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Word from editors

Contemporary global world gives new tasks to lifgjaeducation. The concept
of traditional school does not meet expectationsedérogeneous society, it is also less
effective in the society of cultural differencesdameepen differences among people.
The main idea included in UNESCO program “Educationeveryone” constitutes
a message for education in most of well-developmehtries of the world. Moving
away from homogeneous education, the same for emerydetermined by the same
standards and aims, is justified and necessary.

Accepting the paradigm of inclusive execution asdoractical implementation
contributes to respect for different needs, absgitand psychophysical skills of every
subject of education process. Non-segregationistaggh and high quality education
for everyone, regardless of social origin, sexgrdanguage, level of development,
disability, age and many other factors, should bwlewsstood in dimension of
combating with social exclusion and should be seean important issue of European
social policy.

In scientific publication one can see two strearseterences to education of
differences. The first stream is focused mainlyirdegration of disabled people with
the rest of society, the second stream is condedtraon combating with
marginalisation and social exclusion of “differeqieople. Education of differences
consists of removing mental barriers, reducing tltmns and full acceptance of
everyone without any prejudices.

Complexity and multifaceted nature of the issuesiceming inclusion
I education makes us aware that scientists shaeddi wlith this issue in more earnest
way, therefore academic stuff from two academiesBBelgrade Institute and State
Higher Vocational School in Nowyafz make an attempt to look into this field of
scientific knowledge. Discourse on education in toatext of inclusive education
presented in this publication refers to selecteaigles of theme of inclusion. It is not
vast spectrum but it is important to remember thebncerns theoretical assumptions
and practical implementation of message of inckisaducation. Effectiveness of
action and good quality of education for everyotens from scientific theory and is
justified by it. Wise and reasonable solutions ragtice of educational interactions
constitute confirmation of reflexive attitude towarnnclusive education.

In the monographic study three main parts wereradtstd. In the first part the
authors discuss different ways to individual suscelsa pupil- from segregation to
inclusion (Anna Struzik) and make reference tousin as an important element of
quality of education at level of primary educati¢iwica Radovanowi, Dragana
Bogavac).

The second part is a recognition of inclusion irm® of special educational
needs of children, youths and senialasmina Kovéevi¢ writes about children with
special educational needs, whereas Bogutawa Gaw&rol Wisniewski develop
theme of inclusion education in an integrative kirghrten as an example of good
practise. Issue of differences in terms of psycluwemstudies is presented by Danica
R. Dzinovi. Joanna. Jachimowicz took up an interesting ssudieemotional attitude
of pupils towards top-class classmates. Zdzistaa@aoha writes about actual issue of



ageing society and demonstrates that educatiotigltaof seniors is an opportunity
to combat marginalisation and social exclusionldéepeople.

In the last, third part, one can find consideratiam teachers preparation to
inclusive education. Jolanta Rybska and Julia Klapalyses outcomes of empirical
studies on teachers competencies in terms of ineleducation at different levels of
school education. Jasmina Milinkdvpresents an interesting issue of challenges
concerning inclusion in practical education of nesfatics. The need to develop skills
and the abilities to use information technologytlre education process of future
teachers is justified by Miroslava Ristand Ivica Radovano&ishows that in a world
of knowledge and IT skills are essential and negss

The paradigm of inclusive education is a key iddactv organises theoretical
knowledge, shows direction and method for sciemstudies as well as systematizes
intellectual experimental studies used in educatigpractise. It is important to
remember that issue of inclusive education is Etah many scientific disciplines
thus both a broad look on the issue and narrowgialmed look can bring many
relevant and valuable theories to cognition ofttieme.

Zdzistawa Zactona and lvica Radovanovi



Chapter |

Assumptions of inclusive education






Anna Struzik
State Higher Vocational School Nowy Scz

DIFFERENT WAYS TO INDIVIDUAL SUCCESS OF A PUPIL
- FROM SEGREGATION TO INCLUSION

Summary: The author attempted to explain the differencesvéen segregated
education, integrated education and assumptiorinafisive education mainly in the
light of development of special education. She slkothe benefits of inclusive
education and risks resulting from its unreflectiveplementation in the Polish
education system.

Key words segregated education, integrated education, isigkl education,
inclusion, special education.

Introduction

Equal treatment of children regardless of racknietorigin or religion was
rightly noted and specified in Geneva Declaratiéri®24. Right to education and
higher education, which shall be equally accesdiblall on the basis of merit, was
defined for the first time in The Universal Declgwa of Human Rights of UN of
1948 (art. 26) and later repeatedly confirmed itenmational documents such as
Convention on the Rights of the Child of 1989, frati in Poland in 1991. Art. 28
specifies rights to equal opportunities, free ascts education and compulsory
elementary education. On the other hand, art. Z2isps aims and values set in
educational process. These are: the fullest dew@ap of child’s personality, his or
her adequate preparation for living in society, elegment of child’s respect for
nature, spirit of friendship between all nationsl dmally respect for human rights
and his or her fundamental freedoms (Szczepska®wska, 2009, p.145).

Such implemented educational policy aims to serieens, their development
and complex functioning on the micro- and macroaotevel, with a view to
reducing inequality among people resulting, for regke, from followed beliefs,
nationality or disability. Justifiable call for améng the educational equality of all
children seems to be difficult to pursue in praetdue to not only multiplicity and
variety of psychical, social and cognitive needgliffierent pupils but also necessity
for conciliation of interests of different sociatogips, that is multidisciplinary and
multithreading of this issue. It seems relativelsye to do it on primary education
stage when children’s susceptibility to adults’ aapand their openness to others is
great. Heteronomous phase in moral developmentre=ggompliance with adults’
influence and adaption of models opposing to disicration on several dimensions.

Openness to various needs of children with phisicantellectual disability
took place in 1990s in our education system arghdawed values of at least partial
reducing of inequalities between health childrethwpb-called development norm and
ill ones, euphemistically called ‘children with s educational needs’. However,
civilization transformations are still generatingewy highly complex social
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phenomena, f. ex. constant poverty, unemploymeathgbogy, voluntary migration
(labour) or obligatory migration (political refugees) clearly visible in West,
multicultural countries, but slowly influencing smi situation of children in Polish
education systemOccurring problems are the subject of social cdehates and
reflection on searching for appropriate solutidds.the second hand, these problems
face numerous legal, financial and even mentalidrarr The postulate of school
reform, concerning addressing pupils and their glaysemotional and social needs,
Is the essence ofthe idea of inclusive education and specific cimagée to local
governments, schools which are educational orgimisaas well as contemporary
teachers who are creators and direct executenopapganda concept.

Misunderstandings about the term inclusive educatio — from segregation to
inclusion

The evolution that has occurred and concernedakaoiclusion may be
introduced with the example of education of pupilgh especially ‘downward’
deviation from standards, that is, children withesial educational needs’.

Fear of diversity, distrust towards what is unkndwave been an integral part
of human existence since ancient times and displapeel treatment towards people
who were ‘different’ from them. For many centuriesluctance towards those who
were mentally impaired has been displayed by negatititude concerning complete
natural selection, superstitions, mystical fanatitileading people to deprivation of
their life, isolation in anti-humanitarian condii® and the lack of any care for them.
The lack of knowledge about a child and its develept contributed to the fact that
hard upbringing methods were applied towards awdwaenagers in the Middle
Ages. Rod or physical punishment such as flagehatbecame the symbol of
teachers’ power which aimed to eradicate child’$ @wpkowski, 1981, p.101, 112).
When elementary school became popular, it turnddtivat education in publicly
available institutions is not equally effective fatl children. Slow educational
progress were reported in impaired pupils and asgdéional difficulties in education
process influenced also results of the rest puptildiecame a natural pretext for
excluding them from the community of healthy peopgtessibility of education of
disabled pupils has gained popularity in the peraddEnlightenment when first
institutions were created in France, for deaf pugil770) as well as mentally
impaired ones (1784) and later in other countileduding Poland. Centres for deaf
(1817), morally neglected (1829) and blind peofl84@) appeared consecutively.
Organisation of education for mentally disableddrein (1917) and schools for sick
children (1926) in Poland took place only after toentry regained its independence.
(Baranowicz, 2006, p.43) The scope of care fordecen requiring special education
was vastly disproportionate to existing needs. ld.ittocial sensitivity towards
problems of special education was the main reasotinis (Baranowicz, 2006, p.43).

The introduction of the name therapeutic educaitiofi861 with an attempt in
determining its objectives and place in theory dfiGational sciences as well as one
of the first Academies for Special Education fouhdyy M.Grzegorzewska in 1922
which aimed to train teachers for special schoalsnvall as conduct research on
educational process of disabled pupils were bdliet@ be a turning point in
developing the theory of special education and gimgnattitude among the society
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towards people with different types of disability igkowski, 1981, p.55).
Grzegorzewska’'s statement ‘there are no handictyese are people’ stimulated
reflection on the necessity to emphasise boostedisnef disabled people and to
create for them more convenient education conditeomd also reorientation of views
the perception of them and their place in society.

Compulsory education for disabled pupils was impogartially in 1932 by
virtue of the act in which possibility of exemptiah this obligation was foreseen if
there were no special school in the place of livi@&gjdzica, 2007, p.278) what
aroused justifiable criticism of teachers of thch@ols. Intensive development of
special education took place in the interwar pebad this education was provided
only at the level of primary school and attemptsinstitutional preparation for
professional work were incidental (ibid., 2007, 482

After World War 1l, special education was subjestthe same changes as
general education provided that compulsory educatias imposed on all children,
including deeply disabled and with multi-dimensibuigsabilities. Schools of life,
educational and therapeutic centres and other fainsducation were created in
which such children had opportunities to fulfil edtional obligations (ibid., 2007,
p.278).

Under the act of 1962, children with visual, hegryimovement impairments
and chronic diseases as well as those who are Ihyenligabled and morally
neglected were considered to have been incapableaofing in normal primary
schools because of the degree of their disabilltickv prevent them from learning in
public school. Simultaneously, children incapalfléearning in primary school might
have stayed in normal school under the permissiui the place in special school
was found. However, if such a child created ‘untisaghaviour problems’, the
permission might have been withdrawn at the requésthe teaching staff. In
‘normal’ class, disabled child was often relegatiedhe margin of teacher’s interest
and tolerated only because it had to attend sc{i@eanowicz, 2006, p.44). There
were, however, cases of not legally authorisedgores of disabled child in publicly
available school purely dictated by its good depeient what gave rise to so-called
‘inclusive’ conception in education. Until the 1%9Gpecial education was the only
form of special teaching in which ‘comprehensivevalepment and social
revalidation of pupils as well as their educatiorbe conscious and creative citizens
at the possible level concerning their type andeegf disability’ (Lipkowski, 1981,
p.71). Special schools through their objectivesctthsged normal school from
children who were often disorganising and restrjndidactic work of normal units
and for whom public school could not provide promeeasures and methods of
teaching.

It is clearly seen that trends in teaching studemith ‘derivations’ from
standards became segregated and adapted to difféypas of disabilities.
Segregation tendency in education is characterdsethe belief that a child with
specified disfunction shall be taught in schoolated especially for her/him where
there are the best conditions as well as curricuhaiapted for child’s special needs
and which is taught by specially prepared teach®rstay in such institution causes
that a child resides constantly with the same peaglit is and where contacts with
other people are restricted. Similar thing is irblply available schools where the
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best educational conditions for normal and heatthydren are created (Zacharuk,
2011). Thus, special teaching is considered to $egeegated one whereas teaching in
publicly available schools is considered as a regreggated one.

Creation of special or therapeutic classes, in iplybhavailable schools, in
which teaching of disabled people is provided aodtacts with other non-disabled
pupils take place during extra-curricular actistie considered to be an interim and
partially segregating solution (Maciarz, 2007, .33

Exemplifying the current issue from a different gmective, instances of
discrimination and segregation, historical or mareent may be given, for example,
persecution of early Christians, racial and etladé@nsing in Africa and Near East,
places (restaurant, trams) or Jewish ghettos, fonlsermans- racial segregation in
the United States during World War I, etc. The mresent example of segregation
tendencies may be observed at the first stage lmdasceducation in Poland. It
concerns lowering the age of start of educatiosixfyear-old children and creating
separate classes for 6- and 7-year-old children.

Next trend of education of disabled and non-dighloleildren was the idea of
integration which originated in the 1960s and thecep of its introduction was
different both in European countries and in theldwoin Poland, it has undergone
transformation from perceiving it as an innovatiorobligatory standard which is still
controversial and cannot find support even amompgkes. Antoni Hulek has prepared
and popularised basics of teaching and educationcinsive system in our country
since the 1970s. According to Hulek (1997, p.498)grated system of teaching and
education consists maximum inclusion of children a@enagers with derivations
from standards in publicly available schools andestinstitutions as well as allowing
them, as far as possible, to develop and learn @nuwalthy peers. According to
Hulek, integration is indicated by such mutual telaship between disabled and non-
disabled people in which the same rights are retgukas well as identical conditions
for maximum and comprehensive development are eme&br both groups”.
Promotion of idea of integration in Poland tookgalanot earlier than in the 1990s,
after the political transformation and increasingler of parents’ co-decision
concerning education of their children. When thiaod up to segregated education,
they contributed to the creation of the first imegd schools where pupils with
different types of disabilities could get assis&ané several organisational structures
(special, compensatory and therapeutic classes).

Integrated classes in publicly available schootedd out to be dominant in
Poland. They created proper conditions for childnetin special educational needs
concerning development and leading a normal lifsaoiety. Regulations relating to
their creation were presented in 19981d they arbitrarily set model of integrated
education concerning classes with maximum numbeRGOfpupils, including 3-5
disabled people. Initially, assistant teacher wemmended to be present during
lessons but the employment of special educatiochera apart from general teacher,
was obligatory in these classes after the reforrh9®9. Thus, it can be seen that in
the trend of integrated education, there is a ohdocdisabled children to learn and
maintain contacts with other non-disabled peopleedrated education is understood

! Official Journal No. 9 of September 1993.
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as,organisational and pedagogical actions aiming &etinclusion of children and
teenagers with derivations from standards conceynimealth and development
conditions to classes, schools and other publialgilable educational institutions
taking into account specific educational needsiséloled peers and providing them
with conditions for optimum development among hgalpeers(...). It enables
bringing children and teenagers up in the spirit widerstanding and tolerance
towards disabled people. On the other hands, ib&ssmadisabled people to live in the
community of non-disabled people on the basis olleqgghts and obligations”
(Kupisiewicz, Kupisiewicz, 2009, p. 40-41).

Controversies over the idea of integrated educatemire on multiplication
and interpretation of the term (social, individuggrtial, formal, group integration,
etc.) as well as its ways of perceiving: eitheraagoal and method to achieve this
goal; as a form of organisation of education orahelation; or as a social process,
which allow to differentiate its 2 concepts: thexapic and medical as well as social.
Generally speaking, it concerns the scope andtyualisupport concerning either the
change of a child adapting his or her to existiygtesm or openness to a child and its
needs.

Concepts of the scope of special support for pupiks based on separate
assumptions The first one provides necessity tarosg special learning conditions
and wide range of help for disabled children, idatg the presence of two teachers in
a class. As A. Twardowski states (2007, p.19) & been affirmed that the presence
of special education teacher in a class encourdigesrest of teachers to leave
awkward teenagers to them because they will bdisgnose them, prepare corrective
actions and provide proper educational servicesaA®nsequence, a pupil spends
more time under the supervision of special edunate@acher as well as under their
educational methods and equipment used by them mpduadoxically causes that
mutual learning is less and less mutual and it maaucation closer to segregated
teaching.

In conclusion, after T. Zacharuk (2011), it may dssumed that integrated
education allows children to maintain contacts withers but educational process
shall consist adapting a child to existing system tbe basis of rehabilitation,
equalization and therapy. In multinational or nwtiural countries, integrated
education shall lead to assimilation of culturetlod guest country and adaptation of
this culture as its own on the basis of reorgaiuisaif cognitive and social structures
what raises concerns of certain groups and becamssurce of ethnic, racial or
religious conflicts.

The second concept of inclusive education is basethe social model and
assumes that each school should be prepared to didabled pupils. All teachers are
responsible for the education of these pupils innsteeam classes. A. Twardowski
(2007, p.20) claims that in order to ensure a fygality of inclusive education it is
necessary to reform the schools in order to creaté conditions in which all or the
vast majority of pupils could learn in a normalssdaThe class should be led by one
teacher, and special education teachers’ help dhmilbe too frequent and related to
tasks which cannot be performed in a normal classrdAccording to him, specialist
assistance should be directed also to teachersamfsiream classes, in the form of
training, advice or consultation. These are assiamgtconcerning the concept of
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inclusion in the integration, which involves theeation of educational models for
children with special educational needs in thetleastrictive environment. According
to Z6tkowska (2007, p.46), it means that individual igipvith evaluation for special
educational purposes are learning in classes. Henvévclusion concerns not only
placement of a child in a publicly available ingibn but also making such changes
in school in which their offers will fulfil needsf @ll pupils and create supporting
system allowing pupils to function in natural elviment.

This perception is consistent with the philosopliynalusive education. This
philosophy is all about opening up the system tadequality in broader sense, to
human rights, to multitude and diversity of pupilséeds, as well as creating
community free from all forms of segregation, remididg social attitudes towards
different people, not just those with disabilities.

The assumptions of inclusive education and the chaes of its implementation in
Poland

A. Firkowska-Mankiewicz (www.abcd.edu.pl) claimsathinclusive education
“acting on the assumption thail children can have and have the riglfinderlined
by A.S) to study in generally accessible schools which aear place of their
residence - it focuses on how to effectively temwth how to ensure them a sense of
belonging to a school communityherefore, inclusion does not mean assimilation,
l.e. it does not try to fit all children to one pamn. Flexibility is its basic principle
— i.e. recognition that children can learn at a difént pace, and teachers should be
able to support their learning in a way which isapted to their diverse needs,
abilities and pace of developmenithe philosophy of inclusive education itself &t n
new and is deeply rooted in the paradigm of teaglkind humanistic psychology
(subjective treatment, differentiation of requirense customization of development),
and its specific nature lies in opposition to amglesion in education, manifested in
segregation or adaptive teaching system. It is whiktrated by the UNESCO
—inclusion is seen as a process of meeting thersivneeds of all children, youth and
adults by increasing their participation in leamiculture and social life, as well as
eliminating all forms of exclusion in educationrfgéwska-Mankiewicz, 2014). These
are undoubtedly progressive and modern views, butha same time utopian
assumptions in times when people's rights are t@dlaven in highly developed
countries.

Inclusive education refers to the restructuring@afication, politics, and culture
in order to match the diversity of pupils in placésheir residence (Zacharuk, 2011).

UN and UNESCO are leaders of changes, the Worldrtemn the state of
education as well as proponents of inclusive edorcatwhich are derived from
multicultural countries, mainly Anglo-American. Tihesolutions trigger heated
debates in Poland and despite they continue tamefducation, they encounter
barriers to understanding and implementing restgtahet us consider why? Do all
children and young people — even those with veffeidint behaviours and ways of
learning, for example children with deep degreenehtal retardation, mental illness,
self-injurious or soaked with deep social patholegsust participate in mainstream
education? Do different ways of including childmwho are different in one range are
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appropriate for children with differences in margnges? Are examples of good
solutions in educational practice publicised? etc.

Basic assumptions and practical sohgifor inclusive education can be
found in books written by P. Mittler and D. MitcHelMittler (2000) underlines that
this term is not synonymous with integration. Stgrtfrom the assumption that
society and its institutions are oppressive, dmsgratory and debilitating, he puts an
emphasis on eliminating obstacles preventing peepfethers” (in various ways)
from participation in social life. Removing obst&lcan be expressed by changing
institutions, law and social attitudes that conitébto the production and maintenance
of mechanisms of exclusion.

Here are the assumptions:

- all children go to school in the neighbourhood atignd regular classes
with appropriate support,

- all teachers accept responsibility for all pupitgl aget appropriate support
and opportunities for professional development,

- schools re-evaluate their values: remodel theiawization, the curriculum
and assessment methods in order to overcome Isafoerlearning and
participation of pupils and to take care for fulhge of pupils in their own
school and in local community (Marszatek, 20080§-99).

The reading of the proposed solutions concerniggma@sation and teaching leads to
the conclusion that these are not “revolutionamt dhe unknown to us proposals.
Their fairly general statements have a universaratter, and rare examples refer to
the conditions of other educational systems. Howewe can discern parallels in the
organization of the teaching process, differerdratof requirements, the use of
different, including cooperative, methods and fomfhslearning, student assessment
and feedback, collaboration with parents and tresguce of a teaching assistant
teacher in the classroom. Polish education hasisixte experience and literature on
these topics, while changing this theory into psectlepends on many factors, e.g.
school management and determining its mission, aamiynof teaching staff, need to
change the working conditions, motivation and psefenal advancement of teachers,
their passion and commitment to work, and perhd&osaall, from mental readiness
to accept more and more tasks. Solutions at thératelevel has been regulated
successively by the ordinances of MEN for seveedry, and ways of applying the
recommendations to the reality remain the respditgibf the school community and
individual teachers.

? Peter Mittler, an advisor on special educatiommainy global organizations such as the UN, UNES®®, t
author of the book "Working Towards Inclusive Edima Social Context." published in 2000 by Tay&r
Francis, in which study was prepared by Anna Wykenf PAN (Polish Academy of Sciences). The study is
posted on the website of Centrum Metodyczne PorRsyghologiczno-Pedagogicznej (Methodological Centre
for Psychological-Educational Support). Secondkbeawritten by David Mitchell, “What really worksni
special and inclusive education. Using evidencextbdsaching strategieS he book was translated into Polish
by A. Firkowska-Mankiewicz.
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To illustrate the thesis | will use several thowghtom above mentioned studies,
and | leave reflection and assessing to what exéeadhe thoughts, which have been
implemented in the educational reality, known t® teader
Example of a directives for inclusive schools witestomes to organising teaching:

- lessons are constructed so as to take into actioendiversity of pupils,

- lessons must be accessible to all pupils,

- lessons develops the ability to understand thediffce,

- pupils are actively involved in their own learning,

- pupils learn through mutual cooperation,

- method of evaluation should serve as an encouragdoreall students,

- discipline in the classroom is based on mutualeesp

- teachers plan, review the material and teach iplduwee of the partnership,

- assistants who support teaching process (learniogost assistants — LSA)

should really support it and encourage each papphrticipate in classes,

- homework should contribute to the learning proadsal pupils,

- all pupils take part in additional activities (Méx 2000, p.116).

By contrast, 24 strategies developed by D. Mitchate quoted for
A. Firkowska-Mankiewcz (2014), who groups them iritwmcks concerning such
issues as, inter alia, the teaching context (optibmclusive education, teaching in
cooperating groups, the climate in the classroooggnitive and behavioural
strategies, assessment of learning outcomes andbdel finally enabling
technologies and creating the right conditions l&arning). These guidelines and
proposed solutions are the foundation for modemacher training and for new
challenges of civilization. They should also be tfioem a guideline to improvement
and self-education.

Conclusion

The attempt to organize the etymology of the cphaé inclusion in school
education allows the conclusion that the inclugdecation concerns all students for
whom school education is not a benefaction, noy timbse pupils who are perceived
as pupils with special educational needs (Mit@2€05).

Inclusive education is a field of both, special @mtion and general education.
Inclusive education is not a permanent state keijptiocess of wide-ranging changes
in the restructuring of schools at global and |desgéls.

The experiences gained from segregated and ineliexivcation, and education
which include six-year-pupils into mainstream sdipm®n the one hand can be
a warning, on the other hand it can be a chancenjplementation of the “novelty” in
schools. They entitle to scepticism towards thelementation of idea of inclusive
education in the long run. As the data shows, tmaber of children covered by the
mandatory education at the primary level has sicgmitly increased in the 21 century.
Still, about 130 million children in the world (iluging 800,000 girls) do not have
access to education even at the primary level,sagnas of segregation in access to
education are also present in systems of highlyeldged countries (Szczepska-
Pustkowska, 2009, p. 145 ). It seems that the ageumptions can bring benefits in
the form of deepened knowledge of cultural and iethdifferences, anti-
discrimination, promoting tolerance and conseqyenttan create motivating
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environments, which stimulate and are open to #exda of all people. By contrast,
inclusive education which is implemented mindlesshen diversity among pupils is
large, can make it difficult to determine schoajugements for them, contribute to
neglecting the needs of children or engaging innshaperations, which will
paradoxically adversely affect their interests. aAsonsequence, it leads to a decrease
rather than improvement in the quality of education

Research and reality shows that achievements dests, regardless of the
type of school in which they are taught, dependjood teachers who are responsible
for the quality of their work. The effects are amfhed in the educational, personal and
social dimension. A wise and involved teacher, aopgeration with parents and the
school community in all possible aspects, fac#isa¢ducation in a mainstream school
to a child. If there is a need for a decision omlifierent concept of education,
a teacher will choose it for the good of a childdasther children, because as
mentioned by A. Twardowski (2007, p. 20), even wiispect to disabled children
,,no country has succeed to cover all pupils witin-segregationist education,
and at least 1% of children and young people obsklage must be educated in
segregated schools because of significant diffe®mt their method of learning and
behaviour”.
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INCLUSION AS A COMPONENT OF THE CONCEPT
OF QUALITY PRESCHOOL EDUCATION

Summary: The second half of the twentieth century has bessrked by

a systemic approach to the educational processnded for people/children with

disabilities. Until then, the education of childremth disabilities was exclusively
related to special education schools, which werectionally independent of the
general education system. The attitude and relatign of society towards children
with disabilities and their isolation in specialstitutions caused a range of negative
reactions. This leads to a new approach of a ,sbadel”, which promotes the

inner strength of an individual, rather than th@éyand degree of disability.

With the emergence of the concept of quality edwcator all, the more
commonly used term is inclusive education. Thisnteefers to the possibility to
provide good education to all children regardlesk their differences. Inclusive
education in preschool institutions includes thkofeing: changing the system to fit
children; the educational process should includechildren regardless of the type of
their special needs; the preschool teacher andinlsétution are responsible for the
development of children; flexibility of curriculagducation of preschool teachers,
teaching associates and the staff should be permampetential failure should be
regarded as a problem of the society and systerlarg all children to develop and
learn according to their potentials. Successfulluison also helps the commonly
developed children to form positive attitudes todgapeople with disabilities, which
increases the potential for establishing sociahpiples based on equality and ensures
the promotion of a harmonious society.

Key words:inclusion, child, preschool institution, preschoehcher, quality.

Introduction

The second half of the twentieth century has beeamked by a systemic
approach to the educational process intended fiops with disabilities. Until then,
the education of children with disabilities was lesovely related to special education
schools, which were functionally independent of gemeral education system. This
approach is the so-called “Medical model”, whichuisfortunately still present in
many countries today. These are, in the first plammuntries in transition and
economically underdeveloped countries.

Within this model, people with disabilities are ses a problem. The essential
focus is on the impairment/difficulty that a persoas. The aim of diagnostics and
treatment was isolating the person/child from tla¢ural social environment. Thus,
this model has meant fitting children with disai®k in the world as it is. If the child
is unable to accommodate to the demands of thera@maent, it remains isolated,
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usually at home. This further implies that the d@hstays outside of the educational
system and out of the possibility of involvementommunity events.

If the family is unwilling or unable to provide aglgate care, the child is placed
in a specialised institutioh.In this way, a child with disabilities is complbte
dependent on other people and services whose Ew@ut is necessary and crucial
for their reintegration. The level of achievemehsach a child is very low.

The attitude and relationship of society towardidetin with disabilitie$ and
their isolation in special institutions caused age of negative reactions. This leads to
a new approach of a ,social model’, which promoths inner strength of an
individual, rather than the type and degree of ligg. In the last few years the
inclusion has become part of the concept of quadycation. Preschools and other
educational institutions should be open to divgrsit

Inclusion: context and processes

Most often, inclusive education is defined as acepss that combines
a number of different strategies, methods and igces of quality, open and
equitable education. Daniels and Garner (Daniets Garner (Eds.), 1999) defined
inclusion as a process in which a child with dibaés is educated together with
children who do not have these difficulties. At 8ame time the child is provided an
equal opportunity to be recognised on the basthaf merits, regardless of how big
cognitive, physical, social or emotional challentesse may be.

The characteristics that define inclusion are:
access, participation and support. As one of the
characteristics, access means: provision of a whole
range of activities, the environment for each child
where physical barriers are removed, as well as the
ability to take on different ways to promote leai
and development. Participation, as another
characteristic, means that different strategiesiaes inducering g B
for engaging children in play and learning. In e
addition, each child has a sense of belonging.
Support is the characteristics related to the koad
aspects of the system, both to the professional
development of teachers, and the possibility of
communication and cooperation between the families
and the professionals who provide quality inclusion

yKayuubarse

® These institutions are of a closed type, in whiomditions often do not meet the standards of thil’s
overall development, or the specific needs of tiavidual.

“ General category "A" - Disabilities: students/dhéin with disabilities in medical sense, i.e. ctigaj physical,

or sensory disabilities, as well as students/cbiidwith multiple problems. These students haveasas$ually
been issued a medical report with categorisatioene@al category "B" - Difficulties: students/chidr who
exhibit emotional problems or behavioural problerifis group includes students who have continuing
problems in learning. General category "C" - Disattages: students/children whose problems stemaghym
from socio-economic reasons, or the fact that #reybeing educated in a non-native language.
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Therefore, this concept:
= respects diversity;
= identifies and removes barriers;
= represents a gain for all children;
= allows equal access to education (presence, jpatien and achievement of
all children);
= includes individualisation and children’s mutuapport;
=is related to the improvement of the learning esvinent

In our country, a large number of children with gpéneeds are not included
in the preschool educational process. The categbrghildren with special needs
includes: children with disabilities, bilingual tdien, children without parental care,
abused children and gifted children. Disabled e¢bild(mental, sensory or physical
disability) are only one category of children wibecial needs.

A special group consists of children with behavadysroblems, which can
only conditionally be marked as disabled childfgut, certainly belong to the group of
children with special needs. The basics of the gh@sl education curriculum for
children aged three to seven (2006) define andidechs its functions the following:

- compensatory function of preschool education bygaiing differences among
children resulting from children’s different sogiatultural and economic
backgrounds;

- for children with special needs, through appropriatorrective action,
preschool education provides education, care amréased social assistance;

- for gifted children, through special educationadqasses, preschool education
creates opportunities for the expression and devedmt of creativity.

Our country is currently implementing the following

- compensatory programmes and social assistance wheromes to
marginalised groups of children, and the inclusminthese children into
regular kindergartens;

- organisation of seminars, lectures, professionainitig, etc. dedicated to
inclusion. The inclusion of children with disaligis in regular kindergartens.
Creating individual teaching syllabuses;

- creation of special syllabuses to stimulate gifteddren in order to develop
their creative abilities.

Preschool institutions which implement inclusiong &haracterised by the
following:

a) they are available to every child, regardlessvbé&ther or not the child has
developmental difficulties;

b) a maximum of two children with developmentalatiigities are included in
one inclusive group;

c) the basic criteria for the selection of a sylialare the child’s needs and the
development of his abilities;

d) the syllabus is the same as in other educatigmalps in preschool
institutions;

e) there are special stimulative programmes whiehdesigned for children
who have developmental disorders (made accordinthéoPortage method, which
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involves relying on the preserved abilities of théd. This method is based on the use
of cards (in the process of interaction) that offéeas and strategies to support
development through reflective planning and thecess of individuation. They have
the capacity to adapt to the child's potentials thedoreferred teaching style);

f) governed by the principle of graduality (eachiaty is divided into several
elements that are learned independently, and thieed into a whole);

g) teachers are additionally trained to work withildren who have
developmental disorders;

h) programme is implemented through teamwerkfor each child with
developmental disabilities there is a team comgjstif the parent, the child's teacher
and an associate expert.

In practice, the common case is that the burdennciusive educational
practices is borne by the preschool teacher, aatl ttie success of this process
depends on his own abilities, whether the processrs spontaneously or in an
organised manner.

Inclusive education in preschool institutions irt#s: changing the system so
as to fit children; the educational process shauttlde all children regardless of the
type of special needs; preschool teacher and thtgution are responsible for the
development of children; flexibility of the currilay the training of preschool teachers,
professional associates and staff should be pemtiapetential failure should be
considered as a problem of the society and sysaéinshildren should be allowed to
grow and to learn in accordance with their own pbés.

Inclusive kindergartens should, therefore, be asggghto fit the child. This
means respecting the differences in the bio-psyduial status of each child. A child
with special needs should be accepted as it isgaweh the opportunity for self-
realisation to the highest levels of their own cafpes.

Curricular adaptations

In an institutional context, the humanistic appto&e preschool education, as
a contemporary pedagogical trend, starts from tild,¢he nature of his development
and learning, as well as the needs for creativitg afelong learning. Humanists
emphasise that man carries a positive, developmfsature, moving toward value-
based goals, towards some sense — i.e. self-agtiah. According to Maslov, self-
actualisation is the ultimate goal of human needd & manifested in the full
development of human potential, moving towards tgreautonomy and social
responsibility. Namely, it is based on the natéealdency of man to gain knowledge,
to develop potentials, realise himself and manifie need for the autonomy,
freedom and integration of his personality.

That is the basis for developing curricula and atiooal strategies which also
include children’s families in the pedagogical msses. Educational contents in the
modern preschool education are not required in ramkjabut are discovered and
developed in line with children's developmental deeeEmphasis is placed on
procedures and methods of work with children. Then as to develop the
independence and autonomy of children, to timedgalver and develop their interests
and meet the genetic needs for exploration, creaia cognition (learning). Children
are not only monitored, but also encouraged inrtdaily creative activities. It is
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important that children's learning and developmamportunities are still constantly
studied in numerous scientific disciplines. Somseegch suggests that expectations of
parents and teachers largely encourage childregreater achievement (Stevangvi
2001).

Today’s educational and pedagogical work is fullgised on the child, and not
on the contents or ,areas”, as has been the conpmamtice so far. Focus on the child
iIs an essential characteristic of the humanistipr@gch to preschool pedagogy.
Therefore, the goal is to educate a free, indepgnded creative child with a full
respect of their needs and interests. Competeahées recognise them and use their
methodological procedures to affirm them, expamuhttand continuously enrich them.
Children are monitored so that their current leskeldevelopment can be observed,
including the zone of their potential (proximal)vééopment. It has been found that
during its growth every child goes through différetages of unchanged development,
thanks to specific interaction with the physicadasocial environment, where the
quality of the interaction is more important thésmigontent. One of the most important
goals is to discover the dissimilarity of each dhii relation to other children.

Given the humanistic concept of access to presathatation, an approach is
determined in terms of choice of contents and waytheir interpretive - creative
redefinition (Stevanoyj 2001). The humanist pedagogy recognises an thaiias a
unique, all-encompassing and complex personality laihgely strives to realise their
potential. Therefore, it is necessary to providelimate of maximum support and
minimal routing (Djordjewt, 2000). The basic principle of humanistic educatgthe
belief that the child should be free and in theifpms to choose what they want to
learn, and that the way in which they will learre thontents (i.e. ‘how’) is more
important than acquiring factual knowledge (i.ehat) and that feelings are as
important as the facts themselves.

Dealing with the relationship between learning dhd basic dimensions of
dispositions, Margaret Carr presents them through metaphor of the “Iceberg
model” (Eisberg-Modell) (according to Leu, Flami§rankenstein, Koch, Pack,
Schneider, Schweiger, 2011). She calls the cumidcgbergs, whereby the tops of
these icebergs represent learning, while the ,umater” parts show the dispositions
of learning (belonging (Zugehdrigkeit), welfare (Woefinden), exploration
(Exploration), communication (Kommunikation) and rijg@apation (Partizipation),
which are difficult to detect and are present ifldtbn’s activities. The relationship
between the dispositions is interdependent. Inrdatechildren to develope an interest
in learning, what is necessary is the experiendaetdnging. Welfare is a prerequisite
for children to be involved in a certain activityherefore, it is important for preschool
children, including children with special needs wattend preschool, to have a sense
of belonging to the group and to feel comfortablehis environment. In a stimulating
and developmentally oriented environment, childrare motivated to develop
strategies to successfully adopt certain conténtsuch conditions, they are ready to
face potential difficulties in the study procesacls an environment involves different
resources and different ways of communication. @i participate in learning in
their community through various activities, disdass, and planning process, if they
are included in them. Learning dispositions aré¢ofound in the “strands” of the
curriculum.
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Picture 1.
The “lceberg model”
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Characteristics of learning are visible througtiedént situations and children’s
activities. Carr believes that there is an intececbetween what the child carries in
itself and the environment. How much children vié able to pursue their interests
and develop their learning skills depends on howhmthey are faced with certain
situations and how reasonably accessible theyoateetchild. Developing dispositions
may be limited if they are not appreciated enowghare even considered completely
irrelevant, says Cair.

The child’s Interest (Interessiert sein) for evbiyy that surrounds it is
a prerequisite for learning. Interests need noty dmé in the area of cognitive
understanding. Children are also interested innlagr when faced with certain
situations resulting from a stimulating environment

The child’s Involvement (Engagiert sein) is a vemyportant component of
learning. Therefore, it is important for a child temonstrates a willingness to
participate. The ‘involvement’ means that the chddiedicated to a certain topic for
a period of time, analysing it and identifyingata certain extent.

The child’s Perseverance (Standhalten) in an a&gtier when it faces certain
challenges and difficulties, is another importanmponent of successful learning.
This component also includes learning from one’sn omistakes. Mistakes and
potential difficulties are part of the learning pess. A particular challenge for the
child is when they are offered contents that ameoat above the best of their abilities.

To Express oneself (Ausdrucken) is the fourth limkhis model. During the
learning process, children get into different forafsinteraction with other children
and adults, they express their ideas, needs, stte@nd feelings.

The Learning community (Lerngemeinschaft) is thst lenk in the model.
Learning prompts the child's responsibility. Leagiin the community means that at
least two children or a child and an adult paratgin this process. So the child is in
a position to provide information, develop straésgimake decisions, and explain
things in communication and interaction with othergheir own community.

Carr believes that the teacher is constantly exptsearious impressions and
explains this by means of the “Progressive Filtéatcording to Leu, Flamig,
Frankenstein, Koch, Pack, Schneider, Schweigerl 201

Wﬂhlbeﬁnden\ | Exploration Knmmunikatian\/ Partizipation
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Picture 2.
The “Progressive Filter”
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When it comes to preschool children, including dtgh with special needs,
observation (Wahrnehmen) occupies most of the spacerofessional preschool
teacher must not restrict himself to mere obsemmatbut should recognise (Erkennen)
what essentially a child is doing in certain a¢t®s and in a particular context. The
next step for this teacher is to react (Reagieretgrms of planning further steps. This
is followed by documenting (Dokumentieren) as parisystematic evaluation. The
preschool teacher should document everything thathé result of their detailed
perception. After documenting, the preschool teaclenes to the stage of exchange
(Austauschen) with other teachers and parents en“#ction area” — the teacher
compares and complements their impressions oftihé with what is important from
the perspective of others. All these stages aréhén function of monitoring the
learning process in children, with the aim of supipg good practices.

Inclusive program in preschool institutions implias open approach which
includes:

1) dialogue with parents who have a child with digdbd on the
characteristics of the inclusive programme and mgaténvolvement in the
team for the developmental support to their child,

2) organisation of parents’ meetings for all parebtth those who do not have
and those who have children with disabilities, lo@ $ubject of the specifics
of inclusive preschool programmes,

3) ensuring continuity in informing and involving pats in the life and work
of the preschool in order to provide parents witsight into how their child
IS progressing,

4) creation of a developmentally stimulating atmosphar the group and
fostering collaborative rather than competitivatenships among children

5) application of the same strategy for all childreribie group,

6) writing up an individual education plan for the Idhwith disabilities on the
basis of developmental and behavioural scalegdfilh at the beginning and
end of the school year), check lists of developemilestones, as well as
the sociograms, in order to determine the currenell of the child’'s
performance in the group.
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In an inclusive kindergarten there are benefits: fohildren without
developmental disabilities, children with developra disabilities, parents of
children with developmental disabilities, parentschildren without developmental
disabilities and preschool teachers.

For children without developmental disabilities:
= understanding and acceptance of diversity;
= development of tolerance;
= development of social skills.
For children with developmental disabilities:
= social integration;
= feeling of security and self-esteem;
= fostering the development of children’'s preseaadtities in their natural
environment;
= acquiring knowledge and skills with peers;
= development of communication skills according esgbilities;
= better quality of life, also out of kindergarten.
For parents of children with developmental disébsi
= support, cooperation and partnership with theheegin their children’s
upbringing;
= feeling of acceptance - of them as parents ofloéml with developmental
disabilities;
= acceptance of the child as special and with its qualities;
= strengthening of the parental role.
For parents of children without developmental dilg#ds:
= developing empathic relationships;
= acceptance of diversity;
= positive experience, pleasure of socialising wither children, parents and
teachers.
For preschool teachers:
= raising the level of tolerance and respect foeiity;
= improving the quality of educational work;
= strengthening teamwork.

The introduction of inclusion is a process thauress competence, time and

emphasised voluntary component of all stakeholders.

Conclusion

Humanistic approach to preschool education ensties development of
children's autonomy, their ability to make decisiowithin the limits of their
capabilities and competencies. In modern preschwiitutions the child is being
asked, and his suggestions and opinions re respelttéas most often an active
participant not only in kindergarten, but also is family. It is important to monitor
the child’s development of the child and his daigeds, and to have full confidence in
the psychophysical capabilities of the child. Tissvhy the preschool teacher must
always bear in mind the developmental level that ¢hild is currently on, the level
which it is about to move to, and the strategiebdaised for its further development,
taking into consideration all these developmertyes. Children's needs and interests
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as a starting point for a planned, systematic,inaoatis and harmonious development
of every individual.

With the emergence of the concept of quality edapafor all, the term
inclusive education has become more common. This tefers to the possibility of
providing good education for all children, regasdleof their differences. Successful
inclusion also helps children of normal developmémtacquire positive attitudes
towards people with disabilities, enhancing the spmbty of establishing social
principles based on equality and ensuring the ptmmaf a harmonious society.
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Special educational needs of different educatiorbgacts
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SPECIAL NEEDS CHILDREN IN INCLUSIVE EDUCATION

Summary: The aim of this study was to examine what problearasmost commonly

encountered by students with special needs thrauigheir education in mainstream

schools, the attitude of students with special aetavards the school and school
work, relationships with peers and teachers andchea attitudes towards inclusive
education. The sample included 136 teachers ingblleg primary schools and 197

students with special needs from 3rd to 8th gradprimary school. The study was
based on a specially designed questionnaire cogesmeven areas, each area
consisting of 15 questions. The results showedth@most frequent category in the
sample of special needs students was that of spaeghage pathology and

behavioural disorders; that pupils with special deegenerally come to school
regularly and are willing to go to school; that théave the best communication with
peers in the class; there is a positive attitudednls providing peer support and help
to the children with special needs; and that thiatrenship with teachers is based on
mutual acceptance. Concerning teachers’ attitudelted to the support to the
implementation of inclusive education, a vast majoof the respondents are of the
view that inclusive education should be supportbdf with a special needs

professional as a permanent member of the expami.te

Key words: special needs studentsclusive education,impairments, disability,
suport.

Introduction

Inclusive education is a topic that has been aestilgf many studies and that
encounters many challenges in the policy developraed implementation processes.
Inclusive education promotes the idea of qualitycadion for all, providing equal
opportunities to all children, especially those hmievelopmental disabilities, to an
education based on their individual possibilitiesd aabilities. Education should
recognise that all pupils are different and shoeldn celebrate these differences
because they are the stuff of life (Wedell, 1996¢lusive education concepts range
from narrow views, according to which inclusive edtion is an attempt to educate
persons with intellectual disabilities through aeajer integration into regular
structures of educational system (Michailakis,cReR009), to wider definitions that
see inclusive education as a guiding principle Wiielps to provide Education for All
(EFA) — educational systems that would benefitrfrdifferences, in order to build
a more just, democratic society (Acedo, 2008). Thisent view on education may be
considered in light of the democratic-oriented @ipfe, which is part of
a larger issue concerning social justice (Howe,7199eijer, Pijl & Hegarty, 1997).
The democratic-oriented principle means that ewedyidual has an equal right to
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participate in society and to be accepted for wdtet or he is. Within this view
heterogeneity and pluralism are positive, and eéxady is entitled to ask for special
services without the risk of being segregated arlusded. The consequence of this
ideology for education is therefore a single, isole school system where different
groups or individuals should be together withowddhing their distinctive identities or
suffering any disadvantage because of them (Ha0§0)2 Inclusion is seen as
a process of seeking and finding answers to thersity of needs of all learners
through greater participation in learning, cultuaesl communities and less exclusion
within and from education (Booth, 1995). It invatvehanges and modifications in
content, approaches, structures and strategiels,amtormmon vision which involves
all children of the appropriate age range and \wlig belief that education for all
children is the responsibility of the regular systUNESCO, 1994). The goal of
‘responsible inclusion’ is to place all pupils iergeral education classrooms, unless
their academic and/or social needs cannot be atidgumet there (Vaughn, Schumm,
1995).

This concept has been accepted by the Republiervigsas well, which means
that inclusion will take place in accordance wititisty’s ability to provide adequate
support services in the child’s neighbourhood stfigblESCO, 1995).

Hence, the inclusion, as a two-way adaptation, psogess open and linked to
the recognition and acceptance of the child's itle(@anevaro, 1983). The definition
of inclusion, as provided by us, means that inolusn Serbia is “education for all”.
This means education of impaired with unimpaireerpén same classes with different
educational needs (Kovacevic, 8agic-Petrove, 2012). According to Soder (1986)
distinction should be made between physical, feneti and social integration.
Physical integration means the placement of puptis regular schools but without
necessary communication and without common aasjitifunctional integration
means the least possible distance between group$e wocial integration means
carrying out some activities jointly, using commeguipment, space, etc. at the same
time. Inclusive education requires the implemeatatf flexible curricula, maximum
individualisation in creating teaching contents ap@lying different methods of work,
elimination of architectural and other barriers,renadequate preparation of teachers
and equipment in schools with various teaching rma#eand teaching aids, but also
changing the views about the needs, abilities amagacty of pupils with
developmental disabilities. However, the debateuaibwlusion has evolved, and it is
now acknowledged that issues of physical placenmem$t be distinguished from
issues related to the social and emotional envisstirPowers, 1996, 2002).

Effective educational system should respond to rieeds of children and
students with disabilities and special needs (ohwiid with developmental
impairments), who need an organised support fromm ¢bmmunity, educational
institutions and society as a whole, in order thieme the guaranteed right to
accessible and quality education under equal dondit However, the setting, in
which the new strategies and legislation relateddocation need to be implemented,
is burdened with serious obstacles, including syatee institutional, social and
psychological barriers (discrimination, prejudicaisd stereotypes in the society in
general and in schools), lack of preparation andivaton of teachers to work in
mixed classes, legislative obstacles from the presslaws and ultimately, poverty. All
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these factors represent potential problem areashmrimplementation of inclusive
practices (National Report for Serbia, Europearnniimg Foundation, 2009).

Material and methods

Study objectives

The objective of the descriptive study was to fod the problems most often
encountered by the pupils with special needs incinerse of education in regular
schools, the attitude of the pupils with speciaéd®e towards school and school
obligations, relations with their peers and teashand the attitude of teachers towards
inclusive education.

Methods, tools and techniques

A specially designed questionnaire was used fopthiposes of this descriptive
study. We included the techniques and instrumernth vepresentative questions
(questionnaire and check lists).We also includetherdisciplinary team of educators
in the preliminary research. The instrument wasettgped in a simple form of
interview or a request for an opinion.

Before applying the final version of the questiaonma we conducted
a preliminary study on the basis of which a revisod the implemented questionnaire
was done, so that the final questionnaire contaseeen areas:

- the results relating to the attitude of the studevith special needs towards

school obligations, unimpaired peers and teachers;

- school achievement

- educational problems encountered in their wonkt a

- teachers’ attitude towards inclusive education.
Each studied area contained fifteen questions.qliestionnaire consisted of multiple
choice questions, with the respondent being obligedhoose one of the possible
answers. The statistical analysis of the data dedudescriptive statistics (frequencies
and percentages).

Sample

The sample consisted of 136 class and subject éeadfom primary schools
(three regular schools from the administrative ierdand 3 regular countryside
schools) and 197 students with special needs. Tiuetgre of the sample which
consisted of teachers was: regarding gender - 76flif#gmale respondents and 23.8%
of male respondents; regarding the length of servid2.4% with up to 5 years of
service, 29.7% of respondents with length of serna€ 6 to 15 years, 38.1% of the
length of service from 16 to 24 years and 19.7% witer 25 years length of service;
in respect of the location of schools, the samptduded 46.0% respondents from
regular primary schools located in the Belgradd4an) area and 54.0% from regular
primary schools located in the countryside (ruraq The structure of the sample of
special needs students consisted of students frdrto38th grades of primary schools,
36% of them being male respondents and 64% feraafndents.
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Results of the study and discussion
The results are presented according to the aresiudiy and are classified into four
groups:

1. Pupils with special needs in regular school.

2. Attitude of the special needs students towards dclobligations (school

performance and respecting school rules).

3. Relations of the special needs students with unmagatudents and teachers.

4. Support to inclusive education.

1. Pupils with special needs in regular school

In the last twenty years the terms invalidity, haag and backwardness have been
replaced with the term special needs. In fact, emghe Declaration on the Rights of
the Child, adopted in 1959, Article 5 stipulateatth child who is physically, mentally
and socially backward, should enjoy special prooesileducation and care dependent
on his special conditions. It was then for thetfinsie, more than fifty years ago, that
the term ,child who requires special conditions”sweed, but the official term of the
child with special needs, which in time becamerdegral part of many legislative and
school acts, came into use after the Salamancae@mde, held in 1994. This was
when the ,Report on the principles, policies andcgices of education of children
with special needs” and the ,Draft Action Plan” wexdopted.

Children with special needs are children who negekisl social support in
order to achieve or maintain an appropriate le¥gbhysical, intellectual, emotional
and social development.

Special needs arise from complex interactions o$qel and environmental
factors, and can be seen as a discrepancy betweeantotional, social and other
requirements essential for learning, which are gualgefore a child and the resources
that the child possess to be able to respond &etdemands. Special needs arise as
a result of factors or conditions that prevent gnal’ learning and development of
children / personvacevi¢, 2011).

Children with disabilities are only one categorycbildren with special needs.
Terminological equalisation of a child with speam@eds and a child with disabilities
is an attempt to avoid stigmatisation and any fofrdiscrimination of this category of
children. In this way, attention is drawn to theedefor functional assessment of
physical and mental status of the child, in ordedéfine both damaged, and preserved
functional capabilities of a child, including thanfily situation, as well as the
relationship to the wider environment. The existeraf certain limitations in the
functioning of the disabled child points to the ehde seek different, special ways,
which would compensate for the shortfall and enagarthe development of his
personality. This is so because the specificitg@felopment of the disabled child is
not reflected in the fact that it does not possessy features that are present in
a child with normal development, but in the fadttthe disturbed balance of adaptive
functions, the entire system of adaptation thaksesew balance, is reorganised
according to the new principles (Vygotsky, 1983heTboundaries of the new and
different organisation of psychophysical developtnare determined by the social
environment under whose strong influence the deshlgersonality develops and
strives to achieve the common normal status. Thisvhy disability turns into
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a handicap when the present impairment becomesma adupersonal and social
consequences of the impairment or when it recedvescial character. What occurs
then is a discrepancy between the achievementratitoan of an individual and the
expectations of a certain group to which he belofide handicap thus becomes
a social phenomenon that indicates the social amglaamental consequences for the
individual arising from the impairment.

In their professional work teachers usually meethwstudents who have
difficulties at the emotional level (sudden changesiood, readiness for frequent and
groundless arguments, aggressiveness, feelingxaétgnmotor restlessness, sadness,
indifference, and the more severe forms of depoa¥sat the behavioural level (poor
labour activity, bullying, truancy, avoiding commarctivities, developing various
addictions), in the field of cognitive impairmeninglear presentation of thoughts,
confused thinking, difficulty in focusing attentiar memory), at the physical level
(various psychosomatic reactions, frequent headaclhess of appetite, sleep
disturbances, chronic diseases and compromisedidunaf the organ system), in the
field of speech and language development (inadegg@ind pronunciation, problems
with the vocabulary and its development and restlic use, difficulties in
understanding words, as well as in finding appmiprivords, limited understanding of
words, sentences, texts, difficulties in followiageech, limited ability of expressing
oneself, decreased ability to speak, grammaticdlpms-agrammatism).

The results of the study (Table 1) show that thstetk regular classes most
commonly included students with speech disordesgedally with the pronunciation
of sounds and disorders of rhythm and speech te(@Bo/5%), students with
behavioural disorders 18.18% (running away fronostha large number of absences,
aggressive behaviour), as well as students withbdises in reading and writing -
14.77% of them, students with intellectual limitas - 13.92%, while the least
represented students were those with visual impaitsn(5.39%) and students with
hearing impairments (2.55%).

Table 1
Students with special needs in regular schools
Students with special needs f %

Visual impairment 19 5,39%
Hearing impairment 9 2,55%
Physical disability 26 7,38%

Intellectual disability 49 13,92%
Emotional disability 34 9,65%

Behavioural disorder 64 18,18%
Speech impairment 66 18,75%

Reading and writing disorder| 52 14,77%
Chronic disease 33 9,37%
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2. Attitude of special needs students towards schooblgations

Education means acquiring a broad range of skitis,only academic, but also
life skills that allow a person to be as efficiastpossible in adapting to changes in the
environment. One of the goals of education fochildren in most of Western Europe
reads ,the achievement of independence and indalitguin functioning” (Brooks-
Gunn, Denner, Klebanov, 1994, according @mlin, 2005). Students’ school
performance depends on many objective, as welubgdive factors. However, for
students with special needs who are integrated iegular classes, one of the
significant factors is their attitude towards sdhawd school work seen through their
emotional attitude and behaviour during a lessan extracurricular activities.

The results show that 55, 32% of students with igpe@eeds come to school
regularly (Table 2) and 49.74% of the students caifingly to school (Table 3); that
24.87% are occasionally absent, while 19.79% alfesits with special needs are often
absent from school; that 25,88% are indifferens¢bool, while 24.36% of students
with special needs refuse to come to school. Stsdeith special needs generally feel
fine at school (44.16%), 24.36% manifest anxietd &mar, while 17.76% express
concern (Table 4). Regarding discipline in clasd agspecting the rules, they are
generally quiet with occasional outbursts of 30.968%ile 19.79% are always restless
and unruly (Table 5). In relation to school perfamoe (Chart 1) the largest number of
students show excellent and very good academi@eeiment (32.8%; 21.2%), while
12.5% of students show unacceptable school perfweiaRegarding the subjects
provided within the curriculum, they experience m@soblems in acquiring the
contents in Mathematics and the Serbian languag®&%¥d achieved excellent grades in
the Serbian language and 12.6% achieved excellateg in Mathematics), while
their best performance is related to the subjettielwinclude manual activities such
as physical education and art (85% of them hawexaallent mark).

Table 2.
Regular attendance
School attendance f %
Often absent 39 19,79
Occasionally absent 49 24,87
Regularly present 109 55,32
Total 197 100.0
Table 3.
Special needs children’s reactions to school atteoel
Children’s reactions f %
Come willingly 98 49,74
Indifferent 51 25,88
Refuse to come 48 24,36
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Table 4.
Emotions while at school

Emotions f %
Feeling fine 87 44,16
Anger 27 13,70
Concern 35 17,76
Anxiety and fear 48 24,36
Table 5.
Discipline in class and respecting the rules
Behaviour and rules f %
Always unruly and restless 39 19,79
Generally restless and unruly 54 27,41
Generally quiet, with occasional 61 30,96
outbursts
More quiet and obedient than othe 43 21,82
children
Chart 1.

Academic performance of students with special needs
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3. Relations of special needs students with unimpairestudents and teachers

In many countries, inclusion of pupils with disai®ls is a core element of
educational policy. Stinson and Antia (1999) defoeial integration as the ability to
interact with, make friends with, and be acceptegders. From the studies available,
it appears that pupils with disabilities in maiestm education often have few friends,
have less interaction with peers from typical pagioh, and are more often rejected or
neglected than their peers from typical populationaddition, they may feel isolated
and lonely (Kluwin, Stinson, Colarossi, 2002; Muss, Mootilal, MacKay, 1996;
Stinson Antia, 1999; Stinson Kluwin, 2003)herefore, for children to accept a child
with special needs, they need to be prepared &odiffierences that they will be faced
with. Teachers in the educational institutions s$ttqurovide children with adequate
and clear information about certain developmenisdhllities, in a language that is
understandable to them, and demonstrate throughativa behaviour that they accept
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the child. The preparation should give children dpportunity to learn what it means
to be different and have a developmental disabilitis important to present a student
with special needs in a positive light, as a chiltb can do many things well, while at
some activities he will need help, which will thescourage other children to think
about how they can help their peers with speciatlegKovaéevi¢, MaceSi-Petrovi,
2012). Attitudes of students towards their peerth wpecial needs have been in the
focus of many authors’ studi¢&uralnick, 1990; Gross, 1993; Acton and Yarbatany,
1993; Rynders et al., 1994; Grenon, 1996; Helmi@®,7; Haug, 1999)heir studies
indicate that a one-year period of learning spern established, integrated preschool
environment has a positive effect on the procesanofusion and raises social
integration to a level that can be compared witn ¢hildren of proper mental and
physical development. At the same time, the resilthese and similar studies have
influenced the creation of different models of emtianal work with children with
special needs in various countries.

The primary condition for establishing a positivéitade of teachers towards
students with special needs is getting to knowsthdents with special needs, i.e. their
limitations, and possibilities in relation to thecendary effects of their primary
impairment. Teachers are expected to be able tmgrese how they could encourage
the emotional and social development of studemtsprovide adequate support, to
know about the different types of motivation andysvéo motivate students and to be
able to identify, mobilise and encourage the dgwalent of the capacities of all
students while showing respect for individualityowgver, in practice it happens that
most of these conditions are not met. Due to tbk ¢d knowledge on the educational
capacities of children with special needs, teacludtsn form a negative attitude,
which also tends to develop negative attitudesei@rg towards their classmates with
special needs (Kovavi¢, MaceSi-Petrovt, 2012).

The results show a relatively equal acceptancéudiests with special needs by
their peers in the classroom and outside the dass(29.44%), as well as acceptance
only in class, but with no socialising outside loé tlassroom (24.87%). However, it is
encouraging that 23.35% of peers help their peetis gpecial needs to establish
communication with other children (Table 6). In cammication with the teacher
(Table 7) mutual acceptance is exhibited (64.97Plg presented results indicate that
there is a positive atmosphere within the classthmre more effort should be invested
in the acceptance of peers with special needsdautbie classroom, i.e. in the wider
social environment, especially in other schoolatodis that are not exclusively related
to the teaching process. A positive attitude ofentbian a half of the teachers towards
students with special needs in a class shows daathers are relatively adequately
informed about the real potentials and possibditié integrated students with special
needs.
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Table 6.
Attitude of peers towards special needs students

Attitude of peers f %
Accept them both inside and out of the 58 29,44
classroom
Help them and establish communicatic 46 23,35
with other children
Accept them in the classroom, but avoid 49 24,87
socialising out of it
Often tease them and mock them becs 32 16,24
of their disorientation with school work
Do not accept them 12 6,09
Table 7.
Attitude of special needs students towards thehrac
Attitude towards the teacher f %
Mutual acceptance 128 64,97
Accepted by the teacher but does nc 57 28,93
respond equally
Mutual non-acceptance 5 2,53
Indetermination 7 3,55

4. Support to inclusive education

Still inadequate preparation of regular schools floe implementation of
inclusive education in terms of existing architeatuand other barriers, lack of
competence of teachers to work with children wiibesal needs, insufficient
preparedness of families and unimpaired childréh,aslarge number of students in
classes and grades, inadequate technical suppadsistive technology, inadequate
assistance in professional services, as well asynpaesent prejudices about the
abilities and skills of children with special neeale just some of the factors that
contribute to the existence of still negative atiés of teachers towards inclusive
education. The results have shown that 8.88% otltes and subject teachers support
inclusive education, 43.38% do not support the @an@ntation of inclusive education,
while 47.79% would support its application withgesial needs expert as a permanent
member of the professional team (Table 8).

Table 8.
Support to inclusive education
Support to inclusive education
f %
With a special needs expert a 65 47,79
a permanent team member
Total 136 99,98
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Conclusion

The inclusion movement is responsible for the dgwalent of the social model
whose essence is the view that disability, whichedively exists, should not be
denied and that the persons with developmentalbtitsaare excluded from the
society not only due to their impairment, but ale® to insufficient knowledge about
their abilities and capacities, present prejudiaed fears. Inclusion itself does not
mean equalising all people, but rather, respectiiterences in each individual.
Inclusive education allows different forms of schiog, which provides for such
conditions where each child feels safe, acceptddvatued. Inclusion develops a new
attitude towards differences, i.e. towards différ@nilities. The approach conceived in
such a manner raises many questions, the answeshithh should be thoroughly
analysed and tested in concrete practical circumstabefore any further steps are
decided on. Advancing the educational inclusion di$abled children requires
consideration of issues of definitions, data, pe$ic service delivery, finance, and
capacity development. Policy commitment to inclasiwith related actions, is the
critical issue, rather than one particular moddhofusion (Bines, Lei, 2011).

We made similar conclusions in our research. Incfuss indeed a process
consisting of many small and big steps that take tiphased introduction and, above
all, careful consideration. The results of the pnésd study reveal that pupils with
special needs are integrated in regular classeslbeatto as yet inadequate preparation
of regular schools, they are faced with numerougational problems. However, the
data obtained show that the attitudes towards #padaties of children with special
needs are changing and that with adequate exp@mosguand support of the
community teachers will be ready to support inclasducation.
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INCLUSIVE EDUCATION IN A PRIVATE KINDERGARTEN

“[...] A mas doomed in every moment to discover,
to find a man”.
Jean-Paul Sartre

Summary:Content of the article concerns essential, curggoblem of society, that is
inclusive education which assumes to prepare childnaving special educational
needs to living and working in conditions of pulyiiavailable education, on the basis
of integrated kindergarten.

Historical overview of integration and its legalraditions are presented in the
article. The authors describe functioning of intagd kindergarten and present
Revalidation and Therapeutic Work Programme as vesll parents’ assessment
concerning specific work of kindergarten.

Key words:inclusive education, integrated kindergarten, Rieledion and Therapeutic
Work Programme.

According to the source literature, the term ‘usiVe education’ is treated as
a synonym of integrated teaching {¥k, 2008). The concept of integrated teaching
has its roots in the trend promoting social integraof disabled people. This trend
originated in 1960s in Denmark and in the counteésScandinavia, in Poland it
originated in the next decade. From the beginningy, is since 1970s, one of the first
and the keenest supporter of this approach has Bdésksander Hulek who is
a precursor of integration concept in Poland (Hul&€97).

The first attempts of integrated activities in & were made on the turn of
1980s and 1990s. Gradual development of integtateching and education ideas and
the emergence of integrated classes took placéheatbeginning of the nineties
(Poptawska and Sienjmka, 2001). Despite functioning of integrated téaghand
education as well as gained wide experience, tlse fdractices in this field are being
still looked for.

The beginning of the nineties contributed to they kchanges in the
development of integrated concept in Polish edanaiystem concerning political,
economic and social changes. Since that time, wespaak of the second stage of the
process concerning preparing and implementatidhefntegration of disabled people
(Babka, 2001). The implemented Law on education systérii September, 1981
includes provisions concerning ‘possibility for alided as well as socially maladjusted

® The Act of 7 September, 1991 on education syséem], no 4,5 and art. 2 no 1.
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children and teenagers to learn in all types ofosthaccording to individual
development and educational needs as well as pasii®ns’ and ‘adaptation of
content, methods and organisation of teaching tychmsphysical possibilities of
pupils as well as possibility for having psycholmiassistance and special forms of
didactic work.” According to the art.2 of the lawentioned above, education system
includes kindergarten with integrated departmestaeall.

When situation of integrated teaching in practisebeing analysed, \A6ek
(2008) believes that it is worth referring to KZabtocki’'s idea who suggests two
models of integrated classes but in Poland thenskooe is in force. According to
K.J. Zabtocki (2002, p.108): “The second model asssi that normal intellectual
development is not a condition for educational grééion - all children may be
integrated with each other. Integrated class ireduahildren with all types of
disabilities. This model emphasises satisfying vratlial (social, emotional, didactic
and others) needs of every child. The curriculuradapted to individual possibilities
of every child. Such situation in class requirew males of functioning of class, new
forms of didactic-educational process as well aspitesence of two teachergeneral
and special ones. It ensures individualisatioreathing process of every pupil”.

This model of integrated teaching is implementedpiag others, in described
Private Integrated Kindergarten in Sted

Private Integrated Kindergarten in Ste6 has been operating since 2002.
Foundation for Assistance to Disabled People indz8tris the founding body.
Substantive supervision is provided by Educatioric®fin Nowy Scz. Disabled
children are directed to this kindergarten on tlasid of opinion concerning the
necessity of special education, issued by Psychi@dbgnd Pedagogical Counselling
Centre. Children come from different places of nsydecki and gorlicki region, they
are transported by bus, free of charge. Kindergageopen from Monday to Friday,
between 7.00 and 17.00 60 children including 1@lled ones with different illnesses:
mild or moderate retardation, infantile autism, mment disorders, are currently in
the kindergarten. Several children suffer from iplét disability for example,
movement and speech disorders. The staff is cedsist: headmaster, 8 teachers
(including 4 of oligophrenopedagogy speciality, f4poeschool education speciality),
psychologist (working twice a week), speech thesapivorking once a week) and
physiotherapist (working once a week).

Activities of this institution aim to prepare chigh for learning in publicly
available school (integrated classes) or in spesthiool. Every year, staff of the
kindergarten prepares Revalidation and Therap&\tck Programme and individual
plans for every disabled child.

Revalidation and Therapeutic Work Programme, ptesem table 1 below,
aims to provide a picture of work of the kindergart Detailed aims, methods,
techniques adjusted to the degree of children deweént are determined in the
programme. People responsible for programme impiaien are determined as
well.
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Table 1.

Revalidation and Therapeutic Work Programme

Detailed aimg Objectives Methods and techniques of work People
responsible for
1. Creation of | 1.Stimulating of | 1.Verbal methods: conversation, | Psychologist,

favourable children’s activity | chat speech therapist,
conditions for 2.Practical methods: special education
individual M. Bogdanowicz ‘Metoda dobrego| teacher, teacher,
development startu‘, P.Dennison ‘Method of tutor,
of a child educational kinesiology’, physiotherapist
E. Gruszczyk-Kolczgska
‘Dziecigca matematyka’,
M.Ch. Knill *Activity Programme’,
W. Sherborne ‘Method of
developing movement’, I. Majkrzak
‘Odmienna metoda nauki czytania
2. Learning and | 1. Arts techniques: Teacher,

acquiring skills in
expressing
feelings

painting of music,

painting during music works,
painting with the use of fingers anc
feet, painting on the easels

2. Production of arts works with th
use of different techniques

special education
teacher, tutor
)

1%

3. Development of
musical sensitivity

1.Music therapy
2.Playing on the percussion
instruments, learning to play the

Teacher,
special education
teacher, tutor,

keyboard, listening to music, psychologist,
recognizing musical instruments in physiotherapist
musical work,
3. Making simple musical
instruments
4. Polysensory 1.Stimulating of tactile, visual and | Teacher,
therapy auditory perception in ‘world psychologist

experience room’

5.Rehabilitation

Hippotherapy

Hippotherapy
instructor,
special education
teacher,

6. Water therapy

Swimming classes

Instructor,
special education
teacher,

7.Relaxation 1.Fairy tale therapy Psychologist, specig
activities 2.Music therapy education teacher
8. Preparation 1.Diagnosis of children on Psychologist,

of individual the basis of: analysis of the opinion jo§peech therapist,
programmes for | Psychological and Pedagogical special education
working with Counselling Centre, analysis of teacher, teacher,

children having
special educationg
needs

‘diagnostic worksheet concerning
I child’s development in kindergarten
observation cards and observation

tutor,
, physiotherapist

registers, interviews with parents
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2. Creation of| 1.Preparation of | 1. Creation of 'Parents’ corners’ | Teacher,

favourable effective 2. Drafting letters to parents special education
conditions for | information 3. Encouraging for reading of teacher, tutor
cooperation | exchange system | pedagogical magazines through

with parents proposal of selected articles

4.Preparation of the table 'Life of
the kindergarten’ for photos taken
on ceremonies, parties and events
5.Preparation of schedule of
individual consultations with
parents

6. Preparation of questionnaire for
recognizing parents’ expectations,
needs and assessment

2. Parental 1.Stimulating parents’ activity Psychologist,
involvement in co-| through: taking into account and | speech therapist,
organisation of consideration of their proposals, | special education

activities taken up| their participation in open teacher, teacher,
by kindergarten | workshops, involving them in tutor,
organisation of the ceremony, physiotherapist

personalised thank you cards in the
form of ‘Heart’, diplomas

3. Creation of| 1.Providing 1.Preparing of the list of appropriatePsychologist,
support parents with the | literature speech therapist,
system for psychological and| 2.Pedagogisation of parents special education
parents pedagogical 5. Counselling for parents teacher, teacher,
knowledge tutor,
physiotherapist
2. Creating 1.Running workshops on selected| Psychologist,
conditions for subjects speech therapist,
enhancement of | 2. Organisation of support groups | special education
educational skills | for parents teacher, teacher,
and working on tutor,
themselves physiotherapist

Source: Materials of the Board of Teachers of Iratsgl Kindergarten in Sté.

Programme implementation is closely related toakgessment of behavioural
progress of a child. Behavioural progresses of itd dre assessed by the use of
‘diagnostic worksheet concerning child’s developmmarkindergarten’ and it contains
general information about a child including intgince test result and type of
disability. Self-service, general knowledge, logiaad mathematical thinking, gross
motor skills, eye-hand coordination, visual anditug perception, verbal and non-
verbal activity, social contacts with peers andl@&gdwexpressing emotions and body
control are assessed in further part. Collectedildeaim to create and modify
individual revalidation and therapeutic programmied child.

It is also worth noting how do parents of disabbdildren assess revalidation
and therapeutic work programme. Thus, anonymoustiqumaire consisted of 10
questions and addressed to 10 parents, has beéncted.

43



Analysis of questionnaires shows positive imagehef work of kindergarten.
Regarding the question: 'Do you think that kindetga has a positive influence on the
development of a child?*, all respondents markess“yand justified that a child is
independent, braver, establishes contact with pegéliegly, speaks better and can
listen. All answered that a child goes to kindetgarwillingly. Surveyed parents
(80%) give positive assessment of effects of readilbn and therapeutic work which,
as some parents claim, strengthens muscles, impraxadking, enhances better
concentration of a child. Giving directions, adviaed ways of doing exercises at
home are 80% of parents’ expectations relatingpialist staff. Whereas, the skill
of maintaining discipline, professional care, clsldffirmation, reliability in care and
educational work, tolerance, patience and consigtane expectations relating to the
whole kindergarten staff. All surveyed parents asrad that they primarily expect
kindergarten staff to have individual attitude toheld.

According to the headmaster, some parents of @mldwho are properly
psychophysically developed, are not satisfied withfact that their children stay with
disabled ones. They believe that their children kgl developing slower (the will not
use their own capacity), learn disabling behaviduosn disabled children. On the
other hand, the headmaster notes that normal ehildcquire additional interpersonal
skills: tolerance, empathy, understanding towardaker children, willingness to care
for them. School teachers (who the headmastetkimgato) emphasizes that children
from integrated kindergarten are more socializedfune, open, they communicate
with others better.

It turns out that attitudes adopted by parents bildeen attending to
kindergarten are important issues. According to Hwoeirce literature, attitudes
mentioned above may shape their children’s behasioudifferent ways: imitation,
identification, modelling. These ways become pdesihechanism of parents’ roles
and may contribute to shaping attitudes of theitdobn (Pospiszyl,1998; V¥cek,
2008; Wolicki,1983). On the basis of analysis tériature concerning integration and
functioning of integration in practice, the follavg conclusions are drawn:

- it is needed to acquaint children, teenagers andtsaevith basic types of

disabilities,

- to motivate children, teenagers and adults to @raec barriers and fear of

contact with disabled people,

- to make children, teenagers and adults aware wésssoncerning disability,

- to shape positive attitudes towards disabled people

- to encourage to eliminate stereotypes which exissacial awareness and

concern disabled people,

- to take educational activities, in particular wghrents, which aim to shape

positive attitudes concerning inclusive education.

Benefits of these activities will be mutual for baton-disabled and disabled
and for the whole society.
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PSYCHOMOTOR ORGANISATION OF SIX-YEAR-OLD CHILDREN

Summary: This paperpresents the results of a research which aimedssess Six-
year-old children's physical development in ternfstle organisation of their
psychomotor lower and upper extremities abilityngr@l bodily motor control, the
coordination of movement and movement balance. henodim is for preschool
teachers to apply psychomotor organisation testergter to diagnose children with
healthy or immature motor skills and so get to kramth the children as individuals
and the group they are working with. In that wdyeyt will be able to better plan their
physical education and pedagogical activities it@dance with the children’s age
and individual abilities.

The research results obtained on a sample of 4§esx-old children show that
there are significant differences between theirigatbrs. The findings have shown
that in three trials which assessed the organisatd psychomotor abilities of lower
extremity, the motor control of the whole body dne balance of movement in the
children yielded good results, which can be ex@diby a well-developed locomotion
of six-year old children. However, the results ok ttests which evaluated the
organisation of their psychomotor abilities in thgper limbs and movement
coordination are below average, which was attrilwbgerimarily to the factor of
immaturity of this function that is establishedyoat the end of the sixth year of life,
but also to children's insufficient physical adyvithat would contribute to its
development.

Key words organisation, psychomotor abilities, upper/lonettremities, coordination,
balance.

During the research, whose main objective was @ntif)y and assess the
complexity of the psychomotor status of six-yeat-ohildren, which is estimated by
means of the actual movement or motor tasks, #réirsj point was the very concept
of motor skills, i.e. psychomotor ability and itsugture.

During preschool age, motor skills are not yetyfulefined. This period is very
important in the child’s development, especiallytenms of the basic (general) motor
skills. It seems that it is exactly during perfongiimovement tasks, which seek to
assess the child's motor skills, that this gengrattioning of the child’s various
abilities and skills is reflected. Practicallys#ems that children’s performance of the
motor movement tasks occurs through the engageofetheir overall motor skills.
Thus, many experiences indicate that physical ésesia this early period should be
based on firm grounds, i.e. on a practical preparadf a solid basis for future
development of specific motor abilities.

In its development, motor ability passes througleehmajor periods: the reflex
period; sensorimotor period and psychomotor periddese periods in the
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development of motor skills show us how the mottivay develops from the very
first movement to that period of time when the dhsitarts going to school. This
division into periods is not necessarily age-depandbecause there are discrepancies
caused by normal individual differences in the d@wment of each function; in the
development of the systems and organs, espedmIZNS; in gender differences and
differences between children in terms of sociausta

Motor activity is actually muscular movement efesttby moving the body in
space, it is the initiator of reflexive or volitiahh locomotor and manipulative activities
of the limbs and the body. Movement is the elemgntharacteristic of any motor
activity. Muscle with its myofibrils is the basisrfthe estimation of the quality of
motor skills structure. For a quality motor actvib be achieved, it is necessary that
all the muscles that participate in it have theeséwel of the basic or action tone. The
quality of motor activity is determined: by the mlesstrength which is engaged in
that activity (the strength depends on the numbemuoscle fibers needed for the
muscle contraction in order for the muscle to gaiforce with which it acts) and by
the volume; by the possibility to modulate thiseatth according to the activities that
require precision or according to any other agtiviéquiring a constant increase or
decrease of muscle strength; by coordination ofen@nt as a condition of organising
complex motor activities (interpretation, Bojani®79, p. 13).

Given that the subject of this study is the assessmf children’s psychomotor
organisation, this paper will focus on the thirdyghomotor period of motor skills
development.

The age of three years and on is a child’'s predcpedod and concerns
psychomotor activities. ,Psychomotor skill involvestructures which rely on
psychomotor interaction with functions realisedtigh this interaction. Psychomotor
activity is always volitional, organised and dimstt It is performed by the engagement
of extremities, body, parts of the body, speech emohic musculature” Cordi,

A, Bojanin, p. 69).

In the children of 24 to 36 months of age, motaliskare further developed and
become more complex. Further improvement is gainethe elementary forms of
movement (walking, running, crawling, hopping .Gradual transition of the lower
extremities muscles from flexor hypertonia to gahérypotonia during the first year
of age, leads until the end of the 30th month anthe third year to a full eutonic
development, with the child’s step now being cortglefree and his ability to walk
fully relying on the motor activity. The number pfovements performed by a child
grows rapidly, these movements being precise, betterdinated and adapted to the
external environment, though still quite chaotiochmotion activities become more
complex, the child is able to suddenly stop, it cAange the direction of movement
while walking or running, walk in a straight line backwards, climb up or down the
stairs, hop and jump on both feet. At this ageldchn master some other forms of
movement as well, such as: jumping - high jump land jump; they combine the run-
up with takeoff, flight and light landing; throwingbjects at a target - throwing and
catching a ball; practical activities like ridingtacycle, bicycle, roller skates, ice
skates; including the adopted elements of spomsegaTowards the end of their stay
in kindergarten, children learn many exercisestliergeneral development of various
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muscle groups, both the large and small ones, fecigion, durability of movement,
and accordance with rhythm, pace and characteusfan

Hereby, we are already talking about a complex fofrmotor skills, i.e. about
the volitional and conscious motor activity, whighmarily includes conceiving of an
action, and then its performance in full control @insciousness. Such complex
activities cannot be performed by the oldest prestcbhildren only by playing, which
is the landmark of early childhood. Therefore, moskills are developed and
improved as individual tasks through specific forwis work and by systematic
practising and learning in a preschool environmeBlementary manipulative
movements are improved, and the grip with fingerapd the opposition of the thumb
is perfected.

While the process of lower limbs tone differentatis completed in a child’s
30 months of life, the differentiation of muscleéand appearance of clear movement
on the edges of upper extremities (hands and fi)geccurs only at about the seventh
year of age. This allows the impulse for movemdatt is sent to specific muscle
groups to arrive there, without being diffused ittte adjacent areas. According to the
needs, this enables the performance of quite fmanipulative activities. Further
improvement of movement, as well as the developnwénstructures involved in
movement, will certainly depend on practising amdsprving the anatomical and
functional integrity of the nerve-muscle interaoBoThis is the time when the last side
movements are lost during the assessment of thérityadf the muscle tone (Bojanin,
1979, p. 22).

For a person to perform precise psychomotor ams/itwith fingers, the
differentiation of motor function of each individuinger needs to be within the
expected range of the motor skill maturity. Motaatarity allows movement impulses,
aimed at a specific group of muscles, not to stateubther muscle areas, thus stirring
side movements that would interfere with the priynasychomotor activity.

At the age six to seven, “the graphomotoric leyglears as a sort of test or trial
of the organisation of psychomotor interaction. M&pecial training, which means a
special level of requirements, this level becomesped for very specific actions”
(Bojanin, 1979, p. 52).

Most manipulative activities include vision as tpemary control for the
execution of movement, especially until the autoomadbf movement is achieved. The
connection between the muscles of the eyes, fixamd graphomotoric movement is
established from the first attempts to hold a chelayons or a pencil. The longer and
more varied this preparatory stage is and childrere skillful at handling these
instruments, the faster, better coordinated, mocerrate and reliable hand movements
directed by the eye movement will be.

At the end of the preschool period, there is amease in all quantitative and
qualitative indicators of both manipulation anddowtion.

The problem of assessment of motor skills is esfiga@vident in the preschool
age. Specifically, motor skills at this age are yedtdifferentiated, and this often raises
the question of usability and validity of certagsts for the assessment of individual
(hypothetical) dimensions of the motor status. Aeotproblem lies in the very
protocol of measuring motor skills. Measuring motskills includes maximum
engagement of the respondents. At this age, irastigally impossible to achieve,
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because children are not aware of the need to\am@aximum energy engagement,
which is the basis for a precise determinatiorhefdtate in certain motor skills.

There are few papers in which the analysis of ¢lvellof motor development is
used to assess the general level of developmepitesthool children. Most of these
estimates are based on rough differentiation, betwahildren who have reached the
required level of development, regardless of thances showing to what extent the
child exceeds that level, and those below the reduevel.

In recent years, the most used form of assessmgstyohomotor development
of preschool children is the so-called Screenigstructed by a group of authors led
by Dr. Kovaevi¢. Screening is designed like a classic psycholbgicale test for the
general assessment of psychomotor developmentldfe from three to six years of
age, and is based on the description of the oawtereof specific skills and
movements. It shows what a child can do at a cedge, but not how he can do it.
This process offers no possibility of grading creld into a number of developmental
categories, but can be used for the assessmentlofdés psychomotor development
based on seven set requirements. Screening resaltsntered into a special list for
further observation, in which the results are dafirand instructions given for their
implementation (interpretation, Ped991, p. 32).

Bala’s paper (1981) presents results after examinite structure of motor
space in children aged 6-10 years, where the exsteof hypothetical motor
dimensions has not been confirmed. Based on thdtses the research, the author
concludes that it can, at least hypotheticallyabsumed that the motor ability of the
examined children was of general character and ttauis be seen as “motor
intelligence.” Due to such results, it is concludbat the development of general
motor skills in children should be conducted in theection of an overall and all-
encompassing development of general motor skilleereas the application of
specific motor activities up to the age of 12, caty be part of the development of
general motor skills at a higher level.

Motor skills are manifested by the ability to compate for one another, so in
different situations and tasks, the child manifasgscomplex motor skills. (Nin,
2000). Similar results were also found by TurekO@0on the basis of research
conducted with 7-10 year-old children of Slovak plagion, using the Eurofit battery
of tests. The author concludes that the periodaoiyeschool age is characterised by
a significant variability and still undefined motsikills.

In the examination of motor abilities of preschobildren, different batteries of
motor tests are applied. Bearing in mind the fhat turing the tests of motor skills,
a preschool teacher needs to apply different mtést batteries, and that such a
method of empirical research requires not only dokimowledge, but also financial
resources, time and skills that these teachersaudficiently trained for, the solution
provided herewith was to estimate the quality ofch®motor organisation which
provides the preschool teacher with an insight i psychomotor abilities of the
observed child. Based on the insight into whatcthiéd as an individual and the group
as a whole can do and know, and what their psychamurganisation, skills and
approaches to different physical situations andbleras are, the preschool teacher can
make assumptions about the children's needs, aed thotor and physical
developmental level and interests. They can useitformation as a starting point for
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the planning and implementation of their educati@ma pedagogical work and for the

monitoring of children's individual motor developmieThis paper presents tests that
can be used by preschool teachers to assess ttigopsytor organisation of children.

The use of the provided trial-tests does not reqgdinancial resources, or vast

knowledge or skills on the part of the teacher,tls®y can be easily applied by

preschool teachers.

Why psychomotor assessment?
Assessment of motor organisation is a way for agireol teacher:

- to get to know every child and the whole grouptérms of their physical,
motor and health status);

- to diagnose healthy children and children with irtuma motor skills based on
the assessment of their psychomotor organisation;

- to plan, based on such diagnostics, a programmspetific or complex
physical activities with children (healthy childreshildren with certain motor
impairments);

- to encourage children to use their motor abilibeter in physical and other
activities;

- to provide better information for and cooperatiathvparents;

- to have an insight into the quality of their ownno

- to monitor the development of the programme ingand as a whole.

The assessment of children’s psychomotor organisatan help a preschool
teacher in his/her consideration of the intentideslings, attitudes, different abilities,
and the quality of the tested child. The data ct#lé about the child are analysed and
evaluated very carefully and patiently. The asses$mof a child’s development is
carried out both related to the child as an indigidand to the group which the child
belongs to. The assessment will be made afteresgtengy and observation of the child
in different situations (trials). The result of thenalysis and evaluation is not
a permanent category; at preschool age it is raheatter of trends than forms of
behaviour that are consistent or completed. Thd owsaprehensive assessment of the
psychomotor organisation in a six-year-old chilch dze achieved by a preschool
teacher if all its segments are included in theess®ent and if all trial types are
applied at the same time.

According toCordi¢ and Bojanin the assessment of psychomotor skitlsides
trial-tests: the assessment of the psychomotoityabil upper and lower extremities,
evaluation of motor control of the body as a whthe, assessment of maintaining the
body balance and movement coordination (Figure 1).
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Figure 1.
Tests for the assessment of psychomotor organmsatipreschool children
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Research methodology

The main objective of this study was to evaluatgchemotor organisation and
determine the psychomotor status of six-year-olttidn. In other words, this survey
was to provide the data about the psychomotor asgaan of the children whose
motor skills had reached a certain level of maguand of the children with immature
motor skills. The data were necessary for a prescteacher in order to meet the
needs of the tested child in the best possible waget to know the child and the
group he works with; to plan and organise physeciication activities in the group.

The goal was reached and data collected basec@sfiessment of:

a) psychomotor performance of the lower extremities

b) psychomotor performance of the upper extremities

¢) motor control of the body as a whole;

d) maintaining body balance;

e) movement coordination.

The sample included 40 six-year-old children ofhbgenders. All the tested
children were attending a preschool institutione Tasults found, their interpretation
and conclusions are based on a descriptive method.

Statistical method was used, too in order to sge¢b# phenomena under study
and their correlations.

The kinesiology research techniquesieghjin this paper are the assessment of
the psychomotor statudrials, and tests.
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Table 1.
The sample of variables for assessing psychomot@masation
In six-year-old children

No. | Parameters Measurement unit
1. Ability to coordinate pace with rhythm Pacing +to+th_e rhythm
2. Manipulative hand dexterity (Lafayette) sec.
3. Motor control at rest with counting (Bishet) sec

Assessment of coordination of upper and
lower extremities

Balance assessment by means of the
“crane” exercise

Performance precision

Quiality of performance

To assess psychomotor organisation of six-yeacioildren five trial-tests were
applied.

The testAbility to coordinate pace with rhythrwas used to assess the
psychomotor organisation of lower extremities. Tk itself includes pacing and the
use of lower extremities in games. It includes matength, coordination of leg
movements with the movements of other body padswall as with the body as
a whole.

The test Manipulative hand dexterity (Lafayetteyas used to assess the
psychomotor organisation of upper extremities. Regwotor organisation of upper
extremities is in direct correlation with the deymihent of an individual’s
psychosocial life in general. The activity of uppextremities is connected with
speech, intelligence, thinking and emotions, makagunity which is the basic
characteristic of psychosocial development andpssacial life.

The testMotor control at rest with countingBishet) was used to assess the
control of motor skills of the body as a whole. dalpointed to the fact that every
sensible quality is reflected in the child's muscl&lso, the quality of muscle tension
or relaxation is related to the object in the delessphere.

The testAssessment of coordination of upper and lower axtreswas used to
evaluate children’s movement coordination. Coortilimain its essence includes the
level of experience of one’s corporeality as a suppo movement, as a source of
movement and as a coordinator of a series of montnhat make psychomotor
activity.

The testBalance assessment by means of the “crane” exenwes® used to
assess the balance of movements in children. Thstign of balance is the question
of the possibility of play organisation, socialissida concrete age, and on the level of
needs and opportunities for learning through senswtor experiences.

The psychomotor tests were conducted accordingh#& description and
guidelines provided b¢ordi¢ and Bojanin “General functional diagnostics incake
education” (1992, p. 69-84).
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The trial tests were conducted in the following way

Ability to coordinate pace with rhythmrhe child is told to walk in a certain rhythm.

It is best if the rhythm is dictated by the metroo The child is warned that the

rhythm of the metronome will accelerate or slow dpand it is expected to also speed
up or slow down its pace. In addition, the childakl that he/she must cease walking
when the teacher says ‘stop’. What is assessdteighild’s success in coordinating

the pace with the basic rhythm, which is markedhwait+, +, or -. Assessment is also
made at slowed rhythm, at accelerated rhythm aradlyi at a sudden stop.

Manipulative hand dexterityLafayette).

| Trial: The child is given a box with beads and wire and:sdake one bead and
string it down this wire.” When the respondent deesand we make sure that they
know how to do it, we say: Now you'll take anotlhead, and another, and another,
and so string them down the wire one after anadast as you can. Start now!” The
performance of the tasks is monitored with a stdparhe test takes 2 minutes. The
method of execution is described and the beadstedumexcept for the first bead
which served as an example.

Il Trial: The respondent is told that there are now beadsfefent colours in the box.
He is told that he will be arranging them againt bow in this order: first one blue
bead, then one red, then white and finally yell®wmetimes it is necessary to string
them in this order together with the respondenerTthe interviewer says: “Now get
along, and do it on your own in the same ordest fdue, then red, then white, and
finally yellow. Do it accurately and quickly. Starow!” The performance is
monitored with a stopwatch and it lasts for 2 ma&sutThe course of action is
described, as well as the accuracy of performandetee number of beads, excluding
the first ones used for demonstration. These testis can help the teacher reach
completely valid conclusions about the child’s nparative skills.

Motor control at rest with counting (Bishet)Tell the child to stand still in front of
you, to close their eyes, hold out their arms ameht backwards from 20 to zero.

Assessment of coordination of upper and lower ertiges. Assessment of
coordination of upper and lower extremities is on$gd related to walking. When we
walk, we automatically coordinate the movementswfupper and lower extremities.
Task onethe child is given the order to bend the arm atealibow and leg at the knee
on one side of the body, then to drop them, and thedo so with the other arm and
leg. Then he is suggested to do so alternatelyhiohvever rhythm suits him.

Task two:the child is given the order to bend the arm ateélbow on one side of the
body and the leg at the knee on the other sidbeobbdy, and to continue to perform
this task alternately. He is also suggested toaiejhese procedures at his own pace.
Task threethe child is given the order to jump, and whilghe air to clap his feet and
his hands. When the child does so for a few tirtteen} he is given the instruction to
clap his heels and hands twice while in the air.
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All these tests are described and evaluated insterfraccuracy of execution,
and if somebody’s performance is poor or fails clatgby, this is also duly described.
When all such trials have been described, conatssame made on the effectiveness of
tasks completion and the level of coordinationelation to the children’s age.

Balance assessment by means of the “crane” exerclg$e child is instructed to stand
on one leg, to extend the other leg behind, to Ea&nbody forward and spread his
arms. The task should be performed on one leg fireh the other. After that the order
is to lean back standing on one leg, while the rokbg is extended forward, and the
arms spread. This exercise is also done first @lem then on the other.

The quality of the task performance is recordedenehy the movement of the
supporting leg is observed, imbalance in the taskopmance, the time, i.e. whether
the respondent keeps balance longer on the rigeftdeg and whether the respondent
was even able to perform the test.

In all five tests motor tasks are complex andudel testing the psychomotor
organisation of children.

This kind of assessment, which cannot be considasedufficient and valid,
because it is based on subjective evaluationseoptéschool teacher, will still provide
general information not just about the movemenitsskif individual children and the
group as a whole, but also about the ways to marthgeprocess of physical
development of children. However, the most effectbontrol system is a system of
research monitoring. The system should therefoctud® a set of tests and trial
exercises which would serve to evaluate and asHesschild's achievement in
movement skills practically from birth to seven ggeaf age. The tests vary in their
structure and correspond to the age and individizgdabilities of children. As
observation instruments, the tests provide fulgndardised data. They are based on
standards and are helpful in planning individualissducational programmes of
physical education.

Results and discussion

The results were interpreted separately for eaahdf children’s psychomotor
organisation. Different statistical values that evésund were classified in tables. The
columns show the values obtained (+; %; -) for egobup of respondents, formed
according to the tasks performed in the trial-temtswell as the total sum of frequency
and relative frequency. The ranks are shown thaegabbtained for each group of
subjects formed by the implementation of taskselmearsals-tests, as well as the total
sum of the frequencies and relative frequencies.rébults are shown in table 2.
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The research results of all trial-tests

Table 2.

ability to coordinate pace with rhythm

No Trial-tests of Class Frequenc Relative
‘[psychomotor organisatior 9 y frequency %
+ 32 75
1 Ability to coordinate pac¢ + 2 5
with rhythm - 8 20
Total 40 100
+ 19 47,5
5 Manipulative hand + 14 35
dexterity (Lafayette) _ 7 17.5
Total 40 100
+ 35 87.5
3 Motor control at rest with * 2 5
counting (Bishet) - 3 7,5
Total 40 100
I
Assessment of coordinati I 253 f; g
4 of upper and lower — '
extremities ' 12 30
Total 40 100
+ 28 70
Balance assessment by + 38 20
5 means of the “crane” - 4 10
exercise
Total 40 100

. Interpretation, analysis and discussion of indicatcs of six-year-old children’s

The examined children were tested in the performaricoordinating the pace

of walk first with a basic rhythm, and then withcaterated and slowed rhythm; it was
observed whether the steps were skillfully or ultfsily controlled; whether the knees

were raised high or low; and whether the final si@s performed easily and abruptly
or followed by swaying and staggering.

Table 3.

Results of the test of ability to coordinate pad#hwhythm
Value Frequency Relative frequency %o
Abl'lty to + 30 75
coordinate n > 5
pace with =
rhythm _ 8 20
Total 40 100
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In this test, the results have shown successfuldooation of pace with rhythm
in 30 children. They have shown successful cootiinaof pace with slowed and
accelerated rhythm and at a sudden stop. Thesérahicoordinate their steps well,
they raise their knees high enough, they stop witllelay at the given signal, without
swaying or making any excessive steps and canyeasirdinate their movement with
the basic rhythm set in the task. Two children caordinate their pace, but cannot
suddenly stop at the given signal; eight childramehshown inadequate motor ability in
the context of psychomotor activity. These childomuld not perform any of the set
tasks, which shows a form of inadaptability of thggneral psychomotor organisation
to the real life tasks.

The fact that the vast majority of children perfedrnthe task successfully can
be explained by the well developed locomotion agsphool children. Namely, the
locomotor apparatus reaches its maturity in childaeound 30 months of age; this is
the final stage in the differentiation of tone bétlower extremities. Further, it can be
explained by the motor hyperactivity of preschobildren, and the activities whose
contents engage the locomotor apparatus, or thskglirectly and indirectly develop
this essential physical property.

2. Interpretation, analysis and discussion of indiators of six-year-old children’s
manipulative hand dexterity

In this test, the observed category is the quaditythe task performance,
precision in the task performance, and the numb#reostrung beads, based on which
valid conclusions can be drawn about the maniprdatiexterity of a six-year-old
child.

Table 4.
Results of manipulative hand dexterity
Value Frequency Relative frequency %
Manipulative + 19 47,5
hand dexterity + 14 35
- 7 17,5
Total 40 100

The results obtained (Table 2) show that 19 chilgressess good manipulative
dexterity: they are swift at reaching for the beatlsy string them on a wire quickly
and skilfully, and there’s clear directedness ie thpeated hand movement reaching
for a certain colour of the beads to be strung.s€hehildren perform the set task
within the defined 2-minute time limit. Fourteenildren do not fully complete the
task. They string the beads quickly and with detxtebut they are not consistent in
obeying the colour order. However, seven childrenld not perform the set task
despite their effort. Their manipulative dexteriy poor due to their incomplete
psychomotor organisation.
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Based on the stated values, we conclude that tmgpmiative dexterity of the
examined children is rather poor. The cause ofghenomenon can be sought among
numerous factors. By consulting reference liteetwve conclude that the
differentiation of the muscle tone of the upperextities depends on the nerve and
muscle function, and that its full maturity is rbad by the end of the 6th year of age.
Psychomotor organisation of the upper extremitgesni direct correlation with the
development of the psychosocial life of a persépas a whole. It induces the basic
schemes of thinking processes and participatedi@nekpression of creative needs,
both in a child and an adult, in all the areas att@ristic of the social domain and
one’s social life from the very start. The activdl upper extremities is coordinated
with speech, intelligence, thinking and emotionakmg a wholeness that is the basic
characteristic of psychosocial development and sresychosocial life {ordi¢,
Bojanin, 1992, 71).

3. Interpretation, analysis and discussion of indiators of six-year-old children’s
motor control at rest with counting

During this one-minute test, the adult observescthiel’'s still posture. Table 3.
shows the data obtained in the trial of childremstor control at rest with counting.
The results have shown the following: 35 childreifilfed this task successfully by
spending one minute in the required still positiatith their arms loose by the sides,
no facial contortion, and without any body or eriiy movement. There were two
children who moved their legs during this time, mddces, turned around, spread
their arms up and down and clenched their fist&séhchildren were diagnosed with
poor motor control within general psychomotor otigation. The test was interrupted
in the case of three children, because they op#redeyes before the time was out.
This was recorded as a failure in the task perfoea

Table 5.
Results of motor control at rest
Value Frequency Relative frequency %
Motor control
at rest + 35 87,5
with counting + 2 5
(Bishet) - 3 7,5
Total 40 100

4. Interpretation, analysis and discussion of indiators of six-year-old children’s
coordination of upper and lower extremities

Evaluation of coordination of movements of the upged lower extremities

was performed using three tasks that describe aaliage the clarity of movement
performance.
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Results of movement coordination

Table 6.

Value Frequency Relative frequency Y6
Coordination of
upper and lowe + 23 57,5
extremities + 5 12,5
- 12 30
Total 40 100

The results show that 23 children successfully qgueréd all the three tasks,
which suggests that their coordination of upper kwder extremities is quite good.
Five children completed two of the set tasks, whikey failed in the performance of
the third one, which included a jump with arm moesns. This suggests that their
coordination of the upper and lower extremitieanslerdeveloped. In 12 children, the
coordination of upper and lower extremities wasaudtieved in the set tasks.

5. Interpretation, analysis and discussion of indiators of six-year-old children’s
balance by means of the “crane” exercise

During this test, the adult observes the child'sitglio keep balance on one leg
or the other.

Table 7.
Results of balance assessment
Value Frequency Relative frequency %

Balance
assessment by ___* 28 70
means of thq + 8 20

“crane” - 4 10

exercise Total 40 100

The obtained results of the test of balance by mednthe “crane” exercise
show that 28 children performed both the forward dackward “crane”, 8 children
managed to do only the forward “crane”, while fahrldren were not able to perform
it either in the forward or backward direction.idt interesting to note that in the
performance of the forward and backward “crane”dbminant leg in all the children
was the right leg, as their main support. This iestlso important for the preschool
teacher from the standpoint of maintaining balanagymnastics.

Conclusions

Based on the presented results, analysis and disayghe following basic
conclusions were drawn.

The data obtained during the assessment of prelschidren’s psychomotor
organisation included the assessment of the psyotosrarganisation of the lower and
upper extremities, motor control of the body ash@l, maintaining body balance and
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coordination of movements. The results show thatethare significant differences
between their indicators.

In the assessment of the psychomotor organisafidheir lower extremities,
the coordination of pace with the basic rhythm vaahieved by 30 children. With
these children, successful performance was alse\shwith coordinating pace with
slowed and accelerated rhythm and with a suddgm sthich can be explained by
well-developed locomotion in preschool children.

In the assessment of the psychomotor organisaticsixeyear-old children’s
upper extremities, by testing their manipulativedhaexterity, it was found that only
19 children could perform the task completely, I4hem partially and 7 children
could not perform the task at all. The major fadt@t accounts for such results is the
still present immaturity of this function, as itlifudevelops only by the end of the
sixth year of age. Another reason is children’sufhsient engagement in physical
exercising, which could enhance the developmetttisffunction.

On the other hand, it is very interesting to ndtat ithe tested children have
good motor control at rest (35 of them). This carekplained by their age; that is, six-
year-old children have reached a certain degreghgéical maturity when they can
largely control their body at rest and in movement.

In the test of children’s movement balance, thafier’ balance test has yielded
excellent results. In 28 children the balance i developed, which is interpreted as a
certain maturity of the function. On the other haibgrovides better opportunities for
its improvement in spontaneous and organised eseerci

Finally, the results of the coordination of movemseaf the upper and lower
extremities have proved to be on a level below dlkerage for this age. This is
primarily due to the developmental characteristasising a delayed onset of this
feature in children, despite their established goaldnce.

On the basis of the obtained values we can coadluat the three trials which
evaluated the psychomotor organisation of the losvd@remities; motor control of the
whole body and the movement balance in the tedigddren yielded good results and
suggest that the psychomotor organisation of thdskren is at a high level.
Indicators of the trials which evaluated the psyobtor organisation of the upper
extremities and movement coordination in the cbkidare below average. These data
suggest the presence of children with immature lpsymtor organisational level,
which can be corrected by applying special prograsirand systematic exercise.
Therefore, the purpose of these tests is to identile level of psychomotor
organisation of preschool children in order to péard organise exercising activities
and to adapt them to individual abilities of thelldten. Effective planning and
implementation of physical education in preschastitutions implies possession of
information on the most important indicators listabve, which are at the same time
indicators of movement skills and health of prestiohildren.

Data obtained from the results of the assessmersixeyear-old children’s
psychomotor organisation should form the basisnaflyaical reports in the formation
of an organisation's strategy and the developmkspecial programmes at different
age levels, based on individual abilities of claldiand a differentiated approach. The
data have enabled:

identification of children with good motor organise;
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identification of children with hyperactive motd«ilés;

identification of children with immature motor orgaation and limited
movement abilities;

effective planning, organising and adaptation ofygital activity to
individual abilities of children;

differentiated approach to each child;

informing parents and the wider community aboetrgsults obtained,;
practical use of the results obtained through sdielgnostics. The results
should be used by pedagogues, preschool teachiersneorder to plan,
develop and implement both modern programmes ofsipaly activity
according to children’s individual abilities, angesific programmes for
hyperactive children and children with limited mawent abilities.
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PUPILS' EMOTIONAL ATTITUDE TOWARDS CAPABLE ONES

Summary: The article focuses on important and current isso@cerning capable
students as well as their being perceived and jddgepeers in a class. Research has
been done among 113 pupils from five classes ti siass of primary school. 35
capable pupils were identified in this group. Diagtic research carried out with the
use of several techniques gave the answer to $he isoncerning emotional attitude of
pupils in a class towards capable ones.

Key words:capable pupil, defining capable pupil, attitudeverds capable pupils.

Introduction

Contemporary world is set for succasd promotion of individuals by whom
it may be achieved. Thus, it would appear that ptiopally gifted pupils have
favourable conditions for development in contemppshool and peer environment.
It seems also that capable pupils should be easdgpted in family, school and peer
environment because they fulfil one of the mostangnt contemporary requirements
- they can win, be creative, involve in various \atBs and achieve above-average
results in school. However, as it was analysed hen lasis of psychological and
pedagogical literature and observance of life sitng, it does not have to be the case.
Capable people may be misunderstood, underestinatddrejected by immediate
environment because of their dissimilarity resgjtinom demonstrating outstanding
abilities. The world, in which we are living, protes success, but not necessarily
people who achieve it. Thus, it is worth thinkinigoat the issue whether and how
school and peer environment satisfy emotional neédsapable pupils. Are capable
students positively perceived by peers in a clags;maybe are they treated
instrumentally- as tools for producing good ideas, finding propeyblem solutions,
winning first places in subject-area contests gmpliads?

The issue concerning capable pupils is not alwaysexiated despite of being
still important and current. Thus, it acquires sglemeaning in paradigm of inclusive
education. Capable student, as any other one, isésehown fears, anxiety and
concern. His/her emotional sensitivity over opirspjudgements, self-assessment and
self-criticism are closely related to fulfilment ofeeds concerning belonging and
acceptance by peer group in a class.

Observing specific developmental needs of capa®edgers, it is needed to
draw attention not only to educational requirememitsch are imposed on tutors and
teachers by capable children but also to emotidimaénsion of development of their
personality and needs resulting from this develagm€apable pupil is a challenge
for teacher not only in intellectual dimension kaso regarding his/her emotional
sphere of personality. Teacher should ensure thétanding people are kindly
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perceived by peers so as they can be acceptedasiiered as valuable persons,
having a lot of positive personality attributes.

Referring to emotional needs of capable pupilgjddtto investigate what is
emotional attitude of pupils towards their capatl@ssmates. | think that acquired
research material may be a premise for the answandther question: Can emotional
needs concerning friendship contacts of outstanaiidiyiduals be satisfied in the peer
group in a class? This, however, requires additiand in-depth pedagogical research.

1. Capable pupil - theoretical considerations on the basis of psychagical and
pedagogical literature

Defining capable pupil

Defining capable pupil is ambiguous in psycholobi@nd pedagogical
literature. Different authors use various termsoider to precise definition of pupil
with above-average capacity

In research work, | followed definitions of capabpupil proposed by
E. Gondzik and M. Tyszkowa. E. Gondzik writes thatapable pupil is the one who:
‘apart from high general intelligence, he/she ®idguished by: possibility of creative
achievements in school career in any socially usafea (participation in contests,
olympiads); creative imagination; outstanding spkebilities; the ease of learning;
wide interests as well as high self-criticism ankigence’ (after Abramczyk, 2003,
p.18). On the other hand, M. Tyszkowa draws atento intellectual abilities of
capable pupil. She writes: ‘we are speaking of blgpaupils when we refer to
individuals who demonstrate high level of genetfallity (intelligence) or who have
got a special ability in the sphere of intellectaetivity’ (ibid. p.19).

Thus, according to E. Gondzik, a capable puptharacterised by not only
specific intellectual features (intelligence, spécabilities) but also identifiable
activity (participation in olympiads and contest$)e or she has also personal
predispositions for high achievements thanks tcetiee of learning, self-criticism and
diligence. On the other hand, M. Tyszkowa disregaspecific personal features of
capable pupils. When defining those, she writey aout their general and special
abilities.

In the source literature, defining capable pupilcenected with the terms:
intelligence quotient, special and general abditimlent. When analysing ceiling of
intelligence quotient which allows to consider pautar individual as exceptionally
gifted one, authors take diverse limits. L.M.Ternaasumes that 120 points, achieved
in standardised intelligence tests, are enoughotwider a person as exceptionally
gifted one. J.M. Dunlop claims that the limit oB2L points is considered as
a characteristic for exceptionally gifted individsiavhereas P.M. Packard regards 140
points as a lower limit of intelligence quotient fcapable pupil (Lewowicki, 1986,
p.41). After T. Lewowicki, | assumed that capaibiéividual is characterised by high
level of special capacity and abilities. Above-nmeméd M. Tyszkowa, considers
capacity as ‘proficient or efficient side of act®rfAbramczyk, 2003, p. 18) whereas
W. Szewczuk defines it as ‘a structure of intercahditions of particular individual
which decides about level and quality of individs@chievements in realised activity’
(ibid. p. 18). Thus, it can be assumed that pupite wide general abilities will have
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outstanding achievements in many different areasreds pupils characterised by
special abilities will have high proficiency andieency of activities only in some
areas. What is more, it should be assumed thaetheability is broader than the term
capacity because only the complex of capacity magoime ability. For example,
a pupil mathematically gifted has above-averagétalm synthesis, analysis, logical
thinking, calculation, etc. W. Okowhen writing about abilities, emphasises that
ability is a peculiar structure of capacities whadntributes to above-average level of
performing particular type of activities, e.g. naadj technical, sport, etc. (ibid. p.18-
19).

F. Painter presents valuable, especially for teach@ews on identification of
capable pupil in a school class. He distinguisheslvie elements characterising
capable pupils. They are as follows: high levelasfguage proficiency, exceptional
ability in deducing, quick thinking, strong imagtimam, good memory, interest in
observations, exceptional capacity for concentnatiaising original questions, putting
forward unconventional suggestions, ability in ooy and solving problems, wide
range of reading interests, the lack of persistema®ing routine tasks (Painter, 1993,
p.50). These elements are possible to be obsenveducational process. Thus, they
allow teachers to find out which pupils from pautar class may be included in the
group of capable ones.

Personality of exceptionally gifted individuals orthe basis of source literature

Having abilities has a big influence on personaléggd development of
individual’s temperament and character many a tiRersonal attributes of capable
pupils, shaped under the influence of their intelend particular abilities, correspond
to their being perceived in immediate family antiagd environment. J. Abramczyk
writes that a capable pupil is characterised by Bigjf-criticism, diligence, intellectual
curiosity, ability in concentration, high emotiorethd moral sensitiveness, ingenuity
and persistence. He mentions also emotional balamdeasy establishing cooperation
with school friends (Abramczyk, 2003, p. 19-28).e¥a features, however, are not
mentioned by other researchers. Thus, they caneotiréated as characteristic
differentiator for capable children.

According to other authors ¢Eowski 2004, Limont 2002, 2010, Borzym
1979), inherent ability in identifying problemstime world may sometimes be a cause
for emotional instability whereas great proficiennyexecuting tasks designed by the
teacher may lead to conflicts with slower and [deser school friends with whom the
top student will be supposed to learn. The analgsid comparison of different
authors’ views on assessment of emotional stalofitgapable students conclude that
the clarity does not exist. They may be charaadrlsy both great and low emotional
balance which is, undoubtedly, significant in ebshiing and maintaining contacts
with peers. Self-criticism of capable childrentdd by J. Abramczyk, may result in
negative perception of themselves and withdrawahfsocial life. Self-criticism may
also lead to excessive perfectionism of outstandidgsiduals. A person gifted with
such kind of personality attribute may have proldeim fulfilling his or her own
expectations or impose their own perfectionistandards on other people. Excessive
emotional and moral sensitivity of capable peopsymalso be a cause for having very
high moral standards towards themselves and oti\doseover, it may generate
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personal conflicts of capable child as well as f@ois resulting from imposing his or
her own high ethic expectations on others. J. Rastomentions independence as one
of the features of outstanding people, apart fretiiconfidence in planning work and
deciding (J. Rostowski, 1989). This feature may aftspinge on the quality of friend
contacts because it may restrict not only the teogldéo listen to people who have
different views but also reaching a compromiseS&zelecki mentions the following
features of capable pupils, which may influencear@way of their being perceived by
peers: desire to dominate, leadership featurestlegpess, introversion and low
emotional stability which can be used in takingaw at the same time. The two first
features may be the source of shining in peer greuipoutstanding individual’s
leadership is accepted by peer group, as well @gctron by classmates if
outstanding individual wants to impose his or leadership against others’ will. Low
emotional stability may cause unpredictable reastiand behaviours which are
difficult to be accepted by peers. On the otherdh@amotional sensitivity may open
capable individual to others’ needs and problemsvalf as boost the empathy.
Introversion listed by A. Strzelecki as a featunaracteristic for capable individuals
may, however, restrict ability of capable pupilsestablishing friendship contacts and
influence their being perceived by classmates (Barz989, p. 93).

|. Borzym divides capable pupils on those who agkdeschool success and
those who did not achieve good results in educgirocess in spite of their capacity.
The author emphasizes that only capable pupilsestiy educational success, have
personality of developed positive features of astmlent. These are: huge ego, high
self-esteem, emotional balance and stability a$ agehigh pace of work. On the other
hand, she claims that there are also children i;ydloup who are anxious and less
resistant to failures. Capable pupils achievingpstuccess usually feel very positive
towards teachers and classmates. They willingly igeblved in class life, help
teachers and easily establish contacts with oth@egpable pupils who are good
learners are also more unconventional, sensitiligedt and introverted than capable
peers who do not achieve educational success. diigegnore scrupulous, responsible,
independent and creative as well (Borzym, 197913115). Personality attributes
listed by I. Borzym are not entirely clear whenesssng their influence on capable
student’s being perceived by peers. Emotional leglaand stability, scrupulousness,
responsibility, creativeness and positive attitboards friends in a class are those
features which trigger positive emotional attitudenong classmates. Whereas,
independence, high pace of work, ability in easpldshing contacts with teachers
and huge ego of capable pupils are not necessamilgidered by peers as welcomed.
Independence and huge ego may be perceived byrd#ess as features of domination
as well as imposing top student’s views and opision others. Whereas, high pace of
work of outstanding individuals may hinder theioperation with less gifted friends
who may not follow their reasoning. The ease iraldghing contacts with teachers,
listed by I. Borzym, may cause that capable pugillve perceived as a teacher’s pet
and his or her favourite what may be an obstaale@s$tablishing friendships in a class
(Rimm, 1994, p. 201).

L.M. Terman, when analysing the issue of emoti@mal social development of
capable pupils, distinguished a group of childrathwQ 120-145 and a group of
pupils with 1Q > 145. He demonstrated that childfesm the first group are better
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adapted to peer environment and do not have prablemcontacts with people
whereas pupils with 1Q higher than 145 cannot ad#ptpeople from their

environment. Moreover, great intelligence may bpreblem for them. This author
notes that many features which are characteristiccapable pupil and generally
considered as positive ones may, in some situatiead to improper emotional and
social development of capable pupil (aftegk&wski, 2001, p.71)

In psychological and pedagogical literature, sitratof a capable child in
a class is described as complex one. On the ore tiay are considered as ‘specific’,
‘different’ and what follows, less popular amongepe On the other hand, young
leaders of the group are characterised by hightedligence than the average one
(Borzym, 1979, p.145) These results seemingly apfmebe contradictory. However,
L.M. Terman considers this impression as appareatalise, according to
psychologists, having at least average intelligaace condition for acceptance of an
individual in a group. High IQ and great abilitieSoutstanding individuals, however,
may contribute to grant capable pupil high sodiatus if only they are perceived by
a group as its source of benefits. S. Baley witite$ only such a capable individual
whose ‘otherness is accepted by a group’ is petiwelcomed in a group (ibid.
p.146). Thus, it may be concluded that there exastsonvergence of conclusions
reached by L.M. Terman and S. Baley, concerninggsassent of functioning of
capable individuals in a group. According to L.Merfinan, people with above-average
intelligence but not outstanding (i.e. with 1Q<14bay be accepted by a group and be
positively perceived by its members whereas peopl® substantially exceed
members of a group in terms of intelligence, mayehdifficulties in acceptation
within a group - their otherness may widely divefgem expectations and standards
of a group.

I. Borzym dealt with the issue of acceptation apable pupils at school. She
examined the level of sympathy towards capablelpupia group and leadership of
gifted pupils on the basis of merit with the usevtwireno’s sociometry method. In her
research, study group was divided into three grafigmipils: capable figroup), less
capable (¥ group) and the least capablé® roup). Among capable pupils, 23% of
them proved to be very liked, 46% of them achieleal| of sympathy higher than
average one and 30% of them were assessed bylpeeon the scale of sympathy.
On the scale of prestige, results of capable pugilsieved by I. Borzym are as
follows: 38,4% of pupils was granted sociometriarsstatus, the same number of
pupils achieved status higher than the averagerd$ieenjoyed average prestige. The
research clearly shows that children in primaryostlappreciate their capable peers
and irrespective of sympathy offered them, thegeast their role in a class. Research
results show that less capable pupils are moreeajged than capable ones, both in
terms of sympathy and in terms of prestige. As mas1$0% of sociometric stars are
less capable pupils whereas 58% of pupils who seldighe highest results on the
scale of prestige is included in this group as widltter prognoses for capable pupils
may be predicted in secondary school since pedeglogisearch made by I. Borzym
showed that as many as 85% of pupils of secondargads characterised by high
social acceptation, has high or very high intelige To compare, only 12% of
children with such result of measurement of acdeptahas average intelligence.
However, research on capable pupils in seconddrgade indicates another extreme
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approach to capable pupil in a class. Unfortunateljgcted (60%) and isolated (72%)
people usually come from the group of the most blpdeenagers. This research
proves that assessment of capable pupils madectasa is usually extremeeither
positive or negative. Such results shall contribite detailed discussion on
improvement of capable pupil’s situation among pasera class. If the major part of
sociometric stars has high intelligence at the s#@ime, then the reason of their
rejection by a class is not only the level of ilgeince of an individual but also
additional factors such as: personality of capahigil, his or her willingness to help
others, the level of courteousness, kindness,igitruetc. Important tasks for teachers
and tutors result from this fact. They should guitie personal development of
capable human in such a way that his or her abegmge intellectual ability would
not contribute to the development of the arrogaegecentrism as well as desire to
dominate and demonstrate their superiority (Pariyd@/, p.50-69).

2. Methodological basis for own research

Research issues
Observing the importance of proper emotional andiasodevelopment of

capable pupils concerning the way of perceivinghy peers in a class, | carried out
research among sixth-class pupils in noydeski district. While planning the
organisation and the scope of research, | focused question which was a part of
main problem of my research investigation. It waBrekd as follows:

* What is emotional attitude of pupils towards capaiies in a class?
| assumed that particular emotional attitude isteel to externalised attitude of
a person who demonstrates relatively stable bebexid his tendency which is the
source of intellectual experiences, is emotionadlioured and determines relationship
between people and the attitude object (in thig,dastween pupils and top students in
a class). Attitude is always related to affectivelgment and contains positive or
negative assessment. Attitude towards externalr@mwvient and towards oneself is
based on emotional involvement and manages re$diips between environment and
a human. It follows that emotional attitude of gegdrom a class towards capable
classmates will be demonstrated by particular bels@aand opinion on top students.
Receiving signals, concerning particular behaviand opinions on capable people,
from peers will have an impact on their well-beinga class as well as fulfilling the
need for approval and affiliation in a group. Il{lvee connected with their experiences
and emotional sphere of their personality at theesame.

Methods and techniques of research
During my research, all pupils who learn in testt@lsses were taken into

consideration, including gifted sixth-class pupl&ich research procedure indirectly
allows to establish how capable pupils perceiventapable pupils from their class
and school. | decided to select capable childremftested classes in order to make
my research results credible and relatively obyecti assumed that the number of
capable children in a class as well as the qualiy the scope of their achievements
may influence the way of their being perceived bgns. When selecting top students,
| used purposive sampling for the test. On thesbhakpsychological and pedagogical
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literature, in the process of identification of abfe pupils | used: criterion of
nomination from peers (as one of tasks in thewast unfinished sentences, provided
to all pupils), analysis of results of knowledgstse(data received from class register
- | used technique of analysis of formal, existingcuiments) and analysis of
achievements in subject-area contests and olymgiRadater, 1993, p.49) about which
| have learned from analysis of documents as welkhss registers.

Above methods of classification enabled me onlgéfect those capable pupils
who achieve good educational results (I did notehpwssibility for selecting capable
pupils who are affected by Underachievement Syndjoamnd are characterised by
considerable degree of general abilities reflecksd school marks. | took into
consideration those pupils who had almost the tsgimarks, only five (B) and six (A)
(in some case, | took into consideration pupils whad four (C) in any subjectsl did
so only in case when such pupils received frequmeminations from peers). This
method of classification did not help in selectppple artistically gifted | decided
that marks in artistic subjects do not have diatoaharacter (too many pupils have
six in artistic subjects and the majority of chddrin a class has five). | assumed that
good results of pupils are not only the resulth&fit diligence and scrupulousness. The
choice of sixth classes was justifiable in thisecasd it was supposed to serve in order
to eliminate ‘nerds- | decided that the higher class of primary schiepkhe more
difficult the curriculum is. It is not so easy fonly diligent and not capable pupil to
achieve six and five marks in education. This wa®eduin order to replace
impossibility of verification of general abilitiesf children through examination with
the use of psychological tests (which would allaw &ssessment of pupils’ 1Q who
were classified in ‘the capable’ group).

Searching for the answer to the research quesktimsed diagnostic survey
method - including a poll form within # and unfinished sentence test. | applied
closed survey question with the possibility of agé-choice according to Likert's
scale. Pupils were supposed to answer to the follpwuestion: To what extend do
you agree with the statement that capable pupglsiaually good friends? In response
to this question, pupils from tested classes wengpaesed to choose one of the
following five options: | strongly disagree, | dggae, | neither agree nor disagree,
| agree, | strongly agree. In unfinished senteersg pupils were supposed to finish the
following four sentences: Friendship with a topdemt...; If someone is a top student,
he or she usually behaves...; Capable pupil in asscl; If capable pupils are
sometimes liked, it is because...

When applying unfinished sentence test, | trieccatiect both positive and
negative opinions of children on top students. &srés were prepared in such a way
that their content did not evoke negative assamatfor pupils who were supposed to
finish them. On the basis of unfinished sentencesgnted above, only the last one
has negative connotations.

Place of conducting the research and research group

| carried out the research in two primary schoamisnowoadecki district.
| took into consideration exclusively pupils fronxth-classes. Entire population of
sixth-class pupils (3 classes) took part in theeaesh in one of the schools, and 2
parallel classes in the second one. | applied seteof available sample - headmasters
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and teachers agreed on pedagogical tests. Theyimterested in the issue and results
of the research. Taking into account the proteabibpersonal data, it was significant
to me because it was helpful in collecting objextwnd reliable factual material.

113 pupils from five sixth-classes of primary sclsook part in my research
altogether, including 61 people from one school &adoeople from the second one.
These pupils constituted a group in which capablalp were selected. Selection of
capable pupils within a tested group aimed to h®kp in making assumptions
concerning the relationship between the numbeopfstudents in a class and the way
of their being perceived by peers. Speaking ofaugrof top students, | mean these
ones who achieved school success when having ligbagon results and win top
places in subject-area contests. There were 2@eaof in one school, including 13 girls
and 7 boys. In the second school, | selected 15 b@e9 girls and 6 boys. A group of
capable children was consisted of 35 people alteget

When presenting analysis of research results, holomake the difference
between sexes of tested people. | do so becaude tested boys and girls
thinks and judges similarly (I did not notice adyfferences in terms of sex).
Therefore, | treat the tested group as a homogenaoeL

Table 1.
Tested group of pupils from sixth-classes of priyrerhools
Primary School
The first one | The second one IN TOTAL
Number of capable pupils in classes
Via Vib Vic Vlia Vib Number %
16 23 22 22 30 113 100
Number of capable pupils in classes in terms of sex IN TOTAL
g. b. g. b. g. b. g. b. g. b Number %
3 2 4 3 6 2 6 2 3 4 35 30

*g. — girls; b. — boys
Source: own research.

Data presented in Table 1 suggests that for 118deqzupils, we have 30% of
them who are capable ones. Within the first testégbol for 61 tested pupils, we have
20 capable ones whereas in the second school fchikbizen, we have 15 top students.
Thus, pupils considered as capable ones are mdhe ifirst school, according to the
criteria adopted by me. This is demonstrated by labisolute figures and the ration of
capable pupils to total number of tested children.

3. The analysis of the results of own research
Pupils’ emotional attitude towards capable ones
When analysing research material collected withuge of poll form, | received

112 answers from tested sixth-class pupils - onthefpupils did not answer to the
guestion. | presented distribution of answers luartcl.
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Chart 1.
Perception of capable students as good friendsiams of classmates (N=112)

| strongly agre:
25%

| disagree 6,3'

| rather disagre
12,5%

| rather agre
38,0%

I have no opinio
17,9%

When analysing data presented in chart 1, rathsitip® conclusion may be
reached since 71 pupils (63%) favourably assessbtapupils as friends. In the group
of 20 people (17,9%) who ‘neither agree nor disagriney often wrote additional
comment, for example, ‘it depends who’, ‘it dependshe character of a pupil’. Such
answers prove that sixth-class pupils realize tiwtonly achievements of capable
pupils are reasons for their being accepted octejeby a peer group but also their
personal attributes. Less than 7 (6,3%) pupils tegjst assess capable peers whereas
14 (12,5%) of them are convinced that capable ddmldprobably’ are not good
friends. In total, it gives a group of 19% out e$ted people in which they do not think
that capable students are good friends. Pupilshis group emphasize that they
(capable pupils) impose their opinions on othemsndt make it possible to crib on
tests and manifest their wisdom. On the basis e$gmted results, it may be assumed
that almost one fifth of children in tested gro@pects capable pupils and thinks that
they cannot be good friends. Capable studentsratmply isolated and not accepted.

| achieved the expansion of research issue thranglysing pupils’ answers to
four unfinished sentences in a test targeted apw@ylils in tested classes. Children
came up with 105 responses (8 pupils were abserthignday) when they were
supposed to complete sentence ‘Friendship with pa simdent...”. Pupils in their
responses considered the fact whether such frigmdsipossible, can be useful and
why and also which conditions should it fulfil te vecognised as good. Different
categories of pupils’ answers were grouped anedist chart 2.

69



Chart 2.
Description of friendship of a top student with bisher classmates (N=105)

it is medium list of friendshi no need to be
assessed 11% conditions 10% friends with

capable studen
2%
lack of the answe
7%

it is possible 13%

it depends on a
capable person 2%

it has advantag

18% V

it is negativel
assessed 15%

it is useful 22%

The analysis of collected and segregated matewtitates that friendship with
a top student is possible only for 14% of testedilpu16 persons). Nonetheless, the
difference in views of pupils in two tested schootn be observed. Such view is
shared by 14 children in the first school. In teead one, however, it is shared only
by 2 pupils. Similar difference may be observedthe category of ‘friendship
usefulness . In the first school, this value aéfidship with a top student is noticed by
17 pupils. In the second one, however, only 9 pufhiink the same. More positive
perception of friendship with a top student in thist school may be connected with
the fact that far more children in sixth classegehlaigh average marks (5,0 - 5,6) and
achieve high results in contests (f. ex. within thep 40 in Kangur mathematics
contest). It therefore appears that being capahldent in this school is more
ennobling and is considered as undeniable signuofess. Percentage of capable
pupils in a class is also significant obtained this information from analysis of class
registers of tested schools. When making qualgatiterpretation of achieved results,
it should be noted that not all pupils were presgnéchool on the day of testing. It
caused the difference in the number of pupils assks. The ratio of capable children
to all pupils in a class is 5/19, 7/23 and 8/23hiree tested classes of the first school.
This means that almost ¥4 to 1/3 of pupils in ax<lags average marks between 5,0
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and 5,6. Such great number of capable individuals class may cause that they will
have a positive influence on a class and contribwthe establishment of standards
which prevail in a class creating climate of respect for knowledge, intial effort
and achievements. To compare, in the second testeabl, the ratio between pupils
having average marks higher than 5,0 to the regtipils in a class is 4/27 and 2/32. It
is therefore seen that there are much less exoaflifogifted pupils in the second
tested school. Consequently, they have less chahaestilling deference towards
intelligence, creativity, imagination and motivatitor learning in peers. Average and
weak pupils prevail in this school so values arahdards demonstrated by capable
pupils are perceived as imposed on people in as.clas this situation, negative
pressure of a group may be put on capable pupitsdar to exclude them from their
peer group. This interpretation is supported byf#oe that more pupils, in the second
tested school, consider friendship with a top stid@es impossible or even negative
- 11 people think so. Moreover, great number of peap this school 9 pupils-
thinks of friendship with a top students in a sagtway. In the first tested school,
only 4 pupils expressed the same opinion.

Definitely positive perception of friendship witbg students is demonstrated
by noticing its advantages. Pupils write: ‘he/sledph to learn’, ‘capable pupil can
help in problems’, ‘he/she is helpful because yan crib for free’, ‘he/she is helpful
for weak pupils’. Such views indicate utilitariappaoach to friendship with top
students which is widespread among pupils. Theytwanderive profits from
friendship. These profits are considered to bentlagn purpose of maintaining close
relationship with capable pupils. Such opinions chhprevail among young people
may - as was said by one of the pupils - contriboténe exploitation of a top student
for their own purposes or purposes of the wholescl&ortunately, when writing about
positive feelings resulting from friendship withpadole pupils, some people notice its
other advantages. Pupils write: ‘he/she is easysarare’, ‘he/she is cool’, ‘he/she is
very friendly’, ‘it is a cautious friendship’, ‘hgthe is great, we spend a nice time, we
always do something interesting’. The above ansvgerggest that their authors
appreciate value of friendship with top studentseirms of its quality and character,
not in terms of derived benefits. Such approactieigitely more positive because it
determines sincerity and honesty in interpersoektionships established by pupils.
15 pupils from the tested group place certain apdciic demands concerning
circumstances or character features of a top studdmese pupils write: ‘such
friendship would not be nice unless a top studeas vk for me’, ‘it is rarely seen, but
not always’, ‘it is good but it depends on the cluéer of a person’. These opinions
confirm previous conclusions that for some sixthssl pupils it is not their own
benefits that are reasons for establishing frieipdglith a capable pupil but his or her
character, valuable personal attributes and qualifyiendship which he or she is able
to establish with less capable classmates.

Pupils give bad consequences of such friendshifhBmselves or else negative
behaviour or features of capable classmates astifigation for negative assessment
of friendship with top students. Pupils write: &ndship with a top student leads to the
loss because no one likes them and what follows thends as well’, ‘it is not real
for sure because top students constantly attraentadn’, ‘it is hard to maintain it
because they are boastful’. The above statememfgestithat it is a problem for
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average pupils to maintain friendship with somewhe is better in learning and more
capable because they feel inferior to their capafdssmates. Such unfavourable
situation is exacerbated by behaviour of capabiklreim who are perceived as those
who want to dominate over their classmates, arepeddent and look down on others
because they are liked by teachers.

Analysis of the content of pupils’ answers to tlestrof unfinished sentences
provided research material as well in which topdshis were presented both in
positive and negative light. This analysis alsovshalifferent emotions of these
statements.

Good marks, willingness to help others in learniliigence, broad knowledge
and contribution to good name of a school are adgms of capable children which
are mentioned by pupils. When they write f. exheft learn well’, ‘they raise class
average’, ‘they have good marks’, they indicatet tha@od education results of top
students are a reason for not only jealousy but fds splendour of a class and a
school. Such views are shared by 20 pupils irsedegroup, what constitutes 17,7%.
I. Borzym obtained similar results; the more capabpupil is, the better results on the
scale of prestige in sociometric examination hehw has (Borzym, 1979, p.149). She
paid attention to the fact that good achievemehtapable children have an influence
on their being perceived as competent and resdeqtabple.

Capable pupils are liked also for their help inrteag offered to weaker
persons and for solving class problems - it washasiged by 63 pupils (55,7%). 11
children (9,7%) appreciate capable pupils for mpasitcharacter features and
behaviour. They write that capable pupils are nkied, friendly, well-mannered and
they do not tease anyone. Diligence and orderlinese mentioned by one person as
highly appreciated values of capable peers. 12 Ipe(iD,6%) think that capable
pupils are liked thanks to their various talentgeliiests and broad knowledge. When
pupils write: ‘they know something’, ‘they know evéhing’, ‘the can do something’,
they pay attention to the fact that skills and klemlge may be a determinant of
prestige among sixth-class pupils. 5 pupils (arod%® perceive capable pupils as a
source of prestige for a class and a school. TRpyess opinions that ‘they care about
good name of a school’ and bring glory to class aodool in competitions and
contests organised both in local environment and pationwide scale.

Unfortunately, the tested sixth-class pupils nottso several disadvantages of
capable pupils and they note that by making statésnm the form of unfinished
sentences. Sense of superiority, demonstratingowisahd licking teachers’ boots are
the main negative behaviours of top students, meetl by pupils. 40 pupils (35%)
think that capable pupils have many negative peaisatiributes. To confirm these
words, they write: ‘they do not help’, ‘they ardfsd’, ‘they are egoists’, ‘they do not
adapt to others’, ‘they offend weaker people’, st not want to help during tests’.
These opinion suggest that such capable pupila@tréked who want to keep their
abilities to themselves and do not want otherseteekit from these abilities. Such top
students probably isolate themselves from a peeupgand create barrier between
themselves and less capable friends.

One of the main reasons for not liking top studegen by sixth-class pupils
in a tested group was the fact that they have gend marks. 35 pupils (31%) think
so. This attitude is expressed in the followingnigns: ‘because they are wiser than
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others’, ‘other people are envious of their goodksa ‘they are always better’. On
the basis of these statements, it may be assuraethére exists jealousy towards top
students which results from negative effect of dlcé of comparing classmates with
them. Such opinions are extremely unfair to capaleng people because top
students in this case do not deserve such negatmetional attitude of their
classmates. Rejection of capable children only arms of their good marks is
particularly negative because it omits personaityl many valuable features in the
process of assessing them by peers.

However, top students often worsen their imagehedyes of classmates. For
example, they behave haughtily and endear thensédveeachers what, at the same
time, discourages their peers to make attemptsstabkshing friendship. 46 pupils
(40,7%) express such views. People in this groupcecthe fact that capable
classmates ‘brag’, ‘demonstrate their wisdom’, shoff’ and ‘laugh at the weaker
pupils’. Such pupils’ opinions suggest that it iscassary for teachers to have an
educational influence on capable pupils throughoeraging them in positive
demonstration of their abilities, e.g. through inigjness to help others instead of
laughing at others and depreciating their valuagil® confirmed their previous
opinions on top students when they finished théowohg sentence: ‘if someone is
a top student, he or she usually behaves...’. iddd their different statements into
content categories which were similar. They shouat tihhe tested sixth-class pupils
wrote that they perceive capable pupils as those @dmonstrate superiority (27,4%
of pupils), have negative attitude towards othe2§,5%), are polite and have
exemplary behaviour (23,9%), are calm (11,5%),dligent (8,8%), are helpful and
good classmates (3,5%) and are easy-going (2,68&selanswers confirm previously
mentioned contrast of opinions and completely déifé peers’ perceptions of capable
pupils. On the one hand, they are perceived adepaliell-mannered and friendly
people. On the other hand, they are recognisecaghity pupils who have negative
attitude towards peers.

Some of the tested people referred to their owntiomal attitude towards top
students when they fnished the following sentenCapable pupil in a class...".
6 people (5,3%) expressed strongly negative viewapable pupils in this sentence.
They considered that capable pupils are not likeal ¢lass. 4 people (3,5%) stated that
capable pupils are boastful about their very goatksn 1 person mentioned top
students’ negative attitude towards other childrem class. 5 people (4,4%) stated
that top students excessively seek for teachersémation whereas 21 children
(18,6%) drew attention to the fact that capableilpupiten help weaker classmates.
| did not take into consideratioother statements because they were relating to the
issue concerning identification of a capable pup# class which did not cover raised
research question.

Conclusions from the research

The research shows that the emotional attitudeupflpto their talented peers
is dichotomous: a positive or strongly negativeisidetermined by way classmates
perceive top students and it is related to rolegchviare dictated for top students by
their peers: a helpful person, a good friend, a mbdel, a nerd, a toady or a boaster.
Quality of emotional attitude depends also on peabty of talented children, their
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character features, type of their behaviour whias wbserved. These observations
allow to conclude that there is a need to modiy Way other children perceive top
students, so the other students could compel @iymsimotional attitude in relation to
talented colleagues. It is important that teacherstutors was able to show the other
pupils valuable personality traits of capable afeiig their strengths and talents, so not
to develop resentment in less talented childretopostudents. Teachers should praise
and talk about the achievements of gifted childi@ershow their value to the class
community. Highlighting the talents and achieverseoit top students should not be
associated with placing them over the class stalsdand displaying excessive
sympathy for capable children from the teacher® @ror’'s part. While highlighting
the benefits for the class and the school from rigava capable pupil seems to be,
perhaps, too instrumental treatment of a top stidieallows to show pupils benefits
of having such a colleague in the classroom andheae a positive influence on the
process of integration of the class. Sixth-clagsilpispontaneously expressed respect
to certain personality traits of top students ahd trend should be reinforced in
educational messages directed to pupils. Teaclmremphasize not only successes
and measurable learning outcomes of capable piypitsalso can talk about the merits
of their personality and character. Therefore, pdm class could see that visible
achievements of capable classmates often stem fpositive intrinsic motivation to
learn and ability to learn, diligence, intellectuatfort, creativity, ingenuity and
reliability. Exposing acceptance and respect feséhvery traits of capable children
through teachers’ messages can help in creatirggigiye emotional attitude towards
capable pupils and also can affect important taskfie process of intellectual and
moral education of pupils. Awakening attention teai@cter traits which allow to
achieve high scores in learning can build posithaivation to learning in all pupils,
encourage them to develop interests and develd|s skid personality dispositions
which facilitate learning and self-study.

We cannot forget about the need for special atterio the personality of
capable pupils. Many of them, as their classmal&sn¢ have negative personality
traits which may make entering into friendship idifift. Teachers should encourage
capable young people to develop altruism, emotisaakitivity, empathy, willingness
to help. It would be good for top students to des their talents can potentially help
them in gaining friends and colleagues. They shbel&ncouraged by tutors to make
use of their talents not only for their own goodlamdividual successes, but also for
the good of school and class community.

The suggestions of educational proceeding outliaddve can facilitate
building a positive image of capable pupils in theeers eyes and contribute to the
development of a positive emotional attitude of igupowards capable children. It
should also be underlined that intellectual diwgrand specificity of the personality of
pupils who have deviations from the medium in depeient concerning intellectual
sphere does not have to isolate them from their geeip. Wise, deliberate and proper
conduct of education and the creation of appropr&gandards and principles in the
classroom can increase the consistency of the, dldsgrate peer group and improve
the atmosphere in it for the benefit of all memhsréhe group.
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EDUCATIONAL ACTIVITY OF THE SENIOR CITIZENS
AS A CHANCE FOR PREVENTING SOCIAL EXCLUSION
OF ELDERLY PEOPLE

Summary: The issue of ageing population is a strategic dijecof many countries

which is perceived in the context of human devetspnand lifelong learning.

Respecting rules of appealing to all age groupssotial policy, appreciating

possibilities of mature age, adopting strategy ctivee ageing favour the creation of
conditions for the fulfilment of needs and cogaeitiinterests of elder people.
Educational proactivity is an essential elemenfpneventing social marginalization
and exclusion of senior citizens. It is also anmegke of active lifestyle and its better
quality in the contemporary life.

Key words:senior citizen, elder person, educational activégcial exclusion.

Introduction

The population ageing is a clear sign observedratabe world. Although the
process of population ageing concerns mainly NArtterica and Europe nowadays, it
will become worldwide and global process in theufat (Ractaw, Rosochacka —
Gmitrzak, 2013, p. 9). Most European countrieslargely affected by the process of
population ageing. This is a tendency that caneothmnged due to the fact that it is
an imminent phenomenon, however, easily predictabllhe same time. It concerns
Poland, as well, which will be its leader in ther&ean Union in the second half of
the 2 century. The Eurostat long-term predictions prthat by 2060, the percentage
of elder people (above 65 years old) in the Europé&mion will have been
significantly increased and it will have been 3% & Poland (ibid. p. 10).

This data suggests that the issue of elder pespimportant and current.
Therefore, it assumes the proportions of stratelgatlenges of individual countries in
Europe. For several years now, specific effortsehegen made in order to protect
senior citizens’ rights, improve their life, awakkeir cognitive needs and offer
education, unlimited by age (Polska..., 2002, pl8)s issue should be considered in
a broad context of global information society, ihigh education is seen as a lifelong
learning. It is believed nowadays that learningelating not only to young people but
also to the whole human beings of all ages. Sughoagh is consistent with general
educational objectives, which are called by J. Belas pillars of the 21century
education. according to. These objectives desenilokexplain the meaning of lifelong
learning. According to them, learning is treated aashuman’s attitude towards
knowledge and his or her own life. These objectiwgbich centre on four basic
pillars, are expressed in the J. Delors reportollews: people learn in order to be,
know, do and live together (Delors, 1998). In seducation, unlimited by age, there
Is a sense of society development, which is caarsistith the ideals of the knowledge
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society and the necessity for using modern teclymedo Through lifelong learning,
senior citizens may have a better understandintpefeality which surrounds them,
benefit from the cultural heritage, actively invelthemselves in social life but also
consciously protect their health and care for theure (Polska ..., 2002, p. 4).

The guiding principle -education for everyone- inwale area of most of the
developed countries in the world, based on thedogma of inclusion, presupposes
respect for diversity, different needs, abilitiegpectations and mental characteristics
of man. In this context, the inclusion should beenstood as standing in opposition to
marginalization, exclusion and segregation on ttoeiigds of social origin, language,
culture, level of mental and physical developmewge or gender, etc. The discourse
on the issue of combating social exclusion duagwia now important and undeniably
current problem in the European and Polish socatdtre.

Polish action strategy in the aging society public policy aspects

The actions of the state in basic directions arligel issues and in the area of
functioning of the administrative authorities stwelffectively protect the elderly. In
appropriate, non-discriminatory decisions, theessktould take care of their rights so
they will not be violated. Human Rights DefenderLipowicz, says, “In terms of
respect for the rights of older people in our cogrhere are a lot of things that need
to be changed. State action should be taken abexentt, coordinated (...) focused on
the priorities, not just the occasional actiongawicz, 2012, p. 8).

Expanding this thought on particular actions, BatBeJaworska, thinks that, in
the context of the broad issues of aging, peopleulshbe talking about three
measurable aspects of public policy of the stale flrst aspect is policy towards the
aging of the populationunderstood as a conscious and deliberate aatiothe state
in economic, social, migration sphere and develogréspace. The second aspect is
pursuing_the elderly poligywhich aim is to meet needs of this group in patér
population. It is based on understanding of therermir situation of seniors and
forecasting their needs in perspective of severamnore years. Policy towards old age
is the third aspect of public policy. It refersttte phase of life in old age, and its
primary goal is to ensure equal position of old agg other periods of life, creation
of a positive image of seniors and prepare the geumgeneration for their old age
(Szatur-Jaworska, 2000, p. 119-136). These ide@imicoa message for society which
iIs open to all age groups, respect the specificiied needs in different periods of
human life. The aging process is a continuous tyimout the whole life, and so it
should be seen, therefore, it is necessary to prdpha whole society to the next stages
of life. It is as an important element and an indg@art of social policy.

It should be underlined that these three mentiasgects of the state's public
policies are consistent and clear dimension of dbgectives and tasks in aging
societies. They addressed, however, not only pewopkbeir late maturity, but the
whole of society. Only then we can talk about theamng of such actions contained
in clearly defined standards and directives ingbeial area which is open to all age
groups.

Tangible evidence that Europe respects the prim@plan open society for all
ages was the decision of the European Parliamea&hbathe Council to declare 2012
as the European Year for Active Ageing and Soligdretween Generations (Decision
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..., 2011, No. 940). Wanting to emphasize the ingmme of education for the
development and use of the potential of older peggeineration and appreciating the
role of self-help organization for seniors, the &enof the Republic of Poland
established 2012 as the year of Universities ofTthied-Age (Resolution ..., 2012).
The main purpose of this provision was to recogaizé raise public education of the
elderly to the level of government administrati@sk. Scientific patronage on this
project was assumed by the Polish Society of Gelogy, and two parliamentary
assemblies, i.e. Team in charge of Older PeopleTaadh in charge of Universities of
the Third-Age declared their active support of thisative.

This has activated Polish government to a thorologh at the new area of
policy on active aging in population, and the palidecame convinced that common
stereotype of the passive seniors can and shoudthdoeged, but also to appreciate its
features in active operation, both in public andao

In Poland, an example of a major initiative for isem was the adoption of
“Government Program for Senior Citizens Social ytyi'. It includes a long-term
policy concerning seniors and government prograsn@ell as grant competitions to
support educational activities seniors.

In the national conference under the patronagehefSpeaker of Parliament
summarizing the Year of Universities of the Thirded TAU representatives adopted
an important document ‘Pact for seniors’ coveringication of the directions of
policy concerning seniors addressed to the statieoaties, local governments and
TAU.

Promoting passwords concerning “active aging” hdsep meaning, especially
in view of the forecast that more better educaapfe will successively enter into old
age. This is why the actions of government shoele gdiverse seniors activity not
related to employment, but primarily to their udeéss in the life of the closest
environment and local communities. It seems imprtéo create favourable
conditions to meet elder people needs and cognititerests in various forms of
education. At the same time we cannot forget tleglrier a holistic, but multi-faceted
look at the issue of population aging. Seniors groannot be seen because only in
one term, as a uniform and homogeneous group, fpasimilar expectations and
needs. Many of the older people due to their sesifuation in life and health, will
need systematic support and constant care, whighysthe actions of state policy
must include variety of tasks and actions that nd@étrent needs and expectations of
seniors and their various life styles.

Active aging
The problems of old age and aging is dealt by ansific discipline called

Gerontology. In the range of its theoretical andesgch interests covers broadly
recognized aging, prevention, treatment of thergidbut also the social dimension of
the aging population. It explains and describesviugous aspects of personality of
seniors, it refers to their gaining of sense ofndigd and serene old age. The
complexity of the aging process in the contextesferarch is recognized as a long and
inevitable, and old age is defined as a specifesplof life, which is characterized by
both quantitative and qualitative changes. Thesaghs can have a positive as well as
negative dimension. In fact, they relate to allspeal dimensions of human existence
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In geriatric psychology it is noted that senior® & very diverse group,
therefore the criteria for the division of the elgteare varied and relate to their
physical, mental and intellectual strength, bubals age. In scientific publications
authors agree that old age is the last phase ofhdife, but also believe that one
cannot definitively and clearly define its staitid impossible to precisely determine
the framework for early and late old age, becaash @erson has an individual course
of old age which covers the scope and pace of @&daiysical and psychological
changes.

An ‘elder person is a person who is over 60-6%rgeand after 75 years
a person is referred to as the “old”. Taking thestmmmmon criterion of registered
age (calendar age), which means number of yeaed, lithough, is the simplest and
most widely used, does not differentiate the eldénml relation to age: biological,
functional (status of life performance), psychotagi(mental acuity and quality of
psychosocial functioning), or social age (scope hretarchy of performed social
roles), economic (working, non-working) and so@gk (the right to social security
benefits) (Jakimowicz-Klein, 2012, p.13).

Referring to social gerontology, and especiallytiie well-known theories of
aging, it must be emphasized that one of them praet the condition for
a successful old age is the active participatiorelder people in various forms of
activities. The creator of this concept — R. Havigh believes that research confirms
a positive effect of the activity on vital funatis of the elderly and not diminished
sense of satisfaction with life. Generally it candaid that this theory is based on the
positive correlation between the activity, happsasd well-being of seniors (Halik,
2002, p.19).

Currently, social policy for the elderly in our cuty is being created, but it is
guided by the idea which originates from the pebcobserved in the European Union
countries which adopt policy of ‘active aging’ apmority. It is a multi-faceted and
very ambitious program, and concerns staying idaheur market as long as possible,
social security sphere, concerns about health &ydigal fitness, health promotion
and prevention, and care for the elderly.

It should be clearly said that in the light of Epean societies, Poland adversely
stands out with the degree of engagement of thexlg|chot only in social live but also
with small activity of seniors and their withdrawfabm participation in civic affairs
(Government Program ... Diagnosis 2012, p.24 )s Thesis is also confirmed by the
results of research on leisure activities of senidhey show that 64% of people over
60 are not interested in the use of cultural goedsn active recreation or leisure.
These people do not see the need to use new tegm®m| do not take up activities for
the environment in which they live @atowska, 2010). From these facts one can
conclude that in Poland there is an urgent neeg@réonote and create a positive
attitude towards the activities to prevent margaadion and self-exclusion of seniors.
Changing attitudes and preferences in the areaisifire time activities should be
related to the potential of older people and mdingathem to self-realization in
various activities, by reserving for them a spegifiace in public space.

This is very important issue in the context of upgwy social changes and
developing an offer of educational activities fen®rs. J. Halik says that number of
people with higher education among the elderly wl@larly increase by the year 2020
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in Poland. Because the level of education has rafgignt impact on life expectancy,
a group of people who reach old age will includeclmmore people with secondary
and higher education than ever. This forecastsisws that significant changes in the
behaviour and attitudes and lifestyles of futunei@es will be observable. They will be
focused on the need for active forms of recreadiath participation in culture, but also
will extend the time of activity in the field of m&@al work (Halik, 2002, p. 16) and
expand the cognitive interests.

In the modern mainstream discussion on aging addagle, proactivity is
pointed out as an important factor in shaping tisity of life in a growing number of
seniors. Possibility of optimal adaptation and dewment of the elderly is
emphasized, as well as responsibility of each pefsothe shape of the final stage of
his or her life. Aspects of successful aging bggering initiative, creating new ideas,
strengthening personal resources are shown iniyos$ight (Brzezhska, 2011, p. 7).
The concept of proactivity is focused on the obyest and efforts aimed to personal
development and learning of one’s own potentiatamtext of sense of one’s own
effectiveness and deciding about one’s own life.

The trend observed in scientific literature, whamphasizes the development
opportunities of older people, improving quality thieir life in terms of lifelong
learning, is a request of optimization of theireby but also seek opportunities to
mitigate and compensate for deficits occurring vage. In this sense, old age is not
presented as a period of losses and negative aspetttit is shown as valuable life
changes that open up new spaces for active semiggaking the hitherto prevalent
social stereotypes in the context of late maturity.

Against stereotypes and discrimination on groundsfaage

Researches on stereotypes show that older peapleeaceived more often in
the context of negative than positive stereoty@esiors are shown as persons which
are devoid of energy, depression, submissive,\sigdor, infantile, overly religious,
malicious, quarrelsome, geriatric, isolating thelvese from others. In social attitudes
towards the elderly visible are opinions that tlaeg dependent on the surrounding,
sickly, retreating from life, do not have friendsve low self-esteem and show severe
cognitive deficits (Nawrocka, 2013, p. 21-22).

Stereotypical, usually negative perception of oldeople affects the attitudes
containing light and nasty types of prejudice. Mgsejudices are formed in result of
stereotyping which strengthen convictions concegrmiorthlessness of older people.
Such image is popularized e.g. in the media (ilpd,42). Bias associated with
stereotypes and discrimination on grounds of age raoted in the conviction
concerning lesser importance and usefulness oageyroup - usually the elderly.

In Poland, discrimination because of age is mastno$een in the area of health
care, the labour market and financial services. dlderly are worse treated in health
centres, offices, public transport, on the streeifien in the neighbourhood
(Brzezinska, 2011, p. 52). This issue is directly relatedagjeism, synonymous of
attitudes towards seniors, meaning their discritionaon grounds of age. It is thought
that ageism is form of prejudice against age (idicig the elderly), which is the basis
for the assessment of human social attitudes. Res=ashow that in modern societies
seniors are situated low in the social hierarchge Qvitnesses the phenomenon of
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stigmatizing them, precisely because of old ages. generally acknowledged that such
behaviour is an expression of social anxiety of alge and as a consequence it
produces bias against older people. Older peomesaen as a burden on society,
therefore, they are discredited and humiliated &@aa 2004, p. 5-7) put on margins
on social life, which is evident in their speciégclusion and discrimination.

It should be underlined, however, that in additiothe nasty stereotypes on old
age, there are also positive stereotypes - thegrgma positive impact on attitudes of
seniors to age and quality of life. Advantages saslpractical wisdom, cheerfulness,
freedom of opinion, the distance to unimportantterat prudence and understanding,
professional knowledge, life experience, and mattmers which are perceived in the
elderly and contribute to meeting their basic, éxtremely important needs: respect
and discretion. There also constitute an inspinafar family, social or educational
activity.

Educational activity of seniors and better qualityof life

J. Nawrocka claims that positive attitude, acceptend friendly attitude
towards the elderly are closely related to thetivag, but also to their role in family
and society. Activity for others allows to appreeigheir involvement in the group of
older people and the close environment (Nawroc@a32p. 49). Mental change in the
group of older people, increasing health awarensgbngness to perform different
activities does not allow to ignore their needs.

Although old age cannot be stopped, it is possiblebe independent, fit,
healthy, and optimistic oriented to life in the @lge. In terms of active life a lot can be
done by introducing new rules, changing lifestyéexl using the opportunities for
a better quality of life. Developmental tasks cf thid age include maintaining interest
in the modern world, taking up roles, tasks andvdiets which fill free time with
activities typical for mature people. From the pahview of geriatric psychology of
the great importance is also acceptation of theitaele process of aging, not focusing
on the hardships and shortcomings of life, careutlsocial interaction, preserving
sensory skills, building inner harmony, accumulatiof life activity and having
distance to life (Leszcfgka-Rejchart 2010, p. 50-51).

Adaptation to old age and successful aging hasctesely linked elements, i.e.:
adaptation which involves taking up tasks adeqt@the potential of the individual
and the formation of a new life, understood as @q@®l development and seeking
interests and discovering talent @ewska-Roszkowska 1986, p. 52).

Human activity in the old age is of particular inn@mce because it prevents
alienation, isolation and withdrawal from soci&tlilt determines fulfilling biological,
social, cultural and educational needs, and thigsrdlated to the performance of roles,
activities taken up in a group, or animating sotidlatives. Lack of activities causes
loss of acceptance in society, and consequentigsiea loneliness (Pikuta, 2013,
p. 95). Therefore, special care for seniors in geoftheir activation in the second half
of life is fully justified.

W. Wnuk believes that the idea of development fiactor in the prevention of
aging, because it aims to extend the period oWiigtipreserve health and creative
life, which are implemented in the educational madeld age (Wnuk, 2008, p. 145).
This model allows to experience satisfaction wifé, ifills time with content resulting
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from lifestyle and attitudes of seniors towardgmaag at every stage of development.
Successful aging is associated with positive irtespnal contacts, self-acceptance,
having a purpose in life, activity and personalelepment. It is also said that mature
age constitute a chance to fulfil dreams and implaneducational aspirations which
did not have favourable conditions for developmantthe earlier period of life.
Educational activity in this aspect has a develapaledimension based on self-
awareness and the desire to create one’s own lite & sense of identity.
Development of an elderly man should be concerni¢hl deepening meaning of life
and maintaining interest in contemporary problems.

The older people learning is an activity that gikeaowledge about themselves
and others, shows the perspective of exploringwbed and its understanding in
evaluative terms. It results in better quality 6 lof seniors and the perception of its
meaning in the axiological dimension. Developingiv&c and constructive attitudes
reinforces the elderly in the belief that they atdbjects which influence and shape
their own lives.

Educational and activating offer for seniors in theUniversity of the Third-Age

Preventing passivity in every sphere of mature hufiia makes his or her life
more valuable. One of the most important formsapivdy of the elderly is education,
which has a special importance because it is ceresidas an important element of
preventing anti-discrimination of seniors due te amnd form which prevents social
marginalisation of this group of people (Fab2005, p.91). Using educational and
activation programs by the elders gives them a ahdo adapt to the surrounding
reality, develop and tend interpersonal relatiopshin social relations and take an
active part in the life of the nearest environméinguch activity gives satisfaction and
is accepted, it can become a determinant of degphifand satisfactory aging.
Educational activity of people in late adulthoodhiso focused on self-development
says A. Falsi (2008, p.13).

Education in old age is a major ground for traingig mind, it determines the
lifestyle of seniors, which is based on patterngpasitive aging. Meeting cognitive
needs in multilateral intellectual and physical pgeoup — persons with similar
interests or views, makes it easier to overcomicdifies and constraints due to age
and adapt to changes in the social, economic, raliland moral life of the country
(Sapia-Drewniak, 2007, p.120).

It is worth underlining that the educational adyviof seniors has also
therapeutic role because it reduces or elimindtesativerse effects of emotions and
negative feelings, i.e. hostility, anger, anxietydepressive states on their functioning
in the social environment.

Engagement in activities which give sense of satighn and conviction about
attractiveness of the educational offer enhancestipely personal development of
seniors and prevents regress. Activity means ataonsffort adapted to possibilities
of an individual person. It is a condition for pey development and allows to lead
a harmonious life and slows down the aging procAssvity is the basis for self-
realization of older people, a way to find new eswand goals in life (Jakimowicz-
Klein, 2012, p. 58). It is also the process of trgpone's own existence and giving
sense for relationships with other people. The afnthe educational activity is to
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maintain intellectual performance. We cannot fortfett people who are mentally
active are able to creative work up to late yeé#rss easier for them to adapt to
different situations and they accept their own atge, they preserve mental ability,
because their imagination, thinking and attenti@anstantly exercised.

One of the forms of training of intellectual cajpp@nd systematic stimulation
of development of seniors in many areas are Usities of the Third-Age. “It can be
said that the activities of the Universities of fhieird-Age tend to broad inclusion of
older people in a multi-dimensional process of adioa, activation and integration,
which gives meaning to life during civilizationahanges. They inspire seniors to
various activities and are aimed to prevent trsaicial exclusion and forms of
discrimination. It is also an expression of conctrrensure a dignified place for the
elderly in civil society” (Borczyk, 2012, p.31). ihersities of the Third-Age meet the
educational aspirations of seniors. They fulfilkeasoncerning inclusion of older
people in lifelong learning system. Due to thisdstots of Universities of the Third-
Age actively fit in the space of fulfilling theireeds and feel more valuable for the
whole society. Reflections on learning of older mleoand the acquisition of life
competence in the context of their educationalvagti bring to the conclusion that
knowledge is useful in family, social, and intergeational contacts. Exercising and
improving skills of learning, thinking, broadeniggneral knowledge, acquisition of
new experiences provide understanding of the sacidleconomic reality (Konieczna
-Wozniak, 2011, p. 167). This aim is accomplished bking into account issues
relevant to contemporary society, such as glob#bza Europeanization,
computerization and communication the current etimecal programs. Due to this
content it is possible to prevent or reduce probtéreocial exclusion and isolation of
the older generation.

Encouraging older generation to use the Inteseiidely disseminated and it is
included in the scope of educational activity.dltsaid that there exists a correlation
between using the Internet by older people and thefeased activity in other fields,
I.e. doing sports, participation in culture andiabtife (Kowalik, 2011). It is a very
important issue because new technological develomnenew devices and
technologies, by their nature, become a barrier otder person. Therefore,
technological and IT education shall be promotetiaitely accessible for seniors.

Shaping and developing attitudes towards healtifgstyle and raising
awareness of the necessity of exercises in everfilayf seniors are included in
subjects of gerontological prevention and promotadnhealthy lifestyle, based on
physical activity.

Interpersonal contacts are also not without sigaifce. Integration of older
people’s environment is implemented in order to ntan interpersonal relation
through meetings with other people who have simpesblems, concerning age
restrictions. The sense of belonging to a grougridmries to mental improvement and
also enhances physical condition. Doing exercises igroup stimulates brain to
produce higher amount of happy hormones (endorphiiie company of other people
and establishment of friendships are also subsiadimensions of functioning in
a group because they often fill the emotional \vemd the sense of isolation. It is also
a pretext for going out what is extremely valudblesenior's mental health.
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The immense diversity of offer of the Universit@sthe Third Age in Poland is
a conscious and considered goal of their functignim mature age, when ageing
processes gather pace, it is essential not to engaly in one action. Having and
developing various interests allow for better fumging in everyday life, as well as,
protecting people against dementia. The possitditypursuing dreams, hobbies and
talents, through participation in group educatioclasses at University of the Third
Age, strengthens self-esteem of every person, diffgrsatisfaction and the sense of
fulfilment.

Encouraging and motivating seniors to participate social, cultural,
educational and political life lead them to meafuhgngagement in the functioning
of the closest social sphere or environment. Atgneanber of contacts with different
people positively affect general well-being of algeople. It is also an illustration of
the fact that, for example, voluntary work for athperson, allows for using mature
people’s capability, their wisdom and long professil experiences while appreciating
older person’s place in the society, at the same.tiMature people, already retired,
are valuable capital for every region. The maireotiye of the education is to notice
and use it appropriately. Due to administrative adc education, seniors are
prepared for active participation in the life ofetltlosest geographical and social
environment.

Intergenerational integration is the essential gbahe University of the Third
Age. It has got a profound importance concerninguauearning from each other of
people of different generations. In these axiolbgged interpersonal contacts, the
past, history, tradition, customs, ethical prinegoand values meet with contemporary
world: with technological progress, technologicaldacivilizational changes and
culture.

To sum up, it is worth emphasising that the Uniigrsf the Third Age allows
for approaching the people and meeting new peratnlg creating opportunities for
spending time in an interesting way and using tlosun intellectual capabilities.
W. Wnuk claims that the Universities of the Thirdyed meet different needs, for
example: intellectual ones, meeting new people wi@interacts loneliness and
favours ambition, as well as, developing passiod emerests. Moreover, it gives
a feeling of safety, induces usefulness and supgfoat group, as well as, sympathy
and belonging to the group of peers. As a restlgenhances self-esteem, builds
positive self-perception and provides positive eamatl experiences. Involvement of
older people in the life of the closest environmgmipes socially and health-oriented
attitudes while building standards of acceptatioraging period, at the same time. It
teaches how to live in order to remain optimisficeserve sense of liberty, self-
contentment and inner happiness. On the other hamwnomy and the sense of
control over one’s own life motivate for living ailfilled life in an active and
educational lifestyle.

Shaping culture of innovation among teachers iserthtbugh:

- comprehensive management of innovation based omaiieally cohesive
teams of teachers (human capital management);
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- creating for teachers conditions which help them generating and
implementing new innovative educational ideas anelating a favourable
climate for searching for innovation;

- raising awareness of continuing professional deraknt and personal
development in order to make changes for the battdrto improve the effects
of educational work;

- motivating teachers to be creative and to propos®mwuative projects, and
rewarding them for innovation;

- popularizing the idea of innovation and dissemorabf innovative attitudes;

- development of self-creation and acquisition of liski concerning
implementation of innovative solutions to educadigoractice;

- developing openness and adaptability to change,reducing or eliminating
barriers to innovative ideas;

- improvement of work in teaching task forces, ragsawareness of the value of
cooperation and active interaction, and enhandieggommunication process.

Shaping culture of innovation among pupils means:

- developing awareness of the need for lifelong liegrmn the knowledge
society;

- teamwork skills aimed to better effect and develgmommunication skills;

- execution of group research, educational or implgat@n projects;

- releasing creativity, implementation of creativenking and unusual activities

- engaging in co-creation of knowledge;

- development of reflective perception of reality atelvelopment of needs for
constructive changes;

- motivating to follow good practices of innovativectigities, stimulating
creativity;

- active participation in innovative activities (ingphentation of pro-innovation
attitude);

- understanding of the meaning of the use of theellectual capacity and
creative features in creating innovative ideas;

- attention to attitudes of openness and flexibibfythinking in new, difficult,
unusual situations.

Conclusion

B. Suchodolski draws the attention to the fact tlagid changes, occurring in
different areas of contemporary world, severelyeetffolder people (Suchodolski,
2003). On the basis of this assumption, populagieducational way of life appears to
be the best gerontological prevention and optinwhlit®on for many older people
(Borczyk, Wnuk, 2012, p.73). At the same time, thisdency relates to the knowledge
and information society, as well as, lifelong leag+— which are basic dimensions of
contemporary world.

The old age is the most differentiated and the nmabtidualised period of life.
Education in the late adulthood period refers te plans and orientation of older
people.

The aims of this education are associated withscions self-improvement of
a person; formation of social attitudes; all dimensof human'’s life; satisfying his or

85



her needs; knowledge of living environment and kbeperiences; and also, self-
reflection on understanding of life, as well assadam as the final stage of human’s
intellectual development (ibid., p.76).

Education of seniors aims to acquire not only resefulness and self-
sufficiency in contemporary reality but also nevagdrcal skills needed for living and
activities for the society. The context of educatiavhich helps to resolve life
problems, specific in the late stage of life, ifuadble.

Educational and encouraging offer of Universitytioé Third Age in Poland,
being diversified, rich and satisfying the requissts of life in contemporary world, is
an example of commitment and multilateral actividf seniors. Active lifestyle
improves the quality of life of the people in tmeiddle age and under 18 years old. It
is also a good example confirming rightness anessty for providing opportunities
for mature people’s involvement in many actiona@tive old age and promoting
successful ageing, concerning education, favouhtrigealistic and adequate
adaptation to the early, middle and late adulthood.
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THE COMPETENCE OF TEACHERS AS A CONDITION FOR
IMPLEMENTATION OF THE INCLUSIVE EDUCATION
AT THE VARIOUS STAGES OF EDUCATION

Summary: This publication concerns the conditions for tmepiementation of the
inclusive education resulting from the psycho-pedpcal competence of teachers.
The introduction to psycho-pedagogical assistancgbipils with special educational
needs is the basis for the empirical analysis. psial of data obtained during the
research allows to make a comment about the ss#issgnent on teachers’
competences in the field related to the topic wdgt The summary contains proposals
for complementing the contents of teacher trainwith issues allowing to gain the
competencies necessary for the implementatioreahttiusive education.

Key words: psycho-pedagogical assistance, special educdtioe®ds, inclusive
education, competence of teachers, contents ofi¢edaining.

1. The introduction to psycho-pedagogical assistanceorf pupils with special
educational needs (SEN)

Psycho-pedagogical assistance in school practicansnectivities relating
largely to work with pupils with special educatibnaeeds. According to
M. Bogdanowicz (1995), special educational needxem pupils who cannot cope
with the requirements of generally applicable etiocal program. F.J. O' Regan
(2005), underlines the fact that they have muchtgredifficulty in learning than their
peers and they need specific conditions, appraptiattheir individual abilities and
limitations. Guidelines concerning assistance agulated by the Regulation of the
Ministry of Education, the last of which (Regulatief the Minister of National
Education of 30 April 2013 on the principles of plypand organization of psycho-
pedagogical assistance in public kindergartensydshand institutions) provides that
aid activities are addressed to pupils who alisabled, socially maladjusted, in risk of
social maladjustment, especially gifted, with sfpeciearning difficulties, with
language communication disorders, chronicallyinlla crisis/traumatic situation, with
educational failures, neglected which is associatigldl the living conditions of a pupil
and his/her family, a way of spending free time @amyironmental contacts , with
adaptation difficulties associated with culturdif@liences or a change in the learning
environment, including those related to early etlooaabroad.

According to this regulation, the general assuamgiof the inclusive education
system for pupils with special educational needtuufe:

- equalisation of educational opportunities for alpjts;
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- transparency and flexibility of the education systéenable to move
a student from a public institution to a speciatitution and vice versa);

- adapting all schools to admit and effective funatig of children with
special educational needs;

- matching requirements to the diverse educatioredl®@nd psycho-physical
capabilities;

- identifying and using the potential of the childadeercome his/her deficits,
using a variety of sources such as: information re@®@mmendations from
opinions and judgments submitted by professionasents and which are
available in scientific publications;

- preparation of external conditions;
creating conditions for education (methods and foofrwork).

Many authors (Jas, Jariska 2010, Fairbairn 2000) underline that psycho-
pedagogical assistance is both the recognition aatisfaction of individual
development and educational needs of pupils, aé agelrecognition of the pupil's
mental and physical capacity resulting from cer@dysfunctions.So, diagnostics and
therapy closely fit in educational activities. Tkars, parents, psychological-
educational counselling centres (specialist), teadmaining institutions, and non-
governmental organisations take part in organiamd providing the therapy.

The need for and scope of diagnosis and therapypoipil is often emphasised,
on the contrary, the need to recognize the poteotithe school as an environment
which organise this help is rarely mentioned. Jarard Wysocka (2006), when
talking about the areas of diagnosis, underline mieeessity of their equitable
treatment:

- psycho-pedagogical diagnosis of a child/pupil whiobvers, inter alia,
his/her school readiness designated by the mestadtional and social as
well as physical development, the degree to adapheé conditions of the
school, diagnosis of achievements and failuresainfbrms of classroom,
after-school and school activities;

- diagnosis of the socio-educational situation of amify consisting of
assessing the formal structure of the family (sktrales, division of
influences), social and emotional structure, asl ves the style and
organization of life (including living and materiebnditions), which affects
the functioning of the family as an upbringing eoviment;

- diagnosis of school as a educational environmentiwtakes into account
formal factors, material conditions, the state afecfor a pupil, cultural
conditions, as well as the specificity of the sbelavironment of teachers
and socio-cultural environment of peers.

As emphasized by M. toskot (2013), M. Krawczon2R1(1), M. Klaro-Celej
(2012), forms of psychological and pedagogical shkasce for pupils with special
educational needs are organized at all levels o¢a&ibn and are as follows:

- Kindergarten and preschool department in primahost- classes which
develop talents, specialized classes: correctiomadl compensational
activities, speech therapy, socio-therapeutic elssother therapeutic
classes, advice and consultations;
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- Generally accessible and integrated primary schaiblerapeutic classes,
classes which develop talents, didactic-compengattasses, specialized
classes: correctional and compensational actiyispsech therapy, socio-
therapeutic classes, other therapeutic classeskstvgps, advice and
consultations;

- Special primary school- classes which develop talents, didactic-
compensatory classes, specialized classes: comattind compensational
activities, speech therapy, socio-therapeutic ekssother therapeutic
classes, workshops, advice and consultations;

- Generally accessible and integrated secondary semobupper-secondary
school - therapeutic classes, classes which develop talehtiactic-
compensatory classes, specialized classes: comaténd compensational
activities, speech therapy, sociotherapeutic ctassber therapeutic classes,
classes concerning selection of further educatiamd aoccupation,
workshops, advice and consultations;

- Special secondary school and upper-secondary schadasses which
develop talents, didactic-compensatory classes,ciamed classes:
correctional and compensational activities, spekehapy, socio-therapeutic
classes, other therapeutic classes, classes comgeselection of further
education and occupation, workshops, advice andultations;

- School for adults (youth educational and socialrapg centre, special
school and educational centre, further educatiod practical training
organisation, vocational training and professiodalelopment centre)
activities related to selection of further educati@and occupation,
workshops, advice and consultations;

- Psycho-pedagogical assistance is also providegpdoents and teachers in
all educational institutions in form of advice aocdnsultations, workshops
and trainings.

Inclusion processes in higher school are in a@mwd with procedures
developed by the offices of persons with disaktiti(concerning especially the
physically disabled students with multiply disatels, with sensory defects, and
occasionally include dyslexicAs can be seen from studies conducted so far &lap
tubiarz 2012), dyslexic students do not reportrtiéficulties to the teachers. Little
more than 1/3 of those surveyed decides to redoest change in the form of the
exam. This concerns mainly the foreign languagemsxaoften re-sit exams.
Therefore, attempt to change the form is takenr dddure on the primary date.
University teachers are also willing to supportldyie, stipulating that they will take
only occasional actions. They point out deficieadretheir knowledge concerning the
specifics of this disorder and the time constraints

2. Psycho-pedagogical competence of teachers in theglf-assessment

Both in the process of diagnosis, as well as erapeutic activities, teachers
have methodological workshop methods, diagnostic tools and therapeutic agents.
This workshop is not very extensive because notm&thods and tools used in the
diagnosis and therapy are available for teachemmeS of them function as
a professional workshop of psychologist, pedagaguspeech therapist. Selection of

93



actions appropriate for student needs dependsnhpba teacher knowledge about the
nature of the dysfunction, but also on the abititycreate his/her own workshop.
Therefore, it is worth to know self-assessmenteaichers concerning these issues,
assuming that those competences are a major fiartsuccessful implementation of
inclusive education.

A survey was used for this purpose. Results obthlyy a seminar group led in
2013-2014 by J. Rybska were used in the empirigalyais. Teachers from primary
and secondary schools from Lesser Poland voivogdsiok part in the study 213
persons.

Table 1.
Self-assessment of the level of competence of &ach the diagnosis of SEN
Ite Indications of teachers (in %)
m difficu 1 2 3 4 5
GrOUp of pUplIS It to very very
assess| |ow h|gh
score score
1. With specific learning 5,8 2,2 7,2 9,1 47,7 28,0
difficulties
2. | With language communication disorders - 7,430,1 | 20,4| 11,7 27,4
3. Showing adaptation difficulties 34 4,9 435 |26,8| 11,4 10,0
4, Highly gifted 7,1 12,8 6,3| 36,1| 22,9 14,8
5. | With behavioural problems (socially 2,8 4.4 26,8| 38,3| 20,6 7,1
maladjusted, in risk of maladjustment)
6. Neglected by the environment 7, - 10,0 2134,2 7,7
7. In a crisis or/and 36,1 248 | 28,2 | 5,1 5,8
traumatic situation
8. Chronically ill 8,9 13,9 28,8 35,2 7,0 6,4
9. With sensory damages 1,9 6,y 57,8 | 16,5| 5,9 11,3
10. | Mentally and/or physically 1,2 1,5 11,9 12,1 59,9 13,4
disabled
11. | Showing educational failures 4,2 4,6 13,1| 46,2| 22,7 9,2
of another type

Source: own study.

Table 2.
Self-assessment of the level of competence of &xadh the implementation of SEN
Item Indications of teachers (in %
Difficult 1 2 3 4 5
Group of pupils to very very
assess| |ow high
score score
1. With specific learning difficulties - - - 47 47| 48,1
2. With language communication disorders 1.7 13 8 0,19,9 33,7 42.6
3. Showing adaptation difficulties 2,7 - - 39,%7,8 -
4, Highly gifted 1,8 3,2 2, 7| 186525 | 21,3
5. With behavioural problems (socially 3,7 5,2 6,3 |36,5| 29,9 18,4
maladjusted, in risk of maladjustment)
6. Neglected by the environment 5,2 0,9 43 1748,7 28,6
7. In a crisis or/and traumatic situation 9,9 95449 | 21,6| 11,3 2,8
8. Chronically ill 7,0 - 8,2| 36,7 36,8 11,3
9. With sensory damages 3,3 2,6 5/1,1| 39,2 8,8
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10. | Mentally and/or physically disabled 1,7 - 3006 419 | 228

11. | Showing educational failures of another 0,6 2,4 0,8 23,7 41,0 31,5
type

Source: own study.
Table 3.
Self-assessment of the level of competence of &xadh the evaluation
of the implementation of SEN

Ite Indications of teachers (in %)
m Difficult 1 2 3 4 5
Group of pupils to assess very very
low high
score score
1. With specific learning difficulties 15 0,6 59117 | 43,1 | 37,2
2. With language communication disorders 6,4 25 6 2,31,8| 32,6 | 24,0
3. Showing adaptation difficulties 3,1 9,0 2,948,9 | 28,8 7,3
4, Highly gifted 1,4 - 88| 18,7 39,9 | 31,2
5. With behavioural problems (socially 13,1 9,2 96| 445 | 12,8 10,8
maladjusted, in risk of maladjustment)
6. Neglected by the environment - 10,1 - 41,46,3 2,5
7. In a crisis or/and traumatic situation 12,2 27,033,2 | 21,4 6,2 -
8. Chronically ill 15 2,1 4,6| 46,0 | 45,8 20
9. With sensory damages 3,6 3,141,1| 33,7 | 12,6 59
10. | Mentally and/or physically disabled 1,7 111 910 32,7 | 30,8 | 12,8
11. | Showing educational failures of another - 1,4 16,9| 13,0| 43,8 | 24,9
type

Source: own study.

The analysis of the data from above statements shbat teachers rate their
competence concerning the implementation of speciatational needs and evaluate
the effectiveness of their actions much higher.yTin@ve difficulty in recognizing the
specificity of needs which have their source in-fpgychological disorders in pupils’
development. Competencies which were rated abowee paactical skills, closely
related to the teaching practise and are verifiedvieryday school situatiorsin the
classroom and therapeutic activitiésoilities to recognize the SEN were rated much
lower than the other two areas, they have theircgoun the long tradition of
diagnosing pupils outside school, that is mainly psychological-educational
counselling centres. Participation of teachershis process is quite marginal, often
limited to drawing up an information about a pupil.

It should also be noted that teachers rate thedis sn areas directly concerning
school achievements relatively higher. These agreciic and non-specific learning
difficulties, intellectual disability, outstandinglents and language communication
disorders. Assessments associated with behavidig@aiders, trauma and functioning
in crisis situation, chronic iliness, sensory damatg rated lower.

Teachers are aware of their ignorance but theg ate other difficulties.
Among many reasons indicated as an obstacle inirtipementation of special
educational needs by surveyed teachers are ladn@fledge and practical skills,
which concern almost 60% of respondents. The reagamthis should be sought in
many areas, but the essence of the problem liethensystem and content of
pedagogical training of teachers and forms of theafessional improvement. When
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assessing the implementation of special educatioeelds, teachers also point to
a limited ability to individualize the teaching pess (66%) and insufficient support
from the school, parents and professionals (23%).

3. Modification of teacher training programs as an important way to the
acquisition of competences necessary for the implemntation of inclusive
education

Information presented in this publication are odéajrrelevance for employees
of universities which teach future teachefhey show that the training program
should include contents related to issues of speciacational needs and students’
iternships concerning work with this group of pspiDue to the advanced and
specialized nature of the content of educatiory #feuld be included in the last year
in the program of studies. The basis for theirodtiction is implementation of such
education areas as developmental psychology, alipsychology, general didactics,
detailed methodology, theory and practice of edanatschool theory, pedagogical
diagnosis, basis for educational therapy, integreascommunication.

A teacher who has theoretical and practical coemmst to carry out various
forms of psychological and pedagogical assistag@aiimportant partner in a team of
specialists forming a support system in educatr@hursuing its goals.

The following statement presents the list of eBakrtontents of modern
education which prepares a teacher to initiate k& psycho-pedagogical care.
It should be noted that some of these areas atteeiplans and programs of studies,
especially in the field of pedagogy of various sakies. However, there is a need for
consistent implementation of these contents irté¢hehers training.

Table 4.
Framework teacher training contenfgroposals for implementation
ltem Training contents/thematic blocks Skills
1. Explanation of categories enabling efficient Proper identification of areas of concepts and
use of the knowledge concerning their use in teaching practise.

developmental and social dysfunction:
developmental disorders, special educational
needs, psycho-pedagogical care.

2. Exo - endogenous causes of developmentaUnderstanding of bio-psychical and
disorders and dysfunctions. environmental determinants of difficulties
and limitations in education and supporting
dysfunctional pupils.

3. Groups of pupils with special educational | Differentiation between symptoms of
needs - characteristics and description disorders and developmental dysfunction,
of their situation in education. characterizing the situation of dysfunctiona

school pupils.

4, Type and scope of support. Areas of Categorization of tasks aiming to fulfil

implementation of special educational needspecial educational needs and their delegation

to a person responsible for a child.

5. Legal and organisational backgrounds for | Taking into account the diagnostic,
implementation of special educational need®ducational and therapeutic activities which
are acceptable by the law. Analysing schoq
conditions for corrective and compensatory
work.
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6. Forms and methods of psychological and | The use of a variety of therapeutic methods.
pedagogical assistance for children with | The choice of methodology workshop

special needs. appropriate to the nature of the dysfunctior
and a child’s resources.

7. Principles of designing a supporting actionsConstruction of the framework programs of
plan and an individual educational and teaching, educational and therapeutic work
therapeutic program. with students with special needs and their

parents.

8. The specific nature of working with children Analysis and selection of diagnostically
with special needs at the diagnostic, programelevant information. Implementation of
and practical level. school scope of diagnosis (concerning
The tasks of teachers, parents, a psychologespupil, his/her school situation and partially
a tutor, a speech therapist. his/her family).

Designing a system of integrated multifaceted
actions, with particular emphasis on the role
of teachers and school resources.

The implementation of psycho-educational
and psycho-social forms of assistance.
Cooperation with specialists and parents.
Self-assessment of implemented actions, their
continuation in the current or a modified

form.
9. Integration processes in the peer group andahility to organize educational processes ir
broader social environment (in school) a peer group preparation of a group and

a dysfunctional pupil on mutual presence and
respect of their needs.

Source: Rybska-Klapa, 2014.

The thematic block which were proposed above, impiged (preferably in the
form of lectures, conversational exercises andtalcclasses in establishments) in
60-75 teaching hours, will guarantee acquisitiokrafwledge and skills necessary for
the implementation of new tasks for students -reiteachersThey are also the basis
for development of social competences marked bglineas to accept a pupil (of all
ages) who functions outside the standard of edwutaempathic understanding of
his/her problems, openness and communicative oekttiips with a child, his/her
parents and other teachers. Implementation of tb@sents should also be considered
as a base for forms of self-study which will beaakup in the future, due to which
a teacher updates his/her knowledge and enricleesdrkshop.

To sum up, we can conclude that schools whichigeogducation at all levels
are obliged to use various forms of suppdrere prevail: technical support
(understood mainly as the abolition of architedtuarriers), psychosocial support
(taking place on the basis of friendly social eonment), and educational support
(appropriate organization of the educational preasd adapting forms and working
methods to the needs and abilities of the studBstcho-pedagogical competences of
a contemporary teacher is a prerequisite for thelamentation of educational and
social support.
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CHALLENGES OF INCLUSION
IN REALISTIC MATHEMATICS EDUCATION

Summary: This paper is devoted to realistic mathematics cadan (RME),
conceptually based on Freudenthal’s vision of téagmathematics, which is widely
applied in modern teaching of mathematics (Grav@neiVan Den Heuvel-
Panhuizen). We examine conditions for implementatiothe RME in general and in
specific conditions, focusing on issues relatedntusion. In the first part of the
paper we deal with the basic principles of the RMErealistic context, modeling,
progressive schematisation, integrative approagbectl attention is paid to basic
RME postulates. The first is that mathematics lessoeed to be associated with
reality. The second is that mathematics must bevegit to the students. In the second
part, we bring up the critical issues that are cdesed as challenges of applying
RME practice starting from the role of teachers time educational process to
considering the place of textbooks, teaching methadd evaluation in realistic
mathematics education, as well as students witbigpeeeds. The conclusions of the
study suggest the need for comprehensive studibgrafits and drawbacks of the
RME approach for children in an inclusive classroom

Key words inclusive education, realistic mathematics edimat mathematics
classroom.

Introduction

“The inevitable presence of difference among sttglereans that schools need
to become more comfortable with building inclusceanmunities that value diversity”
(Gillies, and Carrington, p.117). Realistic mattagics education is based on social
constructivist theory of education. This approaith ih society calls for education of
individuals with an emphasis on training for sotyithe “ilI” defined problems in
a professional and daily life and self-educatidncdn be seen as an alternative to
mechanical and structuralistic approach to teachiAgcording to the first,
mathematics is a set of rules and algorithms. Thiakes and algorithms must be
adopted in intensive school math drill. The emphasi on the math, automation
techniques, application of rules and procedures series of similar problems. On the
other hand, in the French school Diodenea and sitheathematics is seen as an
organised deductive system. For them, learning emastiics is primarily a cognitive
challenge for understanding the structure of tretesyg of mathematics. In contrast to
these directions in philosophy of mathematics, dadlyi realistic mathematics
education (RME) has the perspective that Mathemat& a school subject must be
connected with reality, relevant for students. Tdeamtral activity of mathematics
education is the process of mathematisation in @ducational context. Instead of
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finishing the procedures, students are encouragé#tkifirst stage of learning to invent
them. Later gradually follows the delayed introdoictto formalised approach.

This paper discusses the theoretical basis of ME,Rs well as practical issues
in the implementation of realistic mathematics edion, with special focus on
inclusion. When discussing inclusion in RME classnowe take into consideration:
those who need additional support in mathemathosseé who have difficulties with
reading and writing, and those who are more ableathematics. In Serbia, however,
when speaking about inclusion, we often limit auterest to the first two mentioned
categories of children.

On the part of the teacher, pupils who require tamthl support in mathematics
provide an intellectual challenge for teachers wiemd to realise that a learning
objective needs to be presented in different castebhe challenges of inclusion can
broaden the teacher’s understanding of the diftelegrning styles in mathematics,
require higher teacher's communication skills aedresh for additional resources that
can be used by all. Often, it calls for provisiohopportunities for other pupils to
consolidate and deepen their understanding bytpesing (Gatrell, 2003).

The state law in Serbia supports inclusive edunatidowever there is
a limited understanding of what the consequencesicii an approach are. The same
applies to other countries. Lindsay, for exampeiewed a set of papers dealing with
the effects of inclusion. He remarked that “incheseducation/mainstreaming has
been promoted on two bases: the rights of childeeme included in mainstream
education and the proposition that inclusive edanais more effective” (Lindsay,
2007). He stressed the lack of research suppadhmgffectiveness of this approach.

“The evidence from this review does not providdeaicendorsement
for the positive effects of inclusion. There isaekl of evidence from
appropriate studies and, where evidence does dkistbalance was
only marginally positive. It is argued that the jogl has been driven
by a concern for children’s rights” (Lindsay, p..2)
Here, we will consider appropriateness of the RNdgraach for children with special
needs.

Basic principles of the RME

Basic ideas of realistic mathematics education stesm Freudenthal and
Treffers. Thus, they are considered to be the fetmaf the RME. Treffers (1987)
describes that the following characteristics deteema realistic approach to the
teaching of mathematics: 1) the use of contexim@lels, 3) the use of student design,
4) an interactive learning process, and 5) intégmabf teaching content. Hans
Freudenthal believes that children should discaveith, and that the process of
learning mathematics is based on the mathematisatio a number of papers,
analyzing the aspects of realistic mathematicat@pghes, Van den-Huvel Panhuizen
(2000, 2003) indicates that these principles ou8emthal and Treffers are rooted in
the RME approach. In the following sections, wellshave a detailed insight into the
key characteristics of the RME.
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Original realistic context

The term “real” in the RME does not refer exclugve what we call the ,real
situation” and learning from the environment. “Tie@al context” can be any situation
that is familiar to students that is ,conceivabl€bntext can indeed be from the real
world or the environment, but can also be the ocdndé the fictitious world of fairy
tales, novels, etc. Sometimes even a “formal warfd mathematics” may be
“imaginable” for children. Mii¢ (2005) exemplifies this approach when considering
possible ways of exploring the properties of angla through playing activities with
the didactic resource named “gigglers”. Howeveg, ¢bntext that is used must be non-
trivial and relevant to students.

In realistic mathematics education contexts thé pezblems are: the source of
learning, complex and multifaceted. The situai®placed in the context of the real
source of learning not only because new concepts pancedures are introduced
through problem solving. These situations providgivation for learning by opening
new areas or revealing insufficiency already knamwproblem solving. Traditionally,
teaching math in elementary school relies on imnitThe teacher begins with simple
tasks, so that the solution is “obvious”. Suchi#éliyproblem situations often represent
images, and solutions are “visually obvious”. Feample, students can count the
number of birds sitting on an electric wire, ancrthcalculate how this number
changes when an additional number of birds landtlen wire. Such problems,
although contextual, do not fall into the categofyroblems that can be found in the
RME didactic materials. The real situations in RME may vary in their complexity,
but the context has to be multifaceted and shoutdisee contemplation. Realistic
contexts provide an opportunity for extended laagnexperience and for seeing
connections and the transfer. Contextual problemstion as a source for the learning
process. Thus, the role of problems in the reatesdns dual. First, they are used to
induce the need for introducing and unveiling afeav idea. Second, the problem is
used to show how mathematical knowledge can beiegppind used for solving
realistic problems.

For example, students can consider the probleraiofdss in games like ,,odd-
couple” (Fig. 1). This simple game is played by tmeople. The players agree to who
will be the “couple” and who is “odd”. They bothak an arbitrary number of fingers
of one hand. Then they add the total number ofefiaghown. If the sum is even the
so-called “even person” wins the turn. Otherwise goint goes to the rival. The
seemingly obvious conclusion that it doesn’t mattbo is the “even” and who is the
“‘odd” person in this problem turns out to be ineotr By translating the game
problem into a new form, surprisingly, students eotm the discovery that there are
more even than odd cases of combined totals.
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Picture 1.
»Realistic” context and the mathematical modebhed from
Mathematics in context (Romberg, 1998).

Nina (odd sum): Peter (even sum)

Sum [1[2[3] 4] 5
1 PIN|P [ N[P
2 N|P|[N|[P[N
3 PIN|P [ N|P
4 N|P|N P[P
5 PIN|P [ N|P

P — even sum, Peter wins, N — odd sum, Nina wins

Children learn that in this game players are nallyeompletely equal because
the player who chooses to be the ,couple” has @bethance to win.

Problem situations in realistic mathematics edocatire used to: 1) raise the
need for introducing new mathematical conceptsgé&nonstrate the application of
mathematical knowledge; 3) solve a real probleomasion.

A typical example of a realistic context is the deam of monitoring current
changes in the number of passengers on the busg@eger, 1994). Discussion about
events in a given context, such as what is happeatieach stop, can be a basis for the
development of the informal strategies for soluinig type of problem.

To understand which problems can be regarded asatyfjor the RME, the
following examples given in Table 1 can serve ud.viRealistic problem should be
distinguished from contextual problems that caermfie seen in the classic approach.
What determines a realistic problem is the fornamf‘open” problem, which calls for
the creation or use of the model, as well as tleel her the passage of the entire cycle
of modelling. A model created on one occasionlmansed for other tasks of a similar
type. It serves as an “anchor”. For example a rhoti&action in the form of “strips
divided in equal parts* may be used in a varietgaitexts where fractions appear.
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Table 1.
Contextual and Realistic modelling tasks

Problem type | Example Characteristics
Contextual A ticket for an intercity bus ride has>» Textual problem
problem a fixed starting price of 120 kuna and

the price for every subsequent
kilometer drive is 100 kuna. How
much does it cost to drive to 300
kilometers distant places?

Realistic Make the structure of prices for» “Open*
problem a long-distance bus ride. » “lll defined”
» Passed the whole cycle of
modelling

> Creates a model

Modelling

The process of modelling conveys the problems raead in the real context in
the domain of mathematics. Students develop a ntbhdektan become instrumental in
the conclusion. In other words, the model servea &zl for mediation between the
real world and the abstract mathematical world. Bedchelp students in solving
problems at different levels of abstraction. Moigjlof the situation is a component
of the problem solving process in the real contiéxtan be concluded that the result of
the process of mathematisation is a mathematicdemdhe solution to a problem is
found in the domain of mathematics with the usthefmodel, and then translated into
the original context. The models serve as a didawgans of bridging the gap between
informal and formal mathematics system (Van dend#®anhuizen, 2000).

As a rule, mathematical modelling of the RME in@adswitching from one
representation of the problem situation to anotideyer (2001) describes typical
examples of thematic modelling of the RME, whichbased on translating the
problem from one theme (context) to another.

Problem.There were three pieces of cake on a plate. Eattiedhree friends,

Jana, Sara and Catherine, have eaten % of theie piecake. How much in

total have they eaten? You can take advantageéuafenaire rodso come to

a decision. Express it in the following ways: usitjgown model, 2) numerical

law and 3) response (description in words).

Milinkovi¢ (2014) explains the examples of process modelimgealistic
mathematics education in selected examples fromtéR&ooks Mathematics in
Context(Romberg, 1998). One of them relates to the detetion of the number of
vehicles required for the trip depending on the bernof students and the number of
seats in vehicles. The classic way of solving stetks is through a system of
equations. In the RME classroom, students starnh fdescription of the situation,
coming up with the table which helps them to findaution to the problem. Both
representations, graphic and tabular, are showimg $ame information and
relationships, and so, they are comparable. Thmaité goal is to grasp a symbolic
representation by a system of equations that repteshe mathematical model of the
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initial problem situation. But this should not bepected to happen at the beginning,
and certainly it should not be imposed.

This way of arriving at a mathematical model iseaged with more or less
intermediate steps in a number of other tasks. ediigdstudy the initial information,
grouped; they establish relationships that exisiveen them. The observed facts are
presented visually (schemas, tables, graphics), thed students come up with
a mathematical model in the form of (in)equality;riula, etc. As students advance in
knowledge in the relevant fields of mathematicsksabecome more complex.

Mathematisation

Similarly to Freudenthal, Treffers considers mathggsation to be one of the
key issues in the mathematics classroom. Treff@®5q, 1987) distinguishes two
types of mathematisation in an educational contexhorizontal and vertical.
Horizontal mathematisation involves a shift frone treal world into the world of
mathematical symbols. Students will solve the pobbf crossing over from the real
world into the world of symbols and then, in thedli stage of solving the problem,
return to the real situation with mathematical sod¥ertical mathematisation is the
process of building up and reorganisation withie tiiathematical structure that can be
accomplished by establishing connections betwedhenaatical concepts.

Schematisation is a process of gradual construcfomental schemes of the
formal schemes in mathematical sciences. Schertiatisen math is a result of
mathematisation. During the learning of mathemasitglents go through different
levels of understanding. At the beginning of leagpithey are focused on solving
problems. Then develop the ability to find informsblutions in given contexts.
Students gradually build diagrams of basic matheaaprinciples and the wider
network of relationships that build up the matheoadstructure.

At the beginning of the process, knowledge is ia tbrm of mental schemes
based on perception. This phase can be called rseksowledge base. Solving real
world problems based on intuition often includeassey experience. This practice
leads to spontaneous formation of mathematical etsc Identification of
characteristics of common or/and unusual relatipmssHeads to identifying the
difference between objects that fit into the ergtischeme or not. Mathematical
symbols are introduced instead of words for nanobgects. Mathematical symbols
stand for things, beings and situations.

The ability to retrospectively reflect on the pi@ys activities indicates the next
level in the learning process. Progressive scheatain is a product of horizontal and
vertical mathematisation. So, a formal scheme aamelached in several successive
phases of the horizontal to vertical mathematisatio

Integration

When considering the issue of integration in mathigrs, it can be considered
at the level of integration of a specific probldegson, teaching topics, areas, objects
or curriculum. In the domain of mathematics, as $&02003, p. 5) explains it, it
requires a complete syllabus of mathematics wherépythe themes from various
mathematical fields are used to highlight the liakd / or 2) the relationships are
made among the topics within mathematics itself lagiiveen mathematics and other
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disciplines. When speaking about the integratiomathematical topics we can further
distinguish between (a) learning of math concemsaaresult of an integrative
processes, such as mathematical modelling, aniti€bhtegration of merging fields of
mathematics.

The perception of reality as a complex systemasrésult of our recognition of
details and how these data are linked and inteevimith each other (either obviously
or not). This is reflected in the way we acquirgvriegowledge in school or in life in
general. Recognising relationships is the basigHerdevelopment of understanding
both within school subjects and in teaching in gah@Vilinkovi¢ et al.). One of the
important objectives of the integrative approactoisnable children to develop the
perception of adjacent issues. Analysing a compiléxdefined problem situation
leads students to the need to first identify thebfam and then to make a plan for
solving the task that involves spotting connectiand knowledge transfer (Milinkavi
et al., 2012). The process of problem solving imeel the use of mathematical
modelling. The main objective of the RME approachtdaching mathematics is to
facilitate the development of a holistic approaziptoblems and coherent, interrelated
functional knowledge (Milinkovd, 2010). For example, iMathematics in context,
the middle school curriculum which follows the RNtteas, although many units are
devoted to strictly mathematical domain, many ahlenphasise connections between
mathematical concepts, and almost invariably pamtthe connections between
mathematical concepts and realistic situations theroscientific areas. Thus, for
example, in a unit called “Ups and Downs”, pupile dealing with functions, charts,
diagrams, graphs, formulas and multiple represemist This chapter is focused on
the achievement of outcomes in the field of AlgelB#atistics, and Patterns and
Functions.

Challenges to the implementation of inclusion in tt RME classroom

One of the big problems of innovative research atlas programmes is
implementation of the programmes in schools. Initamtdto the willingness of state
officials to adopt changes in the school curriculueachers are a critical factor. The
success of reforms depends not only on the intrimgitivation of teachers, but also on
the willingness to invest additional effort and énon attending preparatory seminars,
reading, writing new lesson plans and preparatioteaching materials for students.
Therefore, the success of the application of theeERiMschool depends largely, though
not exclusively, on the teacher. The other fadtachide the school principal, textbook
publishers, institutes for the development of etlonaand similar institutions that can
be supportive and are involved in education, anallfy the Ministry of Education.

In the beginning, i.e. in the last decades of téh Zentury, the realistic
mathematical approach was implemented primarilyhan Netherlands, but the basic
ideas were eventually accepted worldwide. Largdéesaaernational tests such as
PISA, and to some extent TIMSS, promote the RMEr@guh, because the tasks
applied in them include the idea of integration,delbng, etc. which highlights their
importance. We believe that RME is a prominent tbgoal assumptions, which
speaks in favour of realistic mathematics educatidso, reactions of the professional
community indicate that these ideas are basedsmtichfoundation. Despite the power
of the RME ideas, the implementation of this apphoéas pointed to some of its
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potentially weak aspects. The final judgment on\takie of RME approach can be
formed only by taking into account the critical tats of implementation.

Textbook

One of the critical issues for a successful impletaigon of the RME is the
production of teaching resources, above all, teo#tboto support the RME.
Mathematics in ConteXRomberg et al, 1998), as a middle school cumieylis the
fruit of a many-year research project. The authdes] to consistently follow the
principles of the RME. The authors faced a contusuahallenge of limiting
information which students were going to receive.

Regarding the textbooks used in Serbia, we maketa about the examples
that indicate the intention of the author to linkthrematics with realistic environment
and to help students to actively “discover” matheeosathrough problem solving
activities. For example, in the problem presentedPicture 2 at the beginning of
a lesson, students contemplate about a situatiachwhey initially do not know how
to approach. After several days of learning aboattions in the form a / b, at the end
of the chapter, the authors ask pupils to returthéostarting problem situation. Then
they find out that now they know how to solve thitial problem.

Picture 2.
Realistic task, adapted from Deand others, 2012.

RECIPE

3 eggs, 15 tablespoons of flour, 3/4l milk, 1 % sachet of vanilla .
sugar, 1 dl oil. Ry’

=

Can Steve use this beaker mug to measure all the ingredients

for pancakes? Explain the answer.

Educational materials are actually the most impart®ol in the planning
process of learning. Marja van den Heuvel-Panhuineted the importance of
educational materials for the implementation of RME. Thus, we should determine
suitable contents of textbooks, methods of presenteand appropriate teaching
approaches. Van den Heuvel-Panhuizen consideritiéscian RME tutorial should
have if students need to preserve the space td bhdir own math concepts and
develop mathematical procedures” (Van den HeuvahBaen, 2000, p. 9). If
a student is expected to (re-)invent mathematioatepts and procedures then they
should not be prevented to do so in the procesisobvery. According to the RME
approach, teacher as well as the textbook shouldprovide guidance in the process
of discovery. It is not surprising that this fées not met with unconditional support.
What if students do not succeed in discovering angt or rediscover only some
elements or go astray? Should they leave pupilsiealto wander endlessly
unsuccessful?
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Teaching methods

Methodological approach to the RME relies on thecfal constructivism” as
a philosophy of learning. It is based on the ideat ttach person brings personal
experience of the world and builds their own untérding of the subject on the basis
of interaction in the classroom and social envirentnThe construction of knowledge
is a result of the development of common meaniimgsrpretations and justifications
of speculation agreed in the classroom. The tre@tniegins with experience;
mediated information is organised and stored in orgmMind organises a repeated
experience “scheme” - a complex network of reldgads (concepts, rules, procedures,
strategies) and relations (Greeno, 1991; Romb&g )1

Math lessons in the RME classroom begins with aifipeproblem situation.
Students seek solution to the problem through ags® of mathematical modelling.
The problem itself is the context for learning. Ama or less complex problem should
lead to discovery of one or more important matheahideas (e.g. the sum of angles
of a triangle is 180 degrees). The teacher shdalul g series of activities based on the
initial problem situation, as well as research\atigis in different contexts, games, etc.

In Serbia math classes are composed similarlyadME. At the beginning of
a lesson, after a quick revision phase, remindingilp of the concepts relevant for
that day’s unit, the class moves on to the conatdmr of an initial problem situation
(not so complex as in the RME) and a relativelycguending phase of discovery.
Then the rest of the lesson is spent in practidee §lassic phase of establishing
knowledge by solving a series of tasks of similgvet with a gradual increase in
difficulty requires almost no time in the RME. lertainly cannot be considered an
advantage for the RME. On the contrary, one ointlagn objections to this approach is
the lack of space for practicing procedures andgalihation of the new contents.

How does the RME approach fit into the teaching hoet suitable for
inclusion? We should discuss learning objectiveaching styles and the ways to
overcome potential barriers. First, an RME teactiees have the space to pose
suitable individual learning challenges and then pmovide opportunities for
enrichment. As it is recommended, the RME teachgports different modes of
learning, from visual and aural to kinesthetic.also stresses the importance of
differentiated questioning. The RME approach af@eaffolding with shorter tasks in
order to make open-ended tasks more manageabklyi-ithe RME approach calls
for different resources as a support in the legrpirocess (such as visual prompts and
cues and the opportunity to manipulate physicabugses when responding to
mathematical questions, variety of recording meshetd.).

Regarding the creation of anchor models, the degfeatilisation of the
selected models in the teaching process with amldwvith special needs may be
a challenge. Students in the RME are supposedcimgnése which model situation
looks like the new one, and to recognise the mduky can rely upon. Models are
therefore those anchors that are related to navatgins. The problem occurs when
students are too attached to the context in whiely have dealt for a long time. They
could have difficulties making a shift to a diffatecontext, and they stay tied, or
“anchored” in the given context. These potentidfidilties can be overcome by
introducing more “models for the situation”. Thisoplem could be even more
prominent in children with special needs.
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Evaluation

How do teachers know what students have learnetianRME, in order to
evaluate their progress, especially with childrethwpecial needs? It is expected that
the teacher should use multiple sources of infaonatn order to get an impression of
the student’s understanding and performance. Thpopa of the assessment of the
RME is to gain information about the structure lo¢ development of mathematical
knowledge. Important elements of this process #anmng and gathering evidence
about pupils’ mathematical competences and mulipletinuous verification of the
student's progress in relation to himself, as f@dfigoals and standards of
achievement. Formative assessment provides thes lodsthe evaluation process.
Student’s profile should include information on fledowing: competences in solving
mathematical problems, communication skills (inahgd using mathematical
language), ability to make connections between ema#ttics and other domains and
everyday life, understanding mathematical concept$ procedures, and disposition
towards mathematics, creativity problem solving, dthe question is to what extent
students can develop numerous competences if theynat even aware of the
expectations.

An example of assessment is the following non-steshdhvestigation problem
that can help a teacher to gain insight into thegpss of pupils (Dejiand others,
2012) (Pic.3).

Picture 3.

A research task

: Create a survey among 10 classmates about sometifahg :
: interests you. Write a report in the notebook m filrm of a :
! table where you will show how your pupils responced |
! what part of the total number of respondents gavéhe |
! results can be presented using a circle, rectaangleother !
! pictorial representations. !

Textbooks, such aslathematics in Contextirect teachers to use individual
tasks for evaluation. For example, if two contektaaks are set in the same class and
can be solved by similar procedures, the differeimcéhe context should not be
essential, and one of the two tasks can be usddrfoative assessment.

A special problem, however, can be the experientestadents with
standardised tests in which tasks do not reflexptiilosophy which is grounded in the
RME philosophy. Students may face a serious prolmerating the requirement to use
specific standard procedures for solving tasksgmesl in a symbolic form, without
being confined to a realistic context. On the othand, it can be expected that
students who work in an RME classroom can be ssbtuleis test items focusing on
the ability to apply mathematical knowledge in drifnt contexts (e.g. PISA).

For children in inclusion, Gatrell and other designof resource materials
(Gatrell et al, 2003) propose some teaching stiegaghich fit well with children with
special needs. We quote only those which correspgondhe RME philosophy:
considering the types of assessment opportunities will enable all pupils to
demonstrate what they can do, what they know arat Wiey understand; emphasising
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the links between various mathematical areas to thelm use the existing knowledge
more readily. Regarding the timing for assessnientay take place within the main
part of the mathematics lesson. The aforementiepedialists in inclusive education
stress that “it is important to ensure that pupite clear about the learning goals
within the main activity, in terms of what they amepected to achieve, so that they can
make a full contribution” (p. 34). An example bid may be to remind pupils during
the main activity that they need to consider alehging question. Finally, different
communication styles that pupils will use shouldoabe taken into account, e.g.
pictorial responses, practical application, anduse of resources including ICT.

Concluding remarks

Realistic mathematics education is still considdcede an innovative approach
in the experimental stage, regardless of the faat many elements of this approach
are widely used in the world. There are no cleawans about whether and how to
apply the RME. A particularly important issue ikether this approach is appropriate
for all ages and all children. If so, do we needrindify the approach in some way,
adapting it to the cognitive performance of childed different levels of education? It
is still not known whether the RME is suitable fall types of students (those not
interested in mathematics as well as prospectiibenaaticians). Certainly the idea of
RME is inspirational and worth thinking about. Timeal judgment can be formed on
the basis of results of future research. The isguanclusion should be a part of
research effort. As Lindsay noticed: “The impottéask now is to research more
thoroughly the mediators and moderators that supphee optimal education for
children with SEN and disabilities and, as a consege, develop an evidence-based
approach to these children’s education” (Lindsay)p

Addressing innovative curriculum changes and adgptia variety of
pedagogical practices to accommodate to the diftelearning abilities of students
sometimes takes one in antagonistic directions.o8share required to provide
curricula and pedagogy accessible to all learnes r@duce barriers for learning,
resulting in an intellectual and practical foundatifor a more inclusive practice in
educational organisations. Perhaps it is not amgsiple task, though it is not yet
achieved.
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DIGITAL INCLUSION IN BASIC EDUCATION °

Summary: Creating inclusive educational systems brings neles to employees in
education and above all to teachers, who are resmghas key actors in inclusive
educational practices. For this reason, the focainp of this paper is the willingness
of teachers in Serbia for the development of inetusducation and digital inclusion.
The paper gives an overview of research on the gyegjwn of future teachers for

inclusive education as well as research resultatnet) to how the relevant actors in
the educational system perceive the capacitiestHerinitial education of primary

school teachers. We have noticed that the teactlecation faculties at universities
devote a lot of attention to the use of ICT in teag; however, the analysis of
curricular contents for undergraduate studies irade that future teachers do not
receive as part of their initial education the nesary competencies for the digital
inclusion of children with special needs. Facultre=ed constant social support and
cooperation because systematic teacher training, the development of their
competences, means a necessity to establish amllowesll-coordinated system of
professional teacher development - from their ahittducation during the study,
through the introduction into the job, to continsgurofessional development at work.

Key words: information and communication technologies, spleeducation,initial
education of teachersgljgital inclusion.

The inclusive process is composed of numerous, |samal large steps and
requires time, graduality and above all good faratght, and is based on beliefs,
attitudes and values, interdisciplinary knowledgel akills. Inclusion creates a new
attitude towards diversity and a variety of podgibs. The benefits of inclusion are
numerous: children with special needs have the ihppity to make contact with other
children and to socialise; children without speaakds will thus learn to respect
diversity, to develop humanity and tolerance; sthand the education system gain in
humanity, becoming more open and accessible to all.

Inclusion does not in itself imply equalisationalf people, but respecting the
differences of each individual. That is precisely value, because it is through the
development of a general tolerance towards indalidlifferences and needs that it
contributes to the enrichment of knowledge and egpees and the development of
humanity. In this complex and long process the &tep is acceptance of the disabled
child within the family itself. The other one isettadequate position of the family in

® The paper is part of research realised under tispiees of the Ministry of science and technoldgica
development, within the project: ref. no. 179020Driperiod 2011-2014.
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society, and then comes education and the trafiomnigpdependent living and working
in the community. It is exactly the social and psHional affirmation of disabled
people that is the ultimate goal of inclusion.

According to the definition of UNESCGCsalamanca Conference, 1994),
inclusion is a movement that is directly relatedhe improvement of the education
system as a whole: “Inclusion is the process daflvasy and responding to the diverse
needs of all learners through increasing partimpatin learning, cultures and
communities, and less and less exclusion within &od education. It includes
changes and modifications to the content, appr@adtaeictures and strategies, with a
common vision which covers all children of the agprate age and with the
conviction that the regular education system ipaasible for the education of all
children”.

The guiding principle of the Inclusive Educationres¢gy is based on the
respect for the rights and characteristics of candwith special educational needs,
whose developmental and educational opportuniteeirio be fulfilled and satisfied
through high quality education in order for thenbeprepared for independent living.

Key concepts

The aim of the strategy of inclusive education e tEuropean context is
reflected in the tendency to make the educatiotesygust and accessible through
customised, high-quality and comprehensive servibaes the development of
children’s potential to the maximum extent possiltarents/guardians are supported
for responsible parenthood, and educational stafftfe development of a stimulating
environment in which children will acquire competess for professional life and
efficient functioning.

The aim of education is, in cooperation with theteyn of health and social
care, local community and the civil sector, to pdevservices for healthy, safe and
high-quality children's lives. The policy of inclue education applies the principles of
a number of international documents such as thedAFot for Children; Millennium
Development Goals; The Dakar Declaration (Dakamenaork for Action, UNESCO,
2000); Document Salamanca (Salamanca StatementFeardework for Actiof,
UNESCC%, 1994); Declaration Education for %dind the Convention on the Rights of
the Child:

" This report from the UN’s education agency calistiee international community to endorse the apgrast
inclusive schools by implementing practical andatgigic changes. In June 1994 representatives of 92
governments and 25 international organisations éarthe World Conference on Special Needs Educatield,

in Salamanca, Spain. They agreed a dynamic newrSémt on the education of all disabled childrenictvh
called for inclusion to be the norm. In additiohgtConference adopted a new Framework for Actiba, t
guiding principle of which is that ordinary schoslsould accommodate all children, regardless af fiteysical,
intellectual, social, emotional, linguistic or otheonditions. All educational policies, says theamework,
should stipulate that disabled children attendrtbighbourhood school 'that would be attended ifcthiéd did
not have a disability’.

8 The Statement begins with a commitment to Educafis All, recognising the necessity and urgency of
providing education for all children, young peopled adults 'within the regular education systensays those
children with special educational needs 'must leoeess to regular schools' and adds: Regular schaibl this
inclusive orientation are the most effective meahgombating discriminatory attitudes, creating eeshing
communities, building an inclusive society and aghig education for all; moreover, they provideedfective
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The basic principles of inclusive education dermvinom these documents are:
1) all children can learn and have the right tocadion; 2) children learn best in
a natural peer group; 3) teachers and schools élamapt the mode of work so as to
meet the educational needs of children 4) somedreml (due to disability or
impairments, specific learning difficulties, or ilng in socially unstimulating
environment) need additional support in education.

Organisations in developing countries which arevigliag education to
disabled persons use different models. The thrda madels are: special education,
integrated education and inclusive education (Fas,T Dark & Light Blind Care,
2008).

Special Education evolved as a separate systemdwéadon for disabled
children outside the ‘mainstream’, based on tisei@ption that disabled children had
needs which could not be addressed within mainstreehools. Special education
exists all over the world in the form of day, orabding schools, and small units
attached to mainstream schools.

Integrated Education is the ‘integration’ of chéddrwith disabilities in regular
schools. It implies that the child has to changbeable to participate in the existing
school system. This educational system is undeersevriticism, because of the
inability of the child to adapt to the school andgke a progression in his own
educational development.

Inclusive education is a process of increasingptiméicipation of all students in
schools, including those with disabilities. It isoat restructuring the cultures, policies
and practices in schools so that they respond eodikiersity of students in their
locality. It has the following characteristics: Awkvledges that all children can learn;
Acknowledges and respects differences in childegyg, gender, ethnicity, language,
disability, etc.; Enables education structuresiesys and methodologies to meet the
needs of all children; Is part of a wider stratégypromote an inclusive society; Is
a dynamic process that is constantly evolving.

From the above we conclude that inclusive educati@ans that the regular
educational institution is empowered to receive addcate every child, including
children from vulnerable groups of any origin witdny impediment to the
development or learning disabilities. This one-pagiproach has been developed in
Spain, Greece, ltaly, Portugal, Sweden, Norwaylalm and Cyprus. As the
introduction of inclusive education requires prafdwchanges and restructuring of the
education system, other European countries (Dennkadnce, Ireland, Luxembourg,
Austria, Finland, Great Britain, Latvia, Liechtesist Czech Republic, Estonia,
Lithuania, Poland, Slovakia and Slovenia) apply @tiple access path, i.e. parallel
work on changing the mainstream and special edutatnd linking them into one
system (Brusling & Pepin, 2003). According to thaseng legal framework and
practice, Serbia applies thaultiple-path approach which involves changing and
restructuring of mainstream and special schools.

education to the majority of children and improve tefficiency and ultimately the cost-effectivenesshe
entire education system.
° For details see: http://www.unicef.rs/files/Publije/PDFPrava_detet_u_medjunarodnim_dokumentinaF.p
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Inclusive education is a theme much explored inliteeature although highly
demanding due to its complexity. This paper rediesa broader definition of inclusive
education that focuses dativersity and the way in which schools respond to the
diversity of all students, and not the promotionimélusion of specific groups of
students, particularly students with disabilitigs the regular education system
(Ainscow et al. , 2006).

Creating inclusive educational systems, guided Hgy mentioned documents,
brings new roles for teachers who are recognizéggsactors in inclusive educational
practices.

Teacher's competences as an integssedf knowledge, skills and attitudes
(Pantt & Wubbels, 2010) are an integral part of somehefkey European documents
for teachers (EC, 2005), European projects of mefof higher education curricula
(Gonzales and Wagenaar, 2005. ) and recent studiee Western Balkan®k@jovic
& Radulovi, 2007, the Center for Education Policy, 2008).

Competency standards for the teachers’ professimh their professional
developmenif, adopted in 2011 in Serbia, contribute to the Wmraent of teacher
education faculties’ syllabuses providing them wdlear standards and learning
outcomes expected of teachers. This kind of dewedop should also influence
a stronger alignment of syllabuses between diftef@culties. In accordance with the
Standards, teaching competences are divided intocitegories: 1) teaching subjects
and respective teaching methodologies, subject alidactics; 2) learning and
teaching; 3) support to the individual (social, ¢imal and personal development of
students), and 4) communication and cooperation.

The term adaptive or assistive technology (AT) nefeo a wide range of
technological tools or systems that are designechpoove the functional capabilities
of persons with developmental difficulties and N the quality of their life as
much as possible. Shortly, AT is one of the mosévant elements in making
education more inclusive. The tertrmchnologyindicates not just physical objects —
devices or equipment; more generally it refers rmdpcts, organisational set-ups or
‘ways of doing things’ that encapsulate a number t@thnical principles and
components. The adjectivassistiveis applied to a technology when used to
compensate for functional limitations, to facildaindependent living, to enable the
elderly and people with disabilities to realise ithpotential to the full. The
abbreviation AT that will be used hereafter, mus¢réfore be read asssistive
technology products or serviceBeing a wide field, AT includes very simple and
well-known products, such as white canes for bjpedple or manual wheelchairs as
well as sophisticated high-tech products, i.e. astens and powered wheelchairs with
voice control.

In education, the technology supporting and helghglents with disabilities
increasingly implies computer-related applications.

Information and communication technologies (ICTvdeaexpanded the AT
field to new dimensions, opening new doors, broadgrhorizons and enabling
autonomy for many individuals with special needsieOthe last few years, the
computer has turned into a valuable resource fachiag students with an ample

19 http://www.nps.gov.rs/wp-content/uploads/201 1/@tidardi-nastavnika_cir.pdf
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range of learning difficulties. Rapidly grown preseng power has let manufacturers
provide sophisticated hardware and software totlyetaccess and meet the learning
needs.

Using high-tech AT devices in educational actiatalows students with SEN
to be indispensable in the group of their peerpaiticipate in the learning process as
protagonists, and to gain self-confidence, soaidl@mmunication skills.

The AT applied in education enables students wighlidlities to exploit their
cognitive potential, to interact with others, aral dontrol certain aspects of their
environment. AT gives the opportunities to acclsscurriculum at the adequate level,
providing facilities as well as incentives for lesng. Using the right AT device,
suitable software, and appropriate educational ogetlogy, children who cannott
hold a pencil can nevertheless draw and writegkample. Similarly, children unable
to speak can use the computer as a communicatb(UBESCO, 2006).

Information and communication technologies (ICT)védnathe potential of
providing assistance to persons with developmahsalbilities by a facilitated access
to a variety of professional, educational, sociad @conomic resources. Information
technologies thus become a key means of partiompati social life (Lewin, Maver,
Somekh, 2003). Over time, ICTs can improve cogeitiunctioning, speed up the
development of mental functions and consequené\ctiativity which also represents
a mental process (Medenica et al., 2011).

The goal of digital inclusion is overcoming barsiesf access to ICT and its
adequate application, which can support and engeuiadependent living and
learning for children with developmental disabd#i The handboodCT's in
education for people with special need$NESCO, 2006: 28) lists the three main
categories of ICT application for: compensatiorgadtic and communication uses.

ICTs for Compensation Uses That is the use of new technologies as
a technical assistance that allows students wigdcigpneeds to take active part in the
process of interaction and communication: if a persas motor disability he may be
helped to write, or to read if a person is withisual deficiency (among many other
possible examples). From this point of view ICTs/alep the students’ ability to
control their environment, make choices about tlesiperiences, support problem-
solving, give access to information, thereby enbatmmmunication with others both
in the immediate environment and around the wdrldother words, technology can
recoup or substitute the lack of natural functions.

ICTs for Didactic Uses 1CTs used as a learning tool have prompted a new
dimension of education and launched the transfoomatof the educational
approaches. ICT application brings a variety of meaching and assessment strategies
for students with different educational needs.

Here we must note that information technologiesaadidactic tool are suitable for

implementing the inclusive education. In order tthance personal development,
educational initiatives within the inclusive cuuiom must aim at meeting unique
needs, differences, and abilities of an individhaince they must be fully supported to
achieve these goals at an appropriate pace. Infanmtechnologies, thereupon, will

become a valuable resource for inclusion.

ICTs for Communication Uses Technologies can mediate communication
with people having disabilities (often referred de Alternative and Augmentative
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Communication Assistive devices and software to meet the neédgudents with
definite communication difficulties are specific évery disability. We talk about the
computer as a resource that facilitates and magesnuinication possible, allowing
a person with communicative disorders to exhilsther abilities in a more convenient
way, or people with motor and communicative disosde start communication, show
the needs and make the demands. Furthermore, Wdearieers are in short supply (as
in special education), distance teaching methods ledp provide special services
between geographically dispersed students anddesach

The Role of ICTs in SNE

As information technology becomes increasingly maceessible in daily life,
we become more aware of its potential for learmérs are at risk of being excluded.
For the successful implementation of an ICT sohytiwe need more than the right
equipment matched to the needs of the individuglilp At the heart of all debate
must be the learners themselves but the demartie sthool and home contexts will
also need to be considered.

ICT can support the learning of children with spe@ducational needs. It
enables children with SEN to overcome barrierg&ning by providing alternative or
additional methods of communicating within the feag process. Moreover, it also
helps teachers to create a supportive frameworkchwisgan enable autonomous
learning. When used creatively, ICT can enrich anthance teaching, motivating
pupils and engaging them in active learning.

According to the research of British Educationabn@nunications and
Technology Agency (BECTA, 2003), ICT usage in sdbdo support students with
SEN can enable learners to communicate, participateessons, and learn more
effectively. Key evidence is outlined below.

Benefits of ICT use in education of people with spgal needs
General ICT benefits:
1. Enables greater learner autosomy;
2. Unlocks hidden potential for those with communicatdifficulties;
3. Enables students to demonstrate achievement in wdnsh might not be
possible with traditional methods;
4. Enables tasks to be tailored to suit individuallsland abilities.

ICT benefits for students:

1. Computers can improve independent access for dsidereducation (Moore
and Taylor, 2000; Waddell, 2000);

2. Students with special educational needs are aldedomplish tasks working at
their own pace (ACE Centre Advisory Trust, 1999);

3. Visually impaired students using the internet caceas information alongside
their sighted peers (Waddell, 2000);

4. Students with profound and multiple learning diilites can communicate
more easily (Detheridge, 1997);

5. Students using voice communication aids gain cenicé and social credibility
at school and in their communities (Worth, 2001);
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6. Increased ICT confidence amongst students motiihtas to use the Internet
at home for schoolwork and leisure interests (WH#d2@00).

ICT benefits for teachers, non-teaching staff:

1. Reduces isolation for teachers working in spedalcational needs by enabling
them to communicate electronically with colleag@abbott and Cribb, 2001;
Lewis and Ogilvie, 2002);

2. Supports reflection on professional practice vialinen communication
(Perceval-Price, 2002);

3. Improved skills for staff and a greater understagdf access technology used
by students (Waddell, 2000);

4. Enhances professional development and the effessse of the use of ICTs
with students through collaboration with peers (i2eidge, 1997; Lewis and
Oqilvie, 2002);

5. Materials already in electronic form (for examgi®m the Internet) are more
easily adapted into accessible resources suchges paint or Braille (Waddell,
2000).

ICT benefits for parents and carers:

Use of voice communication aids encourages parants carers to have higher
expectations of children’s sociability and potehtiavel of participation (Worth,
2001).

With the learner participating in the learning gess, ICTs can help learners
take control of constructing their understandingguaring new skills and allowing
them to respond to their own learning styles. I@llew for better communication,
collaboration, information access and creative esgon of ideas. To ensure the
productive use of ICT in the classroom — there sedbe regular assessment of
needs, training and support for both the studertsshers and helpers and constant
evaluation to ensure that the technology is apjatgifor the specific needs of the
student.

Inclusive education in Serbia

Inclusive education is realised through variousjgmis in Serbia and has
become one of the main priorities in the developneéreducational policies. The Law
on Primary Education of the Republic of Serbia (IEBR¥S) from 2009 defines and
requires:

1. The right to education and equality (Article 6): “All citizens of the RS are
equal in exercising their rights to education anddpgogical upbringing,
regardless of gender, race, nationality, religiom @anguage, social and
cultural background, economic status, age, physarad mental constitution,
developmental disabilities, impairments, politiedfiliation or other personal
property.”

2. The prohibition of discrimination (Article 44): “The institution prohibits
activities which threaten, disparage, discriminate segregate persons or
groups of persons on the basis of: race, natiopalgthnicity, language,
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religion or gender, physical and mental propertidsability and impairments,
health status, age, social and cultural backgrouwschnomic status, or political
affiliation, and encouraging or failing to prevesiich activities on these or any
other grounds stipulated by the law on prohibitafrdiscrimination.”

3. Access to education by the Individualized EducatiorProgramme (IEP
in regular schools(Article 68): “In addition to the school syllabuses, primary
and secondary schools may also implement: |IEP tadets and adults with
disabilities, individual Serbian language syllabusy national minority
language syllabus for students who do not knowathguage of instruction ...”

4. The use of individual mode of interaction and IEP(Article 77): “For a child
and student who, due to social deprivation, disghilimpairment or other
reasons, needs additional support in education apbringing, the institution
ensures the elimination of physical and commurocabarriers and adopts an
IEP”.

)l 1

The European Union has recognised the importantieeoissue of inclusion in
Serbia through the support of projects such as:

1) Strengthening the capacity of local governments eshacational institutions
to implement the laws and policies of inclusive cadion in local communities in
Serbid? (conducted by the Association of Students withabikties in cooperation
with the Initiative for inclusion VelikiMali and liative for the rights of persons with
disabilities in mental development in Serbia anadied by EU ) or

2) Delivery of Improved Local ServicéBILS - Delivery of Improved Local
Services) (implemented by the Ministry of Health, Ministr§ &ducation, Science
and Technological Development and the Ministry abbur and Social Policy with the
financial support of the World Bank and the Inteior@al Bank for Reconstruction and
Development). Through the DILS project, a natianaining on “Inclusive Education
and Individual Education Curricula” was organisedr fapproximately 7,500
employees in schools, for at least 5 staff memfyvera each school, including school
principals. A network of support for inclusive edtion was established, which
includes 75 professionals and 10 schools, whidivisys available for questions and
problem solving, peer learning, study visits, preagon of inclusive education, the
development of internal networks, development aichéeng resources, collaboration
with parents and teamwork improvement.

A large number of respondents consider inclusivecation one of the highest
priorities in educational reforms in recent year$Serbia. In the last three years, about
23,000 teachers have attended various programmaesctusive education, usually
through trainings for continuing professional deyghent of teachers or lectures.

Special attention is devoted to improving accessetlucation for Roma
children, through the implementation of measuremfthe Integrated Action Plan for

M |EP is a special document used for planning aduificupport in education for a certain child ordstut,
according to his specific abilities and possil@ktiFor students with exceptional abilities the institn adopts
IEP which determines an adapted and enriched wagwdation.

2 For details see: http://inkluzivno-obrazovanj@msama

13 Videti detaljnije na : http://www.dils.gov.rs/mp/
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the Improvement of Education of Roma in Serbia,clvhivas adopted in 2005. An
important project in inclusive education is “Educatfor All - improving access to
and quality of education for children from margisatl groups”, which is financed
from EU IPA 08 funds with the support of the OS@HBose implementation started in
2010. The project trains and employs 178 assistemfgreschool institutions and
primary schools and provides training for schoatgpals and other staff.

The introduction of compulsory and free one-yeasphool education is one of
the results of activities aimed at increasing agdeseducation for all. The Ministry
also provides free textbooks for all children innpary schools from the first to the
fourth grade (Popo¥iM., 2013).

Laws and strategies for inclusive education haentaopted. Many countries
have well designed implementation mechanisms amd cericula are adopted and
adjusted to preschool, primary and secondary emurcalhe focus of reforms is
gradually shifted towards the interaction betwesschers and students in individual
classrooms and schools. Experience shows that tleh-aesired change to a more
inclusive education will simply not happen if theykactors in this process, teachers,
are not equipped with the necessary attitudedsskihowledge and motivation within
an environment that provides them with support.

Teachers’ readiness for the development of inclusev education and digital
inclusion

In inclusive education, the syllabus and teachimgthods are adapted to the
possibilities of the child, teaching materials al® adapted depending on the type and
severity of developmental difficulties, archite@uand other barriers are removed, all
of which requires adequate preparation and constgyort. So, it is not the child who
is adapted, but the environment, which endeavaursdet children's needs. This idea
fundamentally means changing the education systém tive aim to improve the
educational process.

The implementation of the principle or commitmeatdct in a certain way
when it comes to inclusive education is very complecause the principles of
inclusive education are in specific relation to thké other pedagogical principles. It
should be borne in mind that in addition to thenpiples that will be listed, all the
known pedagogical principles are aplicable, tod,tbuhe extent that corresponds to
children with special needs as well as other ceildm an educational group. For
example, the principle of obviousness will haveagjrgignificance for deaf children,
but not for the visually impaired. By essence andrjty Suzic identifies five key
principles for inclusion: 1) The principle of soci@acceptance and support; 2) The
principle of early prevention and rehabilitatior); The principle of individualisation;
4) The principle of developing functional capaaiyd 5) The principle of stimulation
and compensation (S¢zi2008, p. 45).

Apart from respecting the key principles of inclusi it is necessary to
emphasise the vital precondition for the succesaaiisive education and that is the
willingness of teachers, which is directly relatedhe quality of their initial education
and vocational training during work.

In the part that follows we shall reinterpret thesults of research on the
preparedness of future teachers for inclusive éducaand the research results related
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to how relevant actors in the educational systemecgdee the capacities for initial
teacher education in preparation for inclusive fcas.

The main finding on the preparedness of futurehtees for inclusive education
(Macura Milovanow et al., 2011), is that the current state of ihitgmcher education
does not contribute to adequate preparedness digesafor inclusive education. The
analysis of curricular contents for initial teactegtucation in Serbia shows that the
dominating approach to inclusive education is fecgl education approach, with an
evident absence of the cross-curricular approachsamjects that would enable the
development of competences for inclusive educaiioa broad sense. Additionally,
the realisation of professional practice does nduide tasks that would involve direct
work and activities with students who need addalasupport (lack of opportunity to
observe and participate in inclusive practice). Wisalge of working with children
with disabilities, through a special course (modebeam) was acquired by 52.22% of
the teachers, but only 16.75% thought that theyduaplired adequate knowledge for
quality work with pupils with disabilities (ZUOV,I8RS 2010).

According to the results of the previously menéd empirical research
Assessment of the capacities and needs of teattrensclusive education research
development(ZUOV, SURS 2010), which included 811 primary slaeachers,
positive orientation towards inclusive education eigspressed by 52.52% of the
surveyed teachers. The readiness of respondentadosive education is indirectly
reflected in the fact that 80.67% of teachers regabthat teacher education faculties
should have compulsory subjects/modules to traituréu teachers to work with
children with special needs, 81.03% believe thathers- trainees should be required
to attend professional development programmeswiihprepare them for inclusive
practice, while 65.39% of them believe that thiswitedge should also be part of the
competences of the mentoring teachers.

Certain shifts in the orientation todsuinclusive education within individual
study programmes are insufficient to ensure theeldgvnent of competences for
inclusive education. The preparation of future khess is not harmonised with the
modified educational policy. Initial teacher educat and the development of
inclusive education show that teachers believe ith&al education should provide
them with a more solid basis for working with statewith special needs.

The goal of digital inclusion is overcoming barsien access to ICT and its
adequate application that can support and encounagg@endent living and learning
for children with developmental disabilities. Propse of ICT in teaching enables the
child with special needs to independently contrbk tenvironment, establish
communication and cooperation, encourages motivatievelopment of a positive
self-image, participation in educational activittaat are fun.

Digital inclusion in basic education implies calgflanning in accordance with
the child's interests, abilities and skills, in @rdor him to achieve the maximum level
of functioning by combining different curricular m@nts.

Undergraduate studies at universities in Serbiachvigducate future teachers
last four years and end with a final exam, followsdone-year graduate studies and
the preparation of a master’s thesis in accordanttethe ECTS scoring system. The
analysis of contents of undergraduate syllabuses$ufare teachers indicates that the
preparation of students at the basic level of teaelkucation for ICT implementation
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is carried out through the subject Bflucational TechnologyAt some faculties, in
addition to educational technology as a compulsoiyject, there is one more subject
— Educational Informatics

Educational informaticsas a subject should enable students to mastet basi
concepts such as the application of informatiomrnetogy in teaching and learning,
the use of computers in teaching, learning anda@dwministration. Special attention
is paid to practical training of students to useiaational and user software. The
subject Educational Technologyllows students to gain theoretical and practical
knowledge of teaching technology, teaching inn@retj application of didactic media
in teaching, especially information and communomatand electronic media. In this
way, students will learn how to effectively prepdeaching materials by applying
them in certain types of teaching and to use didaahd electronic media in
monitoring and evaluating the work of studentshia tlassroom (Risti Radovanom,
2013). In addition to these compulsory subjectswimch future teachers acquire
competences for the use of modern ICT in teaclsng)e faculties also offer elective
courses such as: Informatics Teaching MethodolBggtant Learning, etc.

Teacher education faculties at universities decotegsiderable attention to the
use of ICT in teaching. However, problems suchaak lof technical equipment in
schools, lack of technical support (schools dohate the staff responsible for ICT
support), the lack of relevant educational portasftware and other teaching
materials, remain open. On the other hand, it e oticed that teachers do not
make good use of the equipment for teaching pugyoseen when it does exist in
schools.

Based on the analysis of the curricular contentsbfmsic studies, we have
concluded that future teachers do not acquire ctenpes for digital inclusion of
children with special needs as part of their ihiteducation. Support for the
involvement of faculties in the changes implied imglusive education requires
a committed social action and cooperation with lteaceducation faculties in the
world, which already have sufficient elements igithpractice to adequately prepare
students for inclusive education and digital inas

Options for improving teachers’ basic educatiortdmms of their preparation
for digital inclusion can be classified into sevecategories: 1) introduction of
contents for the work with pupils with disabiliti¢isat will enable future teachers to
acquire theoretical and practical knowledge for wegrk with children with special
needs in a digital environment (creating a stimugatlearning environment for
children with special needs, analysis of examplegowd digital inclusive practice,
showing digital video recordings of inclusive piaes; 2) the introduction of a cross-
curricular approach of inclusive education (e.draducing contents into respective
subject teaching methodologies); 3) introductionoptional modules that focus on
developing competences for digital inclusion of ldt@n with special needs;
4) improving the system of vocational training (aisgtion of practical skills in
inclusive classes and establishing cooperation d@mtwthe university teaching staff
and class teachers from schools with good resultise implementation of inclusion);
5) creating projects that will support and enaligtal inclusion in basic education.
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Conclusion

Successful implementation of technology in thesslaom is often dependent
on the skill, knowledge and commitment of the dlasm teacher. Not only do
teachers need to have the appropriate trainingsapgort to include students with
disabilities- they also have certain responsibilities in prepastudent teachers to
deal with technology in the classroom.

Technology does have the advantage of giving stsdeith disabilities more
independence and control of their learning; howetrer teachers must have the skill
in being able to assist in using the technologyl@mdble to give the support if there is
failure for it to be used properly.

It is necessary to say that digital inclusion regsliconstant system support as
well as systematic teacher training, i.e. develagnw their competences, which
means it is necessary to establish the overallegatdinated system of professional
teacher development from their initial education during the study, dogh the
introduction into the job to continuous professiatevelopment at work.
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