a pas observé des
classes d'éducation physique et il n'y a pas d'ateliers pour la formation pre-
professionelle. Il ne semble pas exister aucun entrainement pour la vie dans la
communaute,

Les espaces ouverts n'ont aucun matérel susceptible d'tre utilisé par les
€léves ce qui contribue aw manque d'activité dans les temps libres.

Il me semble qu'il ¥ a un bescin urgent de reeyclage pour les enzeignante des
enfanis et jeunes déficients visuels et il serail trés important de développer des
programmes d'intégration dans les diverses régions du pays.
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I INTRODUCTION
1. Background of the Mission

The mission was undertaken within the framework of the inter-agency project ‘Human
Resources Development for Community-Based Rehabilitation for People with
Disabilities” (ILO, UNESCO, WHO and NAD, Norwegian Association of the Disabled).
UNESCO's role in this project is to bring technical input in the field of education
focusing on the development of conditions which will make possible a beiter education
for all students and the inclusion of children with disabilities in regular schools and
regular classes.

The first target area covered by this Project has been the constituency of Tsandi, in the
Northem Omusati Region belonging to the Educational Administration of Ondangwa
West region. This area is a remote one, composed of small villages far from the main
towns and distant from each other. Quoting Mrs Anupam Ahuja and Mrs Annie Robson's
report of the 1996 UNESCO Mission, "there are around 250,000 learners in the two
regions of Ondangwa, East and West, served by 6,500 teachers, 2,735 of whom have not
been trained (429%)".

In the town of Oshakati there is a Teachers Resource Centre where initial and in- service
training takes place. In the pilot area of Tsandi one "resource teacher” has been appointed
by the Ministry of Education, and who is based in the CBR office. In the region there is
one special residential school - the Eluwa School for Deaf and Blind - and a training
centre - the Engela Training Centre,

In 1996, the UNESCO consultants mentioned above carried out the following activities
within the framework of the Project:

' A five days teacher training workshop;

2 A one day workshop for Higher Education personnel, lecturers at Teachers
Colleges and Universities, Education Officers and parents organisations.

This second teacher training workshop was planned 10 be as a continuation of the 1996

workshop, and 2 consolidation of the knowledge acquired then.

2. Objectives of the Mission

The Mission had two objectives:

* To camy out 8 workshop for the training of education personnel for inclusive
education (following the 1996 workshop),

" To assist the Jocal resource team to plan follow-up activities.



As regards the former chjective, the Consultant planned the programme in such a way
that it could reinforce and complement the programme presented in 1996, selecting the
Units from the UNESCO Teacher Education Resource Pack ‘Special Needs in the
Classroom” to suit this purpose. Upon ammival the Consultant found out that most of the
participants had not attended the first workshop and that this workshop was their first
experience with training based on the UNESCO Pack, so some adjustments had to be
made.

The Consultant was requested 1o advise on follow-up activities after the training of a core
team. The suggestions were discussed with the Senior School Counsellor, Mrs Anna
MNghipondoka, and shared with the Project Advisor, Mr. Olav Strand.

3. Profile of the participants

The workshop was attended by 22 participants, from 11 different schools, and
representing the following professions:

12 school teachers
7 school principals
1 resource teacher
| Senior School Counsellor

W W W

Only 5 teachers had attended the 1996 workshop.

(List of Participants in Annex 1)

4. Comments on the Preparation of the Workshop
As mentioned before, the programme was planned according to the following:

» The need to complement the workshop in 1996, avoiding overlapping and
reinforcing some fundamental issues:

* The importance of selection of different working strategies and group activities to
present the participants with a broad variety of substantive knowledge as well as
methedalogical approaches;

. Using supporting texts which could facilitate later the participants® future work:

. The careful planning of their own practical demonstration of a workshop session.



Throughout the proceeding of the workshop, and taking in account the characteristics of
the group, several modifications were introduced in order to facilitate the understanding
and to maintain the panicipamis’ level of interest and engagement. Some discussion
materials, were shortened or substituted by brief explanations; the timing was adjusted
when necessary, and the theme for the practical demonstrations was prepared in a more
simple way,

I MISSION OBJECTIVE 1: To lead a workshop for the training of
Educational personnel for inclusive education

1. Workshop Programme - Special Needs in the Classroom -Summary (Details

in Annex 2)

24th February 25th February 26th February 27th February

1. Intreduction to 1. Co-operative 1. Concepl of “Help | 1. Practical

the Workshop learning and Support” workshop sessions
by 2 proups

2, Linking with the | 2. Classroom factors | 2. Problem solving | 2. Preparation of a

1996 Workshop in effective teaching | strategy at the follow-up plan by

and presentation of school level teachers and by

its impact by its principals

participants

3. Evaluation 3. Co-operationat | 3, Planning for 3. Final evaluation

strategies 10 be used | school level: role practical sessions

play

4. Introduction to

“learning"

5. Introduction 1o

the concept of

"special needs”

Workshop activities were carried out from .00 a.m. until 4.00 p.m.. with a break of 15m
in the moming and the lunch break. Each session was followed by a written and oral
evaluation.

2 Participants’ evaluation of the workshop

The participants were asked to evaluate the workshop in two phases without mentioning
their names. First, they did their own open evaluation, wrote it on a paper and put it on



the wall to be shared with the group. In the second round, each participant was asked to
answer to an open-end questionnaire and return it to the Consultant.

In the open evaluation the most common observations were:
The Seminar has been: "Well planned; well organised, enjovable; smooth”

It was important because: " I got more information / more knowledge; I shared ideas;
Acted as a group; | was encouraged to work with disabled™:
participants learned from each other; could understand how
to use groups; leammed how to help learners; learned how to
solve problems”.

Proposals: " There should be 2 workshop each month*

Negative aspect: "When we get back we will still lack marerials"

Answers o the questionnaire in Annex 3,

3. Consultant's evaluation of the workshop

The general evaluation of this workshop is clearly positive. This statement. is explained
by the following reasons:

Introduction to different learningiteaching strategies

During this Workshop participants have been exposed to several leaming/teaching
strategies such us: group work (in pairs, small groups, large groups); brainstorming
technique; role-play; individual evaluation; sharing of individual reflections: making
different presentations of conclusions (transparencies, posters), poster tours; short
lectures, individual leaming through reading.

These strategies could not all be used as planned before, as some proved to be too
difficult or not suitable to the participant's concrete working conditions. Nevertheless,
after some adapiation and with the necessary suppori, these new ways of working
together have been reasonably mastered and accepted with great interest, Throughout the
workshop, most of the participants showed high level of engagement.

Learning of different contents
As descnbed in Chapter [, the following contents were selected: leaming; concept of

"special needs”, co-operative leaming at the classroom level and at the school level;
classroom strategies; integration of disabled children; parent co-operation. Accordin Eto



the outputs from the group activities, these different concepts have been reasonably
understood, and there was a general acceptance of their educational implications.

General atmosphere during the workshop

An imporant factor for the success of the workshop was the friendly atmosphere of the
group and the intensive thythm of the activities: pressure and support went side by side
thus creating very positive impact in the group work.

This enthusiasm which was felt specially during the practical sessions lead by the
participants themselves, and during the discussion which followed them, is an important
clement to be taken into account when planning for the future of this Project, If teachers
and principals have been introduced with new concepts and new strategies and if they
have responded to them in 2 positive way, it i important to pursue this action with some
kind of plan; otherwise, there is a risk that enthusiasm generated can easily turn into
frustration and disillusion.

Difficulties enconniered

Firstly, there were clear language difficulties: verbal communication was not always easy
and this had to be faced with the Consultant slowing down her talking pace, repetition
and searching for feed baclk.

Secondly, it was not possible to use some of the “discussion materials” of the Pack: it
was very difficult and even impossible for the participants to read them in their free time
(after workshop hours) and it would have taken 100 long to read them during the session.
This problem was solved by substituting the texts by summaries or by oral presentations.

Thurdly, it was difficult for most of the participants to make their individual reflection and
evaluation, and to write their learning journals. It was obvious that these activities needed
more time to be intemnalised before becoming a part of the teachers/principals repertoire.
This fact had to be accepted and handled in a very smooth way.

Finally, it was clear that the texts and schemes of the Pack were somewhat far from the
educational context of Tsandi Region. In order to solve this difficulty, it was necessary o

explain these differences and to show how the adaptation to their own situation could be
made.

Conceming the Action Plan, prepared during the last Session on Friday 28%, lead by Mrs.
Nghipondoks, there was not sufficient time to finalise its presentation in a wriiten form.
The guidelines of this plan (presented in next section) were prepared, during the
following week, by the Consultant and were discussed with the Educational Counsellor,

As a final conclusion, the Consultant is convinced that the Workshop was an impertant
step in the development of the majority of the participants, opening their minds 1o the



concepts related to inclusive education, and giving them some new perspectives about
learning and new teaching strategies. But, in such a short time, this input 15 nol enough to
introduce real changes in the participants’ professional lives. For this chiange to happen it
would be necessary to organise some kind of more permanent follow up and support

1} OBJECTIVE 2: To assist the local resource team to plan follow up activities
1. Visit to Teandi Region

In order to get a better understanding of the CBR Project, Mrs Nghipondoka organised a
visit to Tsandi. The idea was to visit some schools and to contact the CBR team. Due to
ditficulties in telephone communication, the team could not be previously informed about
the visit and their office was closed. The Tsandi School could not be visited, as the
children were not there upon arrival, and other schools, outside Tsandi, could only be
reached with a 4x4 vehicle, which was not available. During the visit we contacted the
Resource Teacher who had been in the Waorkshop, and we could realise how difficult it
to support the work of teachers: she has no special training; she has no transport to move
around; she has no materials or ways to produce them. In spite of these obstacles, the visit
Wwas not in vain, as the Consultant could experience directly the concrete situation of the
schools and the teachers: the immense difficulties of communication: the lack of
transport; the time consuming travel. These are concrete facts which have to be taken into
account when planning any kind of follow-up plan,

8 Planning a follow up with Mrs. Nghipondoka

In order to facilitate this planning, the Consultant had prepared in advance some
guidelines for further action, which were discussed with Mrs. Nghipondoka. As a result
of this meeting, the following was prepared:

ACTION PLAN FOR FOLLOW UP ACTIVITIES FOR THE PROJECT
NAM/OS/MOI/NOR

1 - Action plan feasible within the existing resources
A - Short-term Activities

I Establishing a network of the teachers/principals who attended the UNESCO
Workshop, aiming at:
- Setting up meetings, including either the entire group or divided in
small groups, according to transport facilities. These meetings should be
held on a regular basis and should facilitate:



- Continuation of the training, using the UNESCO Pack;
- [Discussion about its different contents and procedures;
- Interchange of information about each other's work.

Setting up a first mecting for all participants, aiming the planning of activities to
take place in a short term.

Developing a closer relationship between teachers/principale and the CBR team
members. (A first contact could be established during the first meeting mentioned
above).

Setting up workshops for the teachers of the 11 schools represented in the
Workshop. These Workshops should be planned and lead by 2 teachers or |
teacher + | principal of each school.

Introducing some educational strategies presented in the Workshop in the
classrooms.

Survey by the CBR team, in co-operation with the resource teacher, on disabled
children staying at home and not attending schoal to study the possibility of their
school integration,

Meeting of the leaders of the CBR tcam and the Jeaders of Special Education at
the National and Regional level, aiming at a closer and more efficient-co-
operation between these two services,

Meeting between the regional and national leaders of Special Education to discuss
further co-operation of the Eluwa Special School with this Project.

B - Medium / Long Term Activities

Expanding the Pack-woerkshop into other schools within the project region.
These Workshaps should be lead by teachers/principals who attended the last
Werkshop, after having acquired experience in their own schools,

Setting up a "Resource-Centre”, at Eluwa School, aiming at the development of
co-operation for the integration of leamers with visual or hearing impairments.
(See the Action Plan for this Resource Centre in Annex 2).

Training of the teachers in the Project region on “production of educational
maierials”, This training could be organised in the "Teacher Training Centr=" of
Oshakati with the leadership of a National Consultant.



IT - ACTION PLAN REQUIRING EXTRA RESOURCES

1. Training of a small team of teachers from the Project region (including the
existing resource-teacher) in order to create a "Resource-team”,
This training could be organised at a local level, using the facilities of the
“Teacher Training Centre" of Oshakati, and could be led by consultants from
another country from the African region, such us Kenya or Uganda. (See
objectives of the resource team and guidelines for its training in Annex 5).

2, A study visit for these team members to integrated programmes for disabled
learners in some other country of in the Seuthern Africa region.

3. Setting up a "Resource Centre” in Tsandi, with needed special equipment, means
for production of educational materials and with books, reviews and texts, to be
used by the teachers.

4. Reinforcing the know-how of the Senier School Counsellor by providing means
for her further studies,

5. Long term assignment of a consultant in the field of integrated education for
Tsandi Area.

HIT - Discussion about the Action Plan with the Chief of Special Education, Mr. J,
Kalikuata and Mr. Dokkie Nel

The Consultant had the opportunity to present and discuss the draft Action Plan
mentioned with the Chief of Special Education.

- Reservations were expressed conceming Inclusive Education in the Tsandi Region, due
to the total lack of resources and facilities in this area; the integration of disabled children
should have been initiated in the city of Oshakati where better facilities are available:
another integrated programme could be organised in Windhoek.

- No concrete response was given to the Consultant’s suggestions conceming channelling
more human and matenial resources to the Tsandi Region to facilitate the educational
input of the Project.

- The Consultant proposed studying the possibility of using the Eluwa school as a
resource Centre for the integration of students with visual and hearing disabilities.

1o



Conclusion:

1. The Consultant’s impression is that it will be very difficult to get more support from
the Special Education Directorate to the Project in Tsandi. Perhaps support could be more
easily available if other schools (from Oshakati or from other town in the Region) are
included.

2. The Consultant agrees that it would be positive to develop other plans conceming
integration of disabled students in some other areas with more resources. This could yield
positive results, and facilitste to influence ministerial policy conceming special needs
education.

I'V - Discussion about the Action Plan with CBR Programme Advisor, Mr. Olay Strand

The Consultant presented the CBR Project Advisor with the Action Plan and the
discussions which followed were constructing. He agreed with the general guidelines and
presented the following suggestions:

- The education Action Plan shculd include other areas, preferably areas where other
CBR programmes are in place.

- It is important to look for some success experiences of school integration, which could
be used as incentives to the officials and to other schools.

- It would be very important to have a replacement for Mr. Kofi Hademe in the Tsandi
region, perhiaps someone from Uganda with experience in integrated education.

During this mesting the Consultant stressed the need for a closer integration of the

educational personnel, specially the resource teacher, in the CBR team and the need of a
mare cffective sharing of the existing facilities (material, transport, etc.).

I



ANNEX 3
Answers to the questionnaire

Cuestions

1. The maost useful part of the course was...

2, Tliked...

AnNSWErs

The majority mentioned "Leaming how to
deal with disabled learners in the classroom™

One fourth mentioned "Leaming how to
organise group work".
Some mentioned “Leaming about role-play”

and "leamning how to conduct a workshop”

3. 1did not like...

4. T felt the methods were...

5. The content of the course was...

6. The materials we used were...

7. As aresult of this course...

8.1 also feel that..,

Only two answered to this question,
mentioning: "The shorn duration” and
"Working alone”

"Correct; well planned; successful;
interesting; useful; applicable”

"Good; well introduced ; achieved its goal;
very up dated; interesting; well explained;
enjoyable” -

"Gonod; well prepared; motivated the
teachers; useful; I can use them in the next
workshop,; excellent™

“I learned how to deal with leamers with
special nesds; I will apply it all; I am mare
informed and motivated; [ will use all my
effort; leamed many methods how to
teach; leamed to use materials”.

Most of the participants answered this point

saying they wanted to have more time or
more workshops,

6



ANNEX 4

OBJECTIVES AND COMPOSITION OF THE RESOURCE TEAM

A - OBJECTIVES OF THE RESOURCE TEAM

1. Co-operate with the CBR team in the identification of children with disabilities
and in the planning of their school integration;

2. Help regular teachers 1o be able 1o respond, in an effective way, to the needs of all
their pupils, including those with disabilities;

3. Work directly with learners with disabilities who need an individual intervention,
teaching them specific skills such us:
Braille, sign language, language skills, ete.

(This intervention can take place inside regular classrooms, in separate "resource
rooms” or both).

4, Introduce to the staff of regular schools the policy of "Inclusive Education™;
: § Prepare (or bring from services where available) the needed special materials;

6. Participate in school activities (including, if possible, teaching regular classes in
part time) ,

1. Promote necessary actions to facilitate the integration of the disabled children in
their family and their communicy.

8. Co-cperate actively in the continuos training of the school staff.

B - COMFPOSITION OF THE RESOURCE TEAM

The composition of the resource team must be defined by Mational and Repional
Educational Leaders, taking into consideration the concrete conditions of the community
where the Project will be implemented.

In the cage of the Tsandi Region, the great obstacle for the work of a resource team is the
communication difficulties between the swaff in the different schools. The schools are
very distant from one another and there are no regular means of transport available.
Consequently, in ordes Lo support the regular ieachers in the schools, for the improvement
of their skills to include all children, we need to select one of the two options:

17



~ To train one or two teachers from each school as resource teachers and use them
in their own school (and, at most, in other near neighbourhood school), working

in this resource task some hours a week and continuing to be in charge of regular
classes;

Or
- To train a small group of “resource teachers”, working as such most of their

time, and making available to them an adequate transport which enables them to
visit a considerable number of schools in a regular basis.

Considering the conditions of the Tsandi Region my opinion is that it would be preferable
to start with 2 or 3 resource teachers, being well trained and having the task to promote
the skills of ssveral school’s staff teams. In order to be able to move around, thess
teachers should have a vehicle or should be entitled to use the CBR vehicle.

18



ANNEX 5

GUIDELINES OF THE TRAINING NEEDED FOR THE RESOURCE TEAM
MEMBERS

I General features of the training

- The training should link closely practical experience in the schools and classrooms, and
learning through Workshop sessions;

- Workshop sessions should take place in the main city of the Region where the teachers
belong and should be held in a place with reasonable facilities;

- It is preferable to organise different Workshop Modules (followed by practical
experience in the schools) instead of having a single long training Workshop.

- Training should be multi-oriented in order to prepare the teachers to cope with children
with different kind of disabilities;

- In order to permit the multi-oriented training a minimum of three intensive Workshops
of 2 weeks each, during one school year, is required. One or two follow up Workshops in
a second school year, would be of great importance, :

- Training in general educational skills, led by the principles of Inclusive Education
should be part of the resource teachers training;

- The "general training” should focus on skills related to (2) co-operative woek with other
teachers, other professional, parents and other community members, (b) social and
community development, (c) the CBR concept and practice, (d) schools development
strategies, (e} production of educational materials,

- The more "specific” Modules should prepare the teachers to work with children with
different disabilities, and to fulfil the tasks of “resource teachers” as defined above,

2. Training leaders

- National and External leaders should be used for this training and these last ones should
be selected in countries from the Southern Africa region where integrated education is
already in place.

= 1 Participanis

- Different kind of participants could participate in the different Modules of this training.

19
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For example:

The Module aiming at a general understanding of the Inclusive Education concept and its
educational approaches could be participated by the future resource teachers as well as
other regular teachers, Principals, Inspectors, School Counsellors and Educational
Advisors;

The Modules concerning education of disabled children should be participated by future
résource teachers, and some subjects could integrate members of the CBR team.

- Conceming the future resource teachers, they could be selected not only from the
Project Region - Tsandi - but also from all the Ondangwa Region, to facilitate the
effective use of the investment in this training. The total number of these teachers could
be around 25/30.
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INCLUSIVE SCHOOLS PROJECT

In 1995, the Institute for Educational Innovation ([TE) started a Pm:im named
“Inclusive Schools”, based on the UNESCO Teacher Education Pack, which had the
following objectives.

= To promate the development of innovative educational experiences, based on the
Pack approach;

» To prepare, in co-operation with Teacher Training Institutes (TTI), teams of
teacher trainers to be used in the different regions as leaders of “Pack”™ workshops;

s To develop a research work, during 2 school years, with close intervention of the
Teacher Training Instiutes, aiming the use of the Pack in a school-based teacher
development process.

This Project started with the selection of 5 TTI and the organisation, by each of them,
of a regional team who would be in charge of the Project at the local level. This team
selected the schools and the teachers to be involved in the research and a first Pack
workshop has been carried in May, 96, enrolling 30 panicipants, being among them
teacher trainers, school directors, teachers and members of the Department of Basic
Education,

Afier this workshop, an agreement has been establish between the OE and each TTI
in arder to determine the mutual responsibilities in the Project and its evaluation
procedures,

Therefore, during the school years 96/97 and 97/98, the Project followed as planned
and two main general goals have been pursued:

» To disseminate the inclusive approach throughout the country, with the use of
workshops based on the Pack and with the leadership of trainers previously
prepared for this task;

® To carry on a "Research Project” with the co-operation of teams leaded by 5

TTI, involving /0 schools and 154 teachers, and to evaluate it according to the
following fields:

- organisation of the research process at national, regional and local level;

- quality of the training and school support given by the TTI teams to the
school's staff; .

- impact of the teacher training/support upon the school management, the
teachers co-operation and the work in the classroom;

ST
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The scheme of the Project was organised on the following basis:

There were established three levels of intervention: (i) a national co-ordination level,
carried by the Institute for Educational Innovation; (i) a regional level (5 regions)
each bagsed in a Teacher Training Institute; (i) a local level, based in 10 schools, In
each level, there was a Project leader and, at the regional level, teams have been
organised with professionals from each TTI and from the “Regional Departmenis of
Education™, The schools had a group of teachers directly involved in the Project,
having one of them a co-ordination task.

Brief evaluation of the Project
First goal: Dissemination of the Inclusive Approach based on Pack warkshops

Immediately after the edition by the IIE of the Portuguese translation of the UNESCO
*Teacher Education Pack”, there has been a great interest in these materials coming
from schoolteachers and school administrators. In order to ensure the effectiveness of
the use of the Pack, this Institute established some norms concerning the running of
warkshops: these training experiences should be leaded by a person already prepared
for this task; they should involve always more than one teacher from each school and
should give priority to workshops proposed by the existing “Local In-service Training
Centres, During a first period, the trainers were chosen among the participants who
attended the first workshop (criented by Prof. Mel Ainscow in June 26), and after
some lime, the country could rely on other trainers prepared through different
workshops runned by the IIE. At some time the “Department for Basic Education™
assumed, toa, this dissemination role and supervised & “cascade” training project, all
around the country, for regular and support teachers, The number of teachers involved
by this training, carried by the IIE or by the Department of Basic Education, since the
school year 95/96 has been around

The dissemination of the concepis concerning the inclusive education has been
spread, also, through many Conferences and Seminars organised, during last years, by
several institutions such as Faculties of Education. Teacher Training Institutes,
Drepartments of Education (Regular and Special), Local Authorities and schools. The
high incidence of this theme focused in those evenis shows that a real interest around
inclusion is growing in the educational community, which hopefully will be put into
action in the near future,

The study of the impact of this dissemination of the inclusive approach in classroom
work and in school organisation has not yet been done. Nevertheless, the informal
contact with the schools suggests that a participation in a workshop is not enough to
improve a real change in the schools and that a continuous support is essential.
Anyhow, in several cases, some edecational strategies and concepts passed into
practice, and the schools wams developed, by their own, different forms of an
ongoing training and evaluation of their work, aiming a more effective education for
all.



Second goal: To carry on a research Project with 5 Teacher Training Institutes and
10 schools

As a preliminary note, it is impornant to mention that the five TT1 had a considerable
autonomy in the way they could run the Project, according to the specific conditions
of each region. Because of that, the evaluation procedures have different in each
region which lead this research 1o focus separately on each region, and to present 5
“case studies”, giving only a few general conclusions applicable to all situations.

The focal points to be examined were the following:
a) The process

- The way the Project was organised at three levels (national regional and local);

. The work developed by each TTI in terms of training and continuous support of
the school's staff;

. The work developed in each school in order to facilitate the Project

b) The training

. Evaluation of the training workshops

. Evaluation of the conlinuous-school-based —training

- Evaluation of the strategies implemented to facilitate the co-operative work
among eachers

. Evaluation of the school leaders role

¢} Impact of the Project in the development of an inclusive approach in the schools,
at the school organisation level and at the work in the classrooms level,

The final evaluation report is not yet ready but it is possible to tell, by now, the
following conclusions:

l. According to "the process”, it has been considered very pesitive to involve
TTI and to give to them a great pan of the responsibility in the leadership at
regional level. This made possible an impact of the project in initial teacher
training, and contributed to develop in these Institutes the role as “Resource-
Centres for Inclusion” in their own region.

Several weak poinis can be appointed to this “process”, such as the lack of
inter-regional co-operation (due to lack of material conditions and lack of time
of the regional team members for this task); changes in the school's teams,
lack of local leadership. But it is important to stress that the work conditions
have been very different from region to region (and even from school to
school) and that it is impossible to generalise these remaks..

2. According 1o the training, the results of the research study suggest that this
has been the strongest point of the project. In fact, the training workshops have
been the major factor for introducing change at school and classroom level and
all the evaluation procedures focusing the Pack and the workshops have been
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exiremely positive. Some schools expanded the training to other schools, when
requesicd to do so.

3) Accerding io the impact of the Project in school's orgenisation and
classroam work, the situation in the different regions varies immensely. In
some schools it was possible to verify real changes in the teaching strategies,
in the teachers co-operation, in the changing of the role of the support teachers
{they became much more linked with the regular teachers and more
respensible for the work with all children) and, in a general way, in the
attitudes towards the inclusive approach. In other schools, on the contrary, this
impact has been much weaker, and it has been noticed a real difficulty (o put
in practice the new ideas proposed by the Pack workshops.

The cause for this different response seams to rely on the kind of continwous
support given to the different schools by the ITT teams. This impact has been
noticed in the schools which received a continuous sapport during the two
school years, and it failed in those which receive very little support, specially
during the second year,

The major conclusion of this research Project is:

d) The pack is a very powerful instrument for teacher training aiming the inclusive
approach;

e} I is essential to established a long term support system to guarantee the impact of
the training both at school and classroom level:

fi The role of a school leader in this field is crucial;

g} The major impact of this approach has been the development of teacher co-
operation (either between regular teachers or between regular and support
teachers) and the development of school-based training/evaluation strategies.
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SEMINARIO DA UNESCO NO CONVENTO DA ARRABIDA

Passados alguns anos sobre a divulgagio, a nivel mundial, da "Declaracio de
Salamanca” e sobre publicagio pela UNESCO do “Conjunto de Materisis para a
Formagio de Professores”, diversos paises. inferessados em desenvolver os conceitos
e as priticas educativas consignados nestes documentos, solicitaram Aguele
organismo internacional que lhes proporcionasse mais informagio capaz de os
orientar nesse processo de mudanga, quer em contexlos nacionals quer em contexios
regionais ou locais.

Procurando responder a estes pedidos, ¢ Deparfamento de Necessidades
Educativas Especiais da UNESCO assumiu a elaboragio dum documento que
intitulow “Open File en Inclusive Edueation”, o qual visa abordar a forma como * as
politicas educativas, a nivel nacional e local, podem promover o desenvelvimenta de
priticas mais inclusivas nas escolas, realgando o papel dos professores na elaboragio
desens politicas”. Como hinha onentadora, adoptou o definiglo de inclusio definida
na Declaragio de Salamanca, ou seja, " 2 promoglo das oportunidades educativas
atraves do desenvolvimento da escolas regulares nas quais todas os alunos devem ser
educados em canjunto, independentemente das suas diferengas™. Sio visadas todas &
crizncas que nido 18m fido acesso A educegdn, ou que foram marginalizadas pelos
sistemas educativos.

Pretende-se que este dossier se possa adequar aos paises das diferentes regides do
mundo e que responda a questies colocadas per diverso tipo de profissionais situados
ags diferentes niveis: pessoal dos departamentos nacionais de educagio, gestores,
supervisores ou administraderes da drea educativa, formadores, dircctores de escolas e
dirigentes de movimentos associativos e de organizagdes de pais. Tendo em vista esta
grande abrangéncia, a preparagio deste documento foi realizada de modo a incluir a
colaboragio activa de diversos intervenientes provenientes de diferentes paises,
cabendo ao Professor Alan Dyssen, da Universidade de Newcastle, a coordenagio
deste trabalho.

Assim, foram definidos os seguinte temas que constituem os capitulos do documento:
* A organizag3o da transigdo para uma educagio inclusiva

¢ desenvolvimento profissional visando a edueagio inclusiva

* A avaliaggiio em sistemas incusivos

* A organizagio do apolo em sistemas inclusivos

» s pais e as comunidades em sistemas inclusivos

» currfculo e as escalas inclusivas

* A procura de recursos e de financiamento para as escolas inclusivas

A transigio dos alunos 2o longo do sistema educativo inclusivo



s O Trabalho com as escolas .

Para a redecgdo de cada um destes capitule foi pedida a colaborag@io de diversas
pessoas através do envio de textos ¢ de exempios concrelos dos seus proprios paises.
A contribuicdo poriuguesa incidiu sobre os capitulos seguintes: O curriculo e as
escolas inclusivas”, “'A transigiio dos alunos ao longo do sistema educativo inclusiva™
e * () trabalho com as escolas . Foram enviados textos em que sio abordados estas
temdticas numa perspectiva concepiual & em que s3o dados exemplos reticados de
siluaghes vividas no nosso pais. Com base nesias contribuigdes, foi realizada pela
equipa coordenadora uma primeira versio do “Open File", sendo de seguida

salicitado a diversas outras pessoas um comentdrio critico a cada capiwlo.

Foi neste coniexto que se realizou o Semindrio no Convento da Armrdbida, nos
passados dias 10 a 14 de Maio, lendo sido convidados a participar as pesspas gue
participaram neste trabalho Como tarefa a desempenhar foi estipulada a produgdo
duma nova versio do documento, tendo por base os comentirios previamenie
elaborados ¢ 05 consensos oblidos em cada um dos diferentes grupos de trabalho em
que os participantes se dividiram.

Estiveram presentes representantes dos seguintes paises: Portugal, India, Reino
Unido, Chile, Dinamarca, Suécia, Espanha, Laos, Jordinia. Palestina, USA) Franca,
Uganda e Roménia. A represeniacio Portuguesa foi assegurada por dois elementos
deste Ingtituto & uma colaboradora extema, ligadas ao Projecto das Escolas Inclusivas.

Os trabalhos rcalizaram-se como previsto ¢, ao longo dos (rés dias de Semindrio,
foram revistos o8 oito capfiulos (assim como a Introdugio e a Conclusdo ), ficando
concluida uma segunda versio que, em alguns pontos, s& afastou consideravelmente
da primeira, De facto, foi considerado pela generalidade dos grupos que os textos se
concenlravam em demasia na problemdtica dos aluncs com deficiéncia (em vez de
abarcarem as diferengas entre todos os alunos) e, em alguns casos, foi alterada uma
tendéncia para se sobrevalorizarem os recursos externos i escola. Embora estes  niio
fossern esquecidos, procurou-s¢ que s propusessem como medidas essenciais as que
podem ser realizadas no &mbito das escolas, bascando-se nos recursos que podem ser
encontrados em todas as regides do mundo: alunos, professores, pais e comunidades.

Ter participado neste Semindrio, liderado pelo Prof. Alan Dyssen, pode ser
cansiderado um privilégio, quer pela riquissima troca de experiéncias com pessoas de
regides 180 diversas, quer pela eficicia do trabalho desenvolvido nos grupos de
trabalho que se traduziu na produgio de um vasto documento no prazo de trés dias,
guer pela demonstragiio pritica de uma lideranga exemplar & de um trabalho de grupo
orientado para a produgio de um produto final.

Esperamos gue a participagio do [IE no “Open File on Inclusive Education™ nio
termine aqui mas que venha a ter um papel relevante na sua disseminagio entre nds e
nos debates que a sua aplicac@io ird, certamente, proporcionar. De facto, trata-se de
continuar a intervengio que este Instituto tem desempenhado na disseminagio da
educaglo inclusiva que comegou pela edigio da Declaragiio de Salamanca ¢ da obra
da UNESCO “Conjunto de Materizis para a Formagiio de Professores” e que tem



"1-

continuado a través de colaboragio em Semindrics baseados peste materiais & na
realizagdo de projectos que se cenlram nesta mesma problemitica.
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Learning from Difference
EENET seminar

Foz do Arelho , Portugal
May 20-21 2002

Background

This seminar was EENET's first formal consuitation with national and regional
pariners, and represented an important step along the road towards the
regionalisation of EEMET's work and the reaching of those who are hard to reach. it
is by learning from difference that we will become a more effective network. Our
difference is arguably our greatest resource.

It was agreed at EENET's annual steering group meeting in 2000 that we should
adopt a gradual approach to regionalisation. As a first step we have encouraged
agencies to become Friends of EENET, by entering into a working relationship with
us. We agreed that our regionahsation pelicy should aim to encoufage as many
different agencies to become involved in each region. In this way we hope to avoid a
possible siluation, where one organisation feels that it has the monopaly on carrying
out EENET's activities, By creating ‘regional gangs’ of southern networks, we will
also avoid investing in only one regional partnership.

It has become clear that regionalisation and language Issues are closely linked.
Already the links with the Portuguese agency, the Institute of Educational Innovation,
and EdTodos in Brazil, have focused on translating materials into Portuguese and
netwaorking between Portuguese-speaking countries, and ultimately with Spanish-
speaking countries.

We have had informal discussions with colleagues in the Middle East about devoting
a section of EENET's web site to the provision of materials in Arabic. An erganisation
in Camercon has offered to provide a bilingual service to reach both the English and

the French speaking countries of Africa.

Since January 2002 EENET has received additional funding from its Morwegian
funders to consolidate its efforts to regionalise its work. EENET's coordinator has
done a =enas of interviews with other coordinators of international networks, which
share similar principles and goals, So far this has included the Child Rights
Information Netwoark (CRIN), Elimu and Initiatives (on Deaf Education). Discussions
have also been held with Leonard Cheshire International (LCI), the Child-1a-Child
Trust, and the Internet Leaming Trust, which is a virtual organisation with no office
facilities or staff cosis, only consultants. The purpose of this preliminary ‘research’ is
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to examine the lessons learnt already by these other agencies in order to avoid
making the same mistakes.

The main aim of the seminar is to consult more widely on the issue of regionalisation
and to develop a clearer action plan together with potential regional partners or
affiliates, and to establish the commen ground from which we are working and the
philosophy on which we are basing our work, EENET's philosophy and values are an
important starting point. The objectives of the seminar can be summarised as
follows:

To bring together potential partners from all the regions of the world;
Tao listen to partners’ views on the principle of regionalisation in their particular
region,

= Tooulline key activity areas, such as newsletter production, the collection of
materials in appropriate languages for the web site, regional networking etc;

+ To consider the issue of language access and translation with each regional
representatve;

= Todevelop a plan for each region for the next 3 vears.

Expectations of regionalisation

« The guality and quantity of newsletter and web site articles from southemn
contribulors will increase;

=« The number of people on the mailing list will increase, and in the long-term
the mailing list will be regionalised;

= EENET's focus will broaden beyond disability and 'special educational needs’
Into other issues of marginalisation;

« Training matenals will be developed, appropriate o each region, and in
different languages;

« ‘'Southemn Voices' will be increasingly 'heard' in international debates,
conferences and literature,
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1. What is EENET?

EENET is an information-sharing network which supports and promotes the inclusion
of marginakized groups in education worldwide, It is also a catalyst for the
development of inclusive practice and a clearing-housze for easy-to-read information
which promotes inclusion. EENET's starting point was to network with those
programmes which promote the inclusion of disabled children, howeaver, in the long-
termn EENET is promaoting a more comprehensive approach to issues of
diserimination in education. Gender, poverty, ethnicity are some of the issues which
cause exclusion, but which are also related to disability.

“The fundamental principle of EENET is to ensure that the voices of
marginalized people are heard."”

EENET is based in the depariment of Educational Support and Inclusion at
Manchester University. It has a co-ordinator who is supported by an international
steering group, and has just appointed a part-time Research and Development
Waorker. it has been funded by European NGOs since its incaption in 1987, EENET
was established to serve the information needs of individuals and arganizations,
primarily in countries of the South. It aims to redress the imbalance in the flow of
information which has tended to go from North te South, by promoting South-South,
and South-Morth communication.

EENET produces an annual newsletter and disseminates it to almost 1500
individuals and organisations on the mailing list in over 120 countries. The newslattar
1= available from the weab site in English, Poriuguese, Spanish and French (lssue 4
only). Transcriptions are available in English Braille and audio-tape. EENET also
provides information on 2n individual basis through correspondence and acts as a
referral agency on a wide variety of disability, education and development issues.

Values and principles

EENET:

= believes in the equal rights and dignity of all children;

» prioritises the needs of countries which have limited access to basic information
and resources;

= recognises that education is much broader than schooling;

* acknowledges diversity across cultures and believes that inclusive education
should respond to this diversity;

= seeks to develop partnerships in all parts of the world.

In cenducting its work EENET:

= adheres to the principles of the Salamanca Statement;
» believes that access to education is a fundamental right;
« recognises the intrinsic value of indigenous forms of education
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EENET is committed to:
= encouraging the effective participation of key stakeholders in inclusive
education;
engaging with the difficulties caused by the global imbalance of power:
ancouraging a critical and discerning response to all information and
materials circulated.

“EENET is not a post office™

We intend to encourage dialogue and to create conversations which go in every
direction, rather than simply disseminate information. But making this happen is
really difficult,

« How can we ensure that people from the South participate?

« What is a network?

“The medium is the message”

in everything we do, we try to apply the principles of inclusion. We aim to work in as
participatory way as possible. We use the slogan "the medium is the message’ to
emphasise the importance of paricipation, accessibility and inclusion in our actions,
not only in our words ie in publications, the newsletter and the web site etc.

2. What do we mean by regionalisation?

“Regionalisation is a means of increasing the participation of people in the
South in EENET".

Regionalisation comes from a perceived need. It iz not an imposition. We are not
Irying to create an empire. The essenca of regionalisation is not anly about
geography, or country boundaries, but alse about linguistic and ethnic regions. There
are some regions with which we have very poor contact, such as North Africa and
the Arab States. We need to consider the processes, mechanisms and struclures
which need to be put in place for regionalisation to be successful.

Expectations

Windyz led an ice-breaking session which involved participants having a
conversation with somebody they hadn't met before and discussing with them their
expectations and contributions.,

Expectations

Learn from participants about |IE

Find aut how EENET works

Hear about rich experiences of social inclusion worldwide
Examples of good practice

Creating networks
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Enabling increasing communication

Effective ways of sharing information

Keep an open mind

Dan't lose the essential quality of EENET

A clear sense of how regionalisation is going to work
How to put theory into practice.

& = @ & & ¥

“Keep fish swimming upstream”

Contributions
« Awareness of problems in Portuguese-speaking countries in Africa
Keeping silent, listening, sharing, clarifying
Being a critical friend
Parenis’ perspeclives
Suggestions about information-sharing
How networks were created in India and Portugal
Expenence in Hong Kong and Zambia
Professional links with China
Knowledge of inter-cultural education
Learners’ voices,

5 &4 & &4 & & &8 & 8

3. Presentations

Guiding Questions: Mel

‘The participants were divided into regional groups: Southern Africa; Hong Kong,
China; Brazil and Portuguese-speaking Africa; and India, South Asia. They were
given a short time to prepare regional presentations using three guiding questions:

» How are ideas and experiences about inclusive education (IE) shared in your
country?

» What resources do you have to make this happen?

~ What barriers do you faca?

3.1 Southern Africa

Presenters: Palesa Mphohle and Albert Tembo
Facilitator: Susie Miles

Palesa, Lesotho

| am a member of LSMHP, an organisation for parents of children with mental
dizability in Lesotho. When we started in 1992, the government already had a policy
on |E. We needed training to understand our role as parents in relation to the
Ministry of Education and its policy. We also needed to empower the parents and
raise their awareness about the rights of disabled people. We brought parents

S0Monupal!Seminarrepona02 . doc



EEMET Seminar. Portugal, May 2002

together and made them aware of government policy. We have children with
disabilities already in schools, but the teachers are not trained. We gained
knowledge from a parents’ network called the "Parents Mabilisation Resource Group’
(PMRG) which consisted of parents from: Zambia, Zimbabwe, Uganda, Tanzania,
Jamaica and Mauritius. These organisations were funded by the Norwegian
organisation, NFU. We also had links with FEPAPHAM, a Pan-African Federation of
parents linked to Inclusion International. We have realised, though, that networking is
not always easy and it involves responsibliity and commitment.

One of the bariers we have faced is the inaccessibility of meetings about inclusive
education. We have participated in regional meetings on inclusive education, mostly
in South Africa, where policy makers and politicians have made presentations at a
very high level in inaccessible language. Parents from the grass-roots have not
benefited from these meetings. We need to have separale meelings as parents.
These large seminars do not respond to the needs of parents, children and teachers.
They do not have a format that encourages full participation, yet they claim to be
consulting with stakeholder groups. It seems 1o be the donors' policy to ‘involve the
slakeholders’, but just getting everybody together is dangerous and doesn't
necassarily change anything. The professionals don't seem to care whether the
views of marginalised groups are represented.

One of the solutions would be to empower the grass-roots to make use of available
resources such as radio, TV, internet and seminars 1o tell their storles and raise
awareness. We need to promote a culture of writing, and could start the process of
regionalisation with the Writing Workshops idea (see p13). We could produce
training matenial which could help those at a higher level. We could also try o
produce a newsletter in a small way and send it to the professionals. We can also
run our own presentation and communication skills workshops to train people in
writing and documenting. In this way informalion-sharing can be spread to other
countries. We could use the EENET logo to influence change. We have already
contributed to the EENET publication, ‘Family Action on Inclusion in Education’.
This tells the story of parent groups in all regions of the world which have lobbied for
change in the education system on behalf of their disabled children.

Albert Tembo, Zambia

There are a number of |E projects going on in the country, which is divided into
educational zones. There are three colleges which are frying to promote IE in
schools by giving teachers methods to cater to the needs of all children and by
merging the special and the mainstream teacher education courses.

The main barriers we face are that schools are spread over a huge distance, children
with physical disabilities find it difficull to access schools, which are a long way from
their homes; teachers are overloaded: infrastructure is poor; classes are large (50 to
60 children); there is a lack of transport; and a lack of communication devices, such
as the internet, telephone, fax and computers.
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We have the following donors involved in promoting IE: FINIDA, DANIDA, UNESCO
and Irish AID, We share ideas through seminars. We use the community-based
resources of the Minisiry of Health, Community Development, Education Zone
coordinators and parents.

3.2 Hong Kong, China

Presenters: Vivien Heung

Kenneth Sin
Facilitator: Ana Maria

In Hong Kong we do not suffer from a lack of information - we have too much
information. Bul knowledge about IE needs to be disseminated, Since 1997 there
has been lots of change in the education system. In 1997 a Code of Practice on
Equal Opportunities was introduced and, in 2001, 'Educational Reform’. Although
there has been an integration policy for the last 20 years, inclusion as an ideclogy
has not been put into practice. The number of children who are segregated has
increased, as has the number of labels put on children. We don't have a problem
with distance as Hong Kong is densely popuiated, but this means we can segregate
children more. We place a very high value on academic results, and all children are
expecled to reach the same level.

We can only promote integration and inclusion if we can integrate ourselves in
teacher education. The Institute of Education, which iz becoming a university,
University, has been re-structured to faciiitate the training of both special and
mainstream teachers together in the Depariment of Educational Psychology,
Counselling and Leaming Needs. The Centre for Special Needs and Inclusive
Education (CENSIE) was set up in 1998, It iz self-funded and therefore has greater
freedom to support parents and schools lowards inclusion, We have adopted a
human rights framework for our work.

We are interested in networking with international agencles because we want to
disseminate our knowledge and expenence. The Hong Kong Education Department
intiated a pilot project in 1887 and approached schools to join in. Only 9 schools
joined in at the beginning. By 1988 21 schools had joined: by 2000, 40 schools; and
by 2005 there will be 100 schools involved. The resources available for the project
are very promising: there will be additional funding and training for teachers.

Educational integration is restricted to 5 groups of children - all of them have mild-
impairments.

We adopt a whole-school approach. We run school-based workshops, staff
development programmes, promote peer-tutoring and peer-support. and develop
school-based policies. We conduct local research to show how integration works in
schools by developing case studies of successful experiences to show pecple how
they can ‘travel the journey’. We have moved from leacher-centred to child-centred
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teaching methods and we try to change teacher attitudes. The main ocbstacle we face
in the schools is that the teachers claim they are not prepared.

We have compulsory education, therefore, in theory, there are no marginalized or
excluded groups. Some children are excluded from the mainstream, however, and
they are referred to different units, classes or schools, There are 840 schools with
special classes.

How do we share information?

In Hong Kong we use a guestion and answer format in chal rooms and we develop
and disseminate fraining packages, bul there are so many that teachers have no
time to read them. This is why we feel that a school-based is most effective. In China
they claim to have 100% inclusion. The philosophy in China is that every child must
be equal, and this makes inclusion easier. We have a lot of networking cpporiunities
with Chinese schools. We have a lot to l2arm about different teaching methods. Our
Chinese colleagues have developed several software packages. The sharing has
been fruitful.

Overcoming Barriers

There is a teacher education programme to prepare teachers to support special
needs in the classroom, But we are concerned with teacher competence. Those
working in mainstream schoels claim they have no training and do not know how to
cater for children with spedial needs, They strugale with the different levels of ability,
the provision of learning support and the co-operation between teachers and
learning assistants, In 1999 we started a project called, 'Making Integration
Successful (MIS), We developed resource packages, including CD Rems.

Farents have been very suppartive of the pilot project and we value them a lot, But
they don't want to be engaged in school matters and they do not work with us as
partners. Peer support for parents of children with and without disabilties is very
important, as parents often reject their children with disabilities. Recently, the
‘Supporting Group on Integrated Education’ (SGIE) has been set up by a parent who
Is in a very influantial position. This group is likely fo bring about many changes.

3.3 Portuguese-speaking countries

Presenters: Windyz Ferreira
Ana Maria Benard da Costa
Ana Costa

Facilitator: Mel Ainscow

Windyz, Brazil

Gn my return to Brazil frem studying in Manchester, my colleagues and | established
a Brazilian NGO known as 'EdTodos', based on EENET's example. EdTodos has a
double meaning in Portuguese. It means Education for All and "It is for all'. EdTedos
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is not a franchise. It has its own distinct way of working, inspired by EENET, but not
dictated by it. Raising awareness of the UNCRC has been a central focus of our
work and we have focused on race, gender and disability, EdTodos organised an
international conference in Joao Pessoa in the North-East of Brazil in December
2001, and it has launched a journal.

EdTodos is run on a voluntary basis. | am employed in the Federal University of
Paraiba in Joao Pessoa, and have been able to involve my students in the running of
EdTodos and the Congress. Since the Congress | have become more involved in
national policy discussions about special and inclusive education, and amina
position to influence change.

The North-East of Brazil is the poorest part of Brazil, and has the highest percentage
of children who do not attend school. In Brazil the Portuguese term for ‘marginalised’
is not used, instead we use 'vulnerable, disadvantaged or at-risk’. EdTodos has
plenty of work to do if we simply focus on the needs of the Brazilian population of
160 million pecple, rather than trying to cover the whole of Latin America. The scale
of Brazil is enormous = it is 8000 kilometres fram North to South.

The most important thing is to bring people together and fo share ideas. EdTodos is
keen to establish a formal relationship with EENET and to make better use of
internet links to help us overcome the geographical barmers in Brazil, Already the
national parents’ organisation in Brazil, which is linked to Inclusion International, has
dizseminated information abaut EdTodos and EENET through its extensive email
network,

Ana Maria, Portuguese-speaking Africa

| will be retiring in October 2002 from the Institute of Educational Innovation in
Lisbon. | intend to work together with a colleague who has set up an NGO called
'Citizens of the World". This NGO is already focusing on AlDS-related issues in the
Portuguese-speaking countries in Africa, There is enormous potential for us to
extend this work 1o Education for All issues. | have many contacts in Mozambique
and Angola, and have also visited Brazil.

My first instinct would have been to set up a post office because of the severe
shorlage of materials written in Porluguese! But after loday's discussions | need to
re-consider! | have been translating EENET's newsletter since it was slarted in 1987,
and am prepared 1o continue. There is a need 1o translate many more documents
into Portuguese and to begin coliecting experiences in the Portuguese-speaking
countnes.

Ana Costa, Guinea Bissau and Timor

| work for a Portuguese NGO called CIDAC, a Centre of Information and
Documentation. | travel regularly to Guinea Bissau and have the opportunity to make
links between my colleagues there and EENET. Until | attended this seminar | had
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no idea that there was such interasting werk going on in Mozambigue. | would like to
make links between practitioners in the Portuguese-speaking countries.

This week East Timor has gained its independence. We have a unigue opportunity to
become involved in the early stages of the re-buliding of the country. Most of tha
schoaols, including many special schools, were destroyed during the fighting. Timor
has decided to adopt Portuguese as its naticnal language, so the Portuguese
government and many Portuguese NGOs concemed with Timor will be providing a
lot of support. Already teachers of Portuguese have been sent to the country to
provide language training for the teachers.

3.4 India, South Asia

Presenters: Sunita Zacharia and B. Venkatesh
Facilitator: Sue Stubbs

Sunita, Enabling Inclusion

There are 1 billien pecple living in India, and huge numbers of children have either
dropped out of scheol, or are not attending. There is a huge amount of discrimination
on the grounds of gender and caste.

The Disability Act (1995) has a clause about integrated and inclusive education. But
there is no formal or informal body for sharing information. IE is happening in
different parts of the couniry, bul the experience is not shared. Enabling Inclusion is
an NGO which is trying to creale a national network. We have contacis with
organisations dealing with child labour, caste and gender, as well as disability. We
try to address everything together, There iz a real gap in networking - a lack of
contact between development NGOs. We are aware of the National Resource
Centre for Inclusion, which is based in Bombay which is creating resource materlals
on inclusive education, and of the CBR Network in Bangalere run by Indumathi Rao.

The 5t Joseph's Service Society (SJS5) set up an inclusive school as a result of the
discussions that took place at the Agra seminar, (Initially the intention was to set up
a special school), The school has 400 children, 100 of whom are disabled. Most of
the teachers in the school are special educators, but they are teaching in the regular
classes. We have a development worker who is making contact with other
organisations at the grassroots and documenting their experience. Enabling
Inclusion is an information network run by SJSS. We have translated EENET and
other materials into 5 different languages: Hindi, Bengali, Tamil, Delagu and
hia.nr:ada. All the policy and research publications are produced in English. We are
irying to produce a newsletter,

Venky

I am not working exclusively in inclusive educafion. | use Freiran methods to train
social workers to work with disabled pecple te help them understand the link
between poverty and disability, 8% of India's population lives below the poverty line
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on less than US1 per day. Disabled people are over-represented in this group. Less
than 5% of disabled children have access to primary education.

| was involved in training government teachers in a rural area of Ethiopia to become
more aware of disability, ethnicity, language and economic issues. As a result of the
training the teachers went into the community and brought childran with disabilities to
the schools. They developed teaching aids using local materials.

There are different levels of inclusion:
Family Level: inclusion has to begin with the family. The shame, anger and guilt has
to change fo acceptance and early childhood stimulation.

Community Level: accommodation within the community, attending school, and
gaining employment opportunities. | am working on a new scheme to create
playgrounds for disabled children and non-disabled children which are under the
contral of the disabled children is a new scheme.

School Level: Children are able to be with their peers in learning groups.

4. Reflection
Each participant spent a few minutas noting down the learning that had taken place
during the day. The reflections have been organised into; personal; education;
networking and information-sharing.

|

“For me, the most interesting thing today was..."

Personal reflections

The importance of meeting face-to-face;

It is mowving to listen, to be together and to share experiences;
Together we can support each other to overcome barriers:

The enormous influence that the Agra seminar has had upon practice:
A world of experience brought into a small room in Pertugal;

EEMET is about swimming againsi the tide;

It is a8 conscientisation process and we need o move from individual to
collective learning. As Freire sald, 'Go beyond”;

Hong Keng is a window to China;

Before this seminar | was aware of differences between East and West, now |
know more about differences between South and North!

« The problems in Portugal seem small compared to those in other countries.

@ & ® @ & ® [

-

o Education
= Learning from difference: the enormous variety of situations, regions, needs

and responses - different ways of developing inclusive education (IE). EENET
needs to respond to these diverse contexts;
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* Alternative ways of implementing IE: from the bottorm-up, as in Lesotho, and
top-down, as in Hong Kong;

» Inclusive education tends to mean the education of disabled children.

» Inclusion is not only confined te schools and formal education. it should be a
full part of community life;

» Inclusion and education start in the family and in the community;

« [Education cannot be seen as being separate from life;

» Link between inclusive education and human rights issue.

o Networking

» There is a need for two-way communication, so that local experiences can be
disseminated,
It helped ta clarify what resources are available in the regions;

= The challenge of networking is the same everywhere despite different levals
of resources;

= Despite enomous differences between countries, basic human needs are
common across cultures;

= Cullural attitudes have consequences for developing information;

= Sharing and crealing conversations amongst peers, eg parents and children,
15 often maore effective, than bringing lots of different groups together at first;

* We need to form small groups in each context, and then widen the network:

= The role that one key person can play in starting to network and disseminate
information - rather than an institution or organisation;

= Need to work with organisations that are linked to local, national and regional
levels;

« [t helped to reflect upon the way information on IE is being disseminated
currently in my country;

» Linking with existing organisations working in different contexts/issues.

a Information-sharing

« Some countries have too much information, others too little, and in others
there is very little sharing of information;

+ \We need to improve the use of Internet access for disseminating information
and collecting feeding back;

« The need to make documents available on websites in different languages.

» Increased awareness of how much each of us can do at different levels if we
share information and believe that it is possible;

* How can we use this group for providing stories for EENET's newsletters, and
raise different issues to stress diversity:

» The role of universities in sharing information;

« Collecting data and writing up.

S0/ PonugalSeminarrepon Dl dog 13



EEMET Seminar, Porfugal, May 2002

4.  Writing Workshops

"Understanding Community Initiatives to Improve Access to
Education": an EENET action-learning project
Susie Miles & Mel Ainscow

"Writing Warkshops' is a small-scale project linked to the overall aims of EENET, and
relevant to the regicnalisation process. it is funded by the UK’s Depariment for
International Development (DfID) for a two-year period and it aims to help people
who are involved in inclusive education to:

» leam from their experience of inclusive praclice;

« document it;

« share it with other people.

One of EENET's core beliefs is that some of the most interesting and
pioneering practice on making education accessibla for all is happening in
countries of the 'South’, Bul there are many barriers that prevent people in
other projects and cultures from learning about these experiences.

Research questions include:

» How can people with very different types of knowledge, skills and
perspectives be helped to think about, document and learn from their
experience to improve access to learming for all?

« What needs to happen to make this process empowering particularty for
praclitioners and people from marginalised groups?

* How can the particular experiences of one community speak to a wider
audience and at the same time remain authentic?

* How can 'outsiders’ and 'insiders' best work together o fmprove practice?

We prefer to use terms such as ‘aclion-learning' and 'reflective practice’ because we
believe that everyone, no matter what their level of formal education or literacy,
capable of being helped to think about and communicate their own experience. This
project should give added value to what people are already doing in the course of
their work. However there are some very real tensions and challenges associated

with this project which are directly relevant to EENET’s regionalisation process, for
example;

< the relevance of learning across cultures:

4 bridging the gap between oral and literacy-based cultures;
< collaboration and power issues between South and North;
+ explonng how participatory processes can be fully inclusive,

When EENET put in the bid for the research grant, our project was the only one out
of a total of over 130 projects which linked disability and education. Most of the
projects were about AIDS, gender, caste, and computer access. Yet the themes of
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the research bids were inclusive education and education for all. Originally we
intended to work in Brazil, Zambia and Remania, but DAD asked us to focus on sub-
Saharan Africa and South Asia, 50 we opted for Tanzania, Zambia and India. The
potential project in India did not work out, however, sa now we are anly working with
Joseph Kisanji in Dar-es-Salaam, Tanzania, and Paul Mumba in Mpika, Zambia.

The project began in April 2001, and in July we had a meeting in Tanzanla. Two
colleagues came from Zambia and Mel and Susie, from EENET, UK. We visited
schools and ran a workshop. We simplfied the concept of the project into the
following key principles.

using existing knowledge
building on experience
collecting infarmation
listening to different voices
working together

creating conversations.
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There is a detailed report of the visit to Tanzania on the Action-Leaming section of
EENET's web site. We have also begun to collect other action-learning experiences
on the site from Portugal and Romania, it is open to contributions.

Capturing the authentic voices of community members as they reflect on their
community's experience of promoting inclusion is a process that takes a lot of time
and is very complex. It involves a new way of thinking, guestioning and reflecting. It
supports teachers to review their own practice.

In order to demonstrate the type of wark which is being done in Zambia as part of the
research project, Susie told a story about overcoming girls' absenteeism. Following
the warkshop in Tanzania, Paul Mumba began to use the 'What, How and Who'
framework developed at the warkshop to encourage the teachers he works with in 7
schools to identify the barriers they face and develop strategies to overcome them.

One of the teachers has an all-girls class — as a result of a UNESCO-led project to
raise girls” achievement. As many as 15 girls were regularly absent from this class.
The teacher decided to ask the children to carry out a survey in the community to
identify the reasons for their absenteeism. The main reason was the girls' heawvy
domestic workioad. A meeting was called for the parents of the absent children to
meet with the whole class to discuss ways of tackling this problem. This meeting was
recorded on video and reflective discussions with the class teacher have been
recorded on audio-cassette. On Paul's recent visit to the UK, we documented this
experience under the following headings: purpose of the activity, processes and
methods used, evidence of impact, lessons leamed and further challenges. On his
return to Zambia, Paul ‘negotiated’ this account with the children, parents and their
teachers to ensure that the final version of the activities reflected the voices of the
key stakeholders.
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We need to remember that Paul Mumba is an extra-ordinary human being and
the rest of us are only ordinary human beings!

We aim to have a set of draft guidelines for the running of writing workshops ready
by September 2002. We would welcome comments and feedback from practitioners
who may wish to try out the guidelines, We need to give some more thought to the
way the guidelines are going to be disseminated and whether they need training to
accompany them, like the UNESCO pack!

Another EENET project which is relevant to the regionalisation process is the 'Family
involvement in inclusive education' project which began collecting stories from
parent-led advocacy groups in T different countries in 1899, The stories were placed
on the web sie in 2000. Since then, Susie has been working on a publication which
tells the story of the way advocacy organisations develop and can grow into
organisations which campaign for inclusion. The publication, which is in its final draft
farm, draws heavily on the original stories. It should be ready for publishing in July
2002.

5, Action Plans

"How could we develop EENET activities in our part of the world, bearing in mind the
many cifferent contexts, situations and needs which require different approaches?

Participants were divided into regional groups with the following facilitators:

Mel Ainscow: Hong Kong
Andrew Freston:  Africa

Sue Stubbs: South Asia

Susie Miles: Portuguese region

And were asked to address the following questions:

Developing a plan for EENET activities in your area
VWhat should be the main emphasis?

What should be the key strategies?

How can we create appropriate leadership?

What resources are needed?

What is the area?

How will the plan connect to EENET?
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5.1 Enabling Inclusion, India, South Asia
Becoming an Associate

Area: The main focus will be in Mew Delhi and Bangalore, but Enabling Inclusion
(El) is open to queries from other South Asian countries; Sri Lanka, Mepal and
Bangladesh.

Strategies: Produce a newsletter at a very local level, conduct campaigns in
schools to raise awareness of inclusive education; establish small groups at local
level with parents, children and feachers, facilfate conversation between different
groups, not only disabilily, and set up a think-tank; create resources by colleciing
experiences and translating them into key South Asian languages; make use of the
already existing web site.

Relationship with EENET: There will be a two-way flow of information. El will
collect stories, which wili feed the local newsletter and the EENET web site. El is
prepared to disseminate the newsletier for EENET in South Asia.

Leadership: Enabling Inclusion will take the lead fogether with practitioners working
in the field of integration. Enabling Inclusion will retain its own identity, and will not
use the EENET logo.

5.2 Southern Africa: Eecnrnlng an Assoclate
Area: Lesotho, Zambia, South Africa,

Leadership: Representatives of NGOs will decide who can assume this role. A key
person will be identified who will maintain contact with EENET,

Strategies: To adopt a bottom-up approach by developing community groups
interested in sharing information; identify key pecple; create a nuclkeus of one or two

countrieg; and create consensus around issues of inclusive education. This will be
done by:

» Networking using the existing structures or coalitions: Ministries of
Education, CBR, NGOs, regional federations of disabled people.

= Dissemination of information from the higher level to the local community to
develop a common language - bring together the professionals and
practitioners/community documenting and disseminating the successful
experience in this country.
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» Discussion of inclusive education: Network members will help to make the
inclusive education debate meaningful at the community level by discussing it
in their regular work at community level.

5.3 Portuguese language network: Working towards a partnership

The language network will include: Portugal, Mozambigue, Angola, Cape Verde,
Guinea Bissau and Timor,

Leadership: Ana Maria, Citizens of the World; CIDAC; Teacher Training College;
and schools’ network, Portugal, and EdTodos, Brazil.

Emphasis: Translation, dissemination and exchange of ideas; website in
Partuguese language linked to EENET,

Resources: Need lo set up an infrastructure with a co-ordinator and secretary, a
computer and an office. Apply to national foundations, government and civil society
for funding. It may also be possible to approach international donors eg Comic
Relef, Finnida.

5.4 EdTodos, Brazil: Partnership - Becoming an ‘Arm’ of EENET

Emphasis: Dissemination and documentation
Strategies: \Website: Brazilian in Portuguese l[anguage
Journal ‘Inclusive Perspectives in Inclusive Education’
Action Rezearch project on inclusive education
Contacts with other Latin American countries to establish a connection
with EENET,

Existing human resources: Windyz Ferreira and Josiana da Silva, members of the
Beard of EdTodos; students and professionals already linked to inclusive education
work and trained in both action research and the UNESCO Resource Pack.

Hn_ad :I'l_ar material resources: office with computer and intemet, a small payment for
university students to run the office, and the cost of publishing documents.

5.5 EENET GOES CHINESE, CSNSIE, Hong Kong
Becoming a partner

2002

Sept Selting up a steering group in Hong Kong (HK) as a Focus of
leadership
Volunteer co-ordinator and invelve students

Oct Seminar at the Institule, Mel Ainscow will attend
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