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PREAMBLE

Germany is a federal republic comprised of 16 Länder since its unification in 1990: Baden-Württemberg, Bayern, Berlin, Brandenburg, Bremen, Hamburg, Hessen, Mecklenburg-Vorpommern, Niedersachsen, Nordrhein-Westfalen, Rheinland-Pfalz, Saarland, Sachsen,Sachsen-Anhalt, Schleswig-Holstein and Thüringen. Cultural sovereignty exists in the field of education, science and culture, i.e. each Land acts on its own authority on the basis of the Basic Law, known as the Grundgesetz, including its specific legislation. Under the Basic Law and the constitutions of the Länder the entire education system is under the supervision of the state. Schools are, as a rule, institutions of the local authorities or the Länder, whilst higher education institutions and universities are institutions of the Länder. In addition there are privately-run or church-run schools, institutions of higher education and universities.

With a view to co-ordinating and harmonising education and providing people with  the opportunity of mobility between the Länder in their professional and private lives, the Länder established the Standing Conference of the Ministers of Education and Cultural Affairs (Ständige Konferenz der Kultusminister der Länder). The 16 Ministries of Education, Cultural Affairs and Science develop policy guidelines in the

field of education, science and the arts, adopt legal provisions and administrative regulations, co-operate with the highest authorities at national and Land level and supervise the work of authorities under their purview and of subordinated bodies, institutions and foundations. To assist the ministries in their work the Länder have established their own research institutes for school education, higher and continuing education. The Standing Conference of the Ministers of Education and Cultural Affairs elaborates and resolves recommendations which are incorporated in the respective legislations of the Länder. The Standing Conference brings together the ministers and senators of the Länder responsible for education and training, higher education and research, and also cultural affairs. 

The Basic Law provides for special forms of co-operation between the Federation and the Länder. The body assembling the Federal government and the governments of the Länder is referred to as the Commission of the Federation and the Länder for Educational Planning (Bund-Länder-Kommission für Bildungsplanung - BLK).

The so-called Hamburger Abkommen, an agreement reached by the Standing Conference in 1964 (last amended in 1971), remains the cornerstone on which the joint fundamental structures of the education system in the Federal Republic of Germany are based. It incorporates the following general provisions: the beginning and duration of full-time compulsory education, the dates for the start and end of the school year, the length of school holidays as well as the designation of the various educational institutions and their organisations (types of school etc.), the recognition of examinations and leaving certificates, and the designation of grade scales for school reports. On the basis of the Hamburger Abkommen, the Standing Conference has agreed further fundamental common features for the education system over the past few decades as well as mutual recognition of leaving certificates for schools in all Länder. From this follows the joint concern for the extensive scope of assessment. 

The right of disabled children with special educational needs to education and training appropriate to their needs is enshrined in the constitutions of the Länder; detailed provisions are codified in the education act of the Länder (cf. 1.1.2). 

Assessment

The notion ‘assessment’ embodies different forms of evaluation XE "evaluation"  principles. These include general and special performance evaluations, such as school reports, grades, verbal assessments and the establishment of ability profiles, such as the orientation stage reports issued before the transition of a pupil from primary to secondary school. Assessment can also refer to education plans and curricula as well as psychological and medical diagnostics XE "diagnostics" \b . The latter comprise informal and standardised tests. The handling of personal data, such as test results, consultation records, etc. is subject to special terms of privacy.

Quality assurance and performance measurement in schools represent central issues in the development of education policy. According to the Standing Conference of the Ministers of Education and Cultural Affairs good evidence on pupils’ strengths and weaknesses in key areas of competence is intended to serve as a basis for targeted measures leading to the improvement of efficiency. In the context of integrative class work special needs diagnostics XE "diagnostics" \b  will play a more significant role in the future, i.e. by increasingly assessing pupils with special educational needs during class sessions.

General Structure of the German Education System

The education system in the Federal Republic of Germany is divided into

· pre-school education, 

· primary education,

· secondary education,

· tertiary education and

· continuing education
Grundstruktur des Bildungswesens in der Bundesrepublik Deutschland (deutsche Version 2005)
  

Basic Structure of the Educational System in the Federal Republic of Germany (English version 2005)
Pupils whose special educational needs cannot be met within a

mainstream school receive instruction either at Sonderschulen, at Berufsschulen with special emphasis on different types of special education or at comparable institutions. Under the Hamburg Agreement between the Länder of 14th October 1971 on harmonisation in the school system, the basic school structure which applies to all Länder is such that a clear distinction is made between mainstream schools and special schools (usually known as Sonderschulen but also called Förderschulen in some Länder). According to the Recommendations on the Organisation of Special Schools (Empfehlung zur Ordnung des Sonderschulwesens, Resolution by the Standing Conference of the Ministers of Education and Cultural Affairs of the Länder dated 16 March 1972), there are ten different types of special schools Sonderschulen:

schools for the blind

schools for the deaf

schools for the visually impaired

schools for the hearing impaired

schools for the mentally handicapped

schools for the physically disabled

schools for the sick

schools for children with learning difficulties

schools for children with speech defects

schools for children with behavioural problems

Following the primary school stage at which all pupils attend mixed-ability classes (Years 1 to 4, in two Länder Years 1 to 6) the organisation of the secondary school system(Years 5 to 12/13) in the Länder is characterised by division into the various educational paths with their respective leaving certificates and qualifications for which different school types are responsible. The following types of school exist in the majority of the Länder:

• Hauptschule

• Realschule

• Gymnasium

• Gesamtschule
The past years brought into being a growing variety of support measures. One feature these measures have in common is that integration is not only regarded as the objective itself, but also as the means of its achievement, i.e. by teaching disabled children together with non-handicapped children in different ways.

The present country report has been established according to a predefined outline, the basic structure of which was determined by the members of the initial Expert Conference in February 2005 and further elaborated and specified by the project management (Amanda Watkins). The homogeneous outline of all country reports is designed to facilitate the comparability of the resumed European contents, and with that facilitate mutual exchange on the occasion of the second Expert Conference in November 2005. The essential objective of the country reports is to deliver insight into the central and country-typical assessment processes in the education system, namely under the aspects of (a) guidelines related to educational policies and (b) forms of implementation in practice.

In this report the authors present the legal and organisational framework, assess and comment on problematic aspects and challenges, and pinpoint eligible changes.
ASSESSMENT WITHIN THE EDUCATION SYSTEM IN GERMANY

1. Description of the general legislative framework

1.1 Structure and guiding principles

The assessment of pupil achievement is a pedagogic process; it is, however, an administrative act as well, based on provisions laid down by law. Teachers and teaching staff are given some scope for discretion. The general legislative framework, as a rule, falls in the realm of the Länder sovereignty. The guidelines refer to the respective levels and types of schools.

1.1.1 Assessment in mainstream schools

Assessment in pre-school

Children's performance at Kindergarten is not assessed, as teaching does not take place in the sense of lessons at school. The educational staff monitors children's development and informs parents XE "parents" \b  of their child's progress and of any problems he or she may experience within the group.

Within the compass of measures for the improvement of linguistic competence in the pre-school sector, the range of methodical instruments for the diagnosis XE "diagnosis" \b  and improvement of linguistic skills is currently being further developed. Important instruments in this regard are the assessment of the stage of linguistic competence before school entrance and, if necessary, subsequent language promotion courses. These and other measures are designed to particularly support migrant children and children with deficits in language development as well as to compensate for social disadvantages.

Assessment in primary education

Performance is assessed according to a six-mark system adopted by the Standing Conference of the Ministers of Education and Cultural Affairs of the Länder:

· very good 

= 1

· good 


= 2

· satisfactory

= 3

· adequate 

= 4

· poor 


= 5

· very poor 

= 6

Each pupil’s performance is noted in a report twice a year in the middle and at the end of the school year. As a rule, pupils do not receive grades in the first two school years. Instead, their individual learning progresses and levels of achievement are documented in the form of a written report. During the school year, each assignment is marked by the respective subject teacher. On the report, the grades for each subject are given either by the subject teacher or, on the subject teacher’s recommendation, by a teachers XE "teachers" \b  conference known as the Klassenkonferenz. In addition to the marks in the various subjects, the report may contain comment or marks on class participation and social conduct at school. Certifications qualify for promotion to the next year or further course of education.

Before an assessment through marks and later on accompanying pupils’ class assessment, takes the form of a report at the end of the school year describing in detail a pupil's progress, strengths and weaknesses in the various fields of learning. At the end of Year 2, or sometimes later, pupils start to receive their reports at the end of each half of the school year with marks, which enable the individual pupil's performance to be recorded and placed in the context of the level achieved by the entire teaching group, and thus a comparative assessment to be made. In addition to the marks awarded for the individual subjects, the reports can also contain comments or marks on class participation and on social conduct in the school.

Assessment in secondary education

Irrespective of school type, Years 5 and 6 constitute a phase of particular support,

supervision and orientation with regard to the pupil’s future course of education and its

particular direction.

 Years 5 and 6 comprise the following main features: 

· ADVANCE \d 4A common and elementary choice of education with compulsory key areas of learning, 

· ADVANCE \d 4Differentiated learning requirements with the objective to support and develop individual efficiency in the best possible way, 

· ADVANCE \d 4Measures to counterbalance different backgrounds and aptitudes which may also be linked to the social background 

· ADVANCE \d 4The observation of individual efficiency and learning progresses, also with regard to the requirements pupils are expected to meet on their future educational paths and in subsequent school grades.

(for further information from the Secretariat of the Standing Conference of the Ministers of Education and Cultural Affairs from 6 December 1999). Download-Datei
Beginning in Year 7 the school types and courses of education increasingly diverge in terms of the subjects offered, the requirements with regard to individual specialisation and the qualifications being aimed at.

In the 1993 Agreement on Types of Schools and Courses of Education at Lower

Secondary Level (Vereinbarung über die Schularten und Bildungsgänge im Sekundarbereich I) as amended in 1996 the Standing Conference of the Ministers of Education and Cultural Affairs of the Länder laid down the framework schedule for the types of school and courses of education at lower secondary level for the Years 5/6 to 9/10 in the education system of the Länder.

The agreement lays down the common and special features of the different types of schools and courses of education as well as a common schedule. Moreover, the agreement establishes the conditions for the mutual recognition of leaving certificates and qualifications. Its provisions aim to assure a universal and comparable basic structure of the education system in Germany and to stay abreast of further system enhancements.

The structure of the education system at the lower secondary level is built on a general primary school attendance of 4 years (in two countries 6 years) following which further courses of education including achievable qualifications and admissions are classified according to types of schools, which, in most Länder, include the Hauptschule, the Realschule, the Gymnasium and the Gesamtschule.

Irrespective of school type, Years 5 and 6 constitute a phase of particular support,

supervision and orientation with regard to the pupil’s future educational course and its particular direction. The Abitur examination covers at least four and at most five

components. As a rule, at least three written examinations and one oral examination are taken. A fifth subject can be examined in either written or oral form, or can be a particular achievement covering subject matter of at least two school terms. All three subject areas have to be covered in the examination. If a particular achievement is incorporated into the Abitur examination it may cover one of the three subject areas according to the legislation in place in a Land. All pupils must be tested in German or in one foreign language, continued after lower secondary education. Whilst the conditions and contents of Abitur examinations vary from Land to Land the Ministries of Education and Cultural Affairs are presently aiming at introducing a supraregional standardisation of the Abitur examination after only 12 school years in the sense of a Zentralabitur, a centralised form of examination. The provisions regarding the gymnasiale Oberstufe, i.e. upper Gymnasium level are laid down in the following agreement of the Standing Conference of the Ministers of Education and Cultural Affairs: 

Agreement on the Organisation of the upper Gymnasium at the Upper Secondary Level (resolution of the Standing Conference of the Ministers of Education and Cultural Affairs from 07 July 1972 as amended on 16 June 2000)

"Vereinbarung zur Gestaltung der gymnasialen Oberstufe in der Sekundarstufe II" 

(Beschluss der KMK vom 07.07.1972 i.d.F. v. 16.06.2000) 

Other evaluation XE "evaluation"  and assessment procedures – comparative studies of pupil achievement
Ongoing public debates have shown that the pupil achievement issue has become an object of central interest. Based on a resolution of October 1997, referred to as the Konstanzer Beschluss, and the participation in national and international comparative studies the Standing Conference of the Ministers of Education and Cultural Affairs has made quality XE "quality" \b  assurance a central issue on its agenda. At the same time the Conference of the Ministers of Education and Cultural Affairs emphasised that competition between the Länder plays a key role in quality development.  

By means of regular achievement assessments strengths and weaknesses of the education system can be identified to serve as indicators for targeted measures leading to the improvement of quality XE "quality" \b . The Standing Conference of the Ministers of Education and Cultural Affairs is presently involved in the following studies of pupil achievement:

[image: image1.wmf]PISA" \b PISA (with national endorsements)
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Assessment – Determination of special educational needs

(Assessment - Feststellung von sonderpädagogischem Förderbedarf)

The procedure of determining special educational needs comprises establishing the individual needs for special assistance as well as deciding on the course of education and the place of support. The responsibility for the procedure lies with the school supervisory authorities: Either the authorities themselves have the required competence and sufficient experience in the field of special needs education for handicapped persons, or they consult experts in the field of special educational support. The procedure of determining special educational needs may be applied for by the parents XE "parents" \b  or legal guardians of the pupil, by the pupil provided he is aged 18 or above, by the school or, if applicable, by other competent services, and is to take into account the competences of the persons who participate or are to participate in the measures of support and instruction in a suitable manner.

The primary school sees its function in supporting children with different individual learning abilities and learning backgrounds in such a way as to develop their social behaviour and skills. Thus, children acquire a solid basis which helps them find their way in live. In order to do this it is necessary to monitor and assess the individual development and performance of each pupil on a constant basis. The same applies for pupils with special educational needs. 

As a rule, assessment is based on syllabus requirements and the knowledge, abilities and skills acquired in class in a certain year or learning group. Assessment is carried out by the teacher responsible for lessons, who is responsible educationally for his or her decision. This assessment takes the form of a report in the course and at the end of the school year describing in detail a pupil’s progress and development. The evaluation XE "evaluation"  of the individual pupil’s performance is at the same time an educational and an administrative act on the basis of legislative and administrative regulations. Nearly all Länder are legally obligated to establish individual education plan either once or twice a year. 

On a Länder-level there exist no standardised performance tests to assess pupils’ subject- or grade-related achievements or learning progresses. Schools for special education, so-called Sonderschulen, regularly evaluate pupils with special educational needs in a way that is similar to the assessment procedures in other schools. Assessments of mentally retarded and multiple handicapped pupils are recorded in form of individual progress reports. Special educational assessment is based on multidisciplinary reports. Parents are entitled to request a verification of such reports. In the event that an institution is lead to file an application of such kind the parents XE "parents" \b  have to receive the necessary information and guidance. Parents have the right to object to special educational needs. Special educational needs based on special educational principles are divided into different categories according to the pupils’ individual needs.  

1.1.2 Assessment in the Field of Special Needs

This section is concerned with Initial and Process diagnostics XE "diagnostics" \b  after the 1994 resolution of the Standing Conference of the Ministers of Education and Cultural Affairs – KMK and Focal Points in Special Needs Support.

The German education system distinguishes between two groups of children according to their educational needs: Pupils with general educational needs are referred to the first group, pupils with special educational needs to the second. In addition to the universally applicable assessment system directed at both groups an additional specific assessment system directed at the second group serves to examine more closely which type of special support seems advisable in the individual case. Under formal aspects it is necessary to distinguish if a pupil’s need for special educational support has already been diagnosed (in this case assessment in the sense of process diagnostics XE "diagnostics" \b  is first and foremost aimed at the development and substantiation of further support measures), or, if in terms of an initial diagnose, there is need to clarify the necessity of special educational needs (in this case the development of an education plan is required as well as the proposal of learning venues for the implementation of the special educational needs).

One of the characteristic features of the German education system is its federal organisation. As a consequence, educational guidelines for assessment within the scope of special needs education can be classified according to the following three levels: (1) The recommendations of the Standing Conference of the Ministers of Education and Cultural Affairs frame mutual resolutions into supraregional general guidelines. The 16 Länder (2) are required to give concrete, and, where applicable, nuanced form to the general guidelines through their own school legislation. In the form of national school decrees these guidelines are laid down in a very broad sense and require further manageable concretion which (3) is stipulated in the rules and regulations of the school supervisory authorities. It is therefore through the recommendations of the Standing Conference of the Ministers of Education and Cultural Affairs in terms of supraregional general guidelines that the broadest diversification can be achieved.
Recommendations on Special Needs Education in the Schools of the Federal Republic of Germany

 "Empfehlungen zur sonderpädagogischen Förderung in den Schulen in der Bundesrepublik Deutschland" 

These recommendations provide an insight into the new approach on special support. It is in this framework that the Standing Conference of the Ministers of Education and Cultural Affairs observes that on Länder level the accomplishment of special education is not confined to Sonderschulen, i.e. schools of special education, and that, as a matter of fact, mainstream schools including vocational schools can increasingly respond to special educational needs. The recommendations describe the different venues and forms of special educational needs pinpointing their specificities and objectives and provide an insight into staff employment and its qualification XE "qualification" \b  in this particular field. 

Meanwhile, the following recommendations for the individual types of special education have been adapted from the 1994 Recommendations for Special Needs Education in the Schools of the Federal Republic of Germany: 

Recommendations for special needs education with focus on hearing (resolution of the KMK from 10 May 1996) - Empfehlungen zum Förderschwerpunkt Hören (Beschluss der KMK vom 10.5.1996)  

Recommendations for special needs education with focus on physical and motor development (resolution of the KMK from 3 March 1998) - Empfehlungen zum Förderschwerpunkt körperliche und motorische Entwicklung (Beschluss der KMK vom 20.03.1998)  

Recommendations for special needs education with focus on sight (resolution of the KMK from 3 March 1998) - Empfehlungen zum Förderschwerpunkt Sehen  (Beschluss der KMK vom 20.3.1998)  

Recommendations for special needs education with focus on instruction for sick pupils (resolution of the KMK from 3 March 1998) - Empfehlungen zum Förderschwerpunkt Unterricht kranker Schülerinnen und Schüler  (Beschluss der KMK vom 20.3.1998)  
Recommendations for special needs education with focus on mental development (resolution of KMK from 26 June 1998) - Empfehlungen zum Förderschwerpunkt geistige Entwicklung  (Beschluss der KMK vom 26.6.1998)   

Recommendations for special needs education with focus on speech (resolution of the KMK from 26 June 1998) - Empfehlungen zum Förderschwerpunkt Sprache  (Beschluss der KMK vom 26.6.1998) 

Recommendations for special needs education with focus on learning (resolution of the KMK from 1 October 1999) - Empfehlungen zum Förderschwerpunkt Lernen  (Beschluss der KMK vom 1.10.1999)  

Recommendations for special needs education with focus on emotional and social development (resolution of the KMK from 3 March 2000) - Empfehlungen zum Förderschwerpunkt emotionale und soziale Entwicklung  (Beschluss der KMK vom 10.3.2000)  

Recommendations for special needs education with focus on the education and instruction for pupils with autistic behaviour (resolution of the KMK from 16 June 2000) - Empfehlungen zu Erziehung und Unterricht von Kindern und Jugendlichen mit autistischem Verhalten (Beschluss der KMK vom 16.6.2000) 

The guiding principles of assessment in the field of special needs education (pronounced by KMK in the form of recommendations) are set forth as explicitly on the general level as they are on the second level of school decrees. On one hand, special educational needs can be characterised as an institutional category: Special educational needs can be presumed in learning venues where children or young people without special educational assistance cannot be sufficiently supported (1994, 5 Resolution of the KMK). In this logic, special educational needs emerge from the discrepancy between educational opportunities of young people and teaching conditions in mainstream schools. On the other hand special educational needs can be essentially characterised as a personal category: Not only do they describe the individual prerequisites of the adolescent and his/her educational and personal situation, but also the possible impact of special educational needs on his/her educational career and further well being in the event of life-long disability. According to its 1994 recommendations the KMK correctly pinpoints the urgent tasks in school development and implementation of special educational needs as follows:

· “identification of disabilities/impairments as well as their sources and progressive dynamics;

· assessment of the individual disability’s significance with regard to the child’s or adolescent’s school career and further well being;

· on the basis of the collected findings, realisation of the educational requirements in terms of education, instruction and special support in such way that the persons concerned acquire the ability to live with their disabilities and achieve to lead a meaningful life embedded in social surroundings and, whenever possible, to achieve a decrease or compensation with regard to the disabilities and their implications” (KMK, 1994, 4).
On the third level of regionally differing regulations the Länder are in the process of putting into practice the guiding principles by and by. Due to the fact that not all Länder have completed the transposition according to the recommendations there are still rules and regulations in place which have not yet adjusted to the changes in education policy.

1.1.3 Definition and Diagnosis XE "Diagnosis" \b  of the Target Group(s)

According to the recommendation of the Standing Conference of the Ministers of Education and Cultural Affairs it can be presumed that children or young people have special educational needs if their opportunities for education, development and learning are limited to such an extent that they cannot be sufficiently promoted within the scope of instruction at mainstream schools without additionally receiving special educational assistance. In this regard, therapeutical and social aid provided by other external institutions may be required as well. Special educational needs are to be determined in relation to the tasks, the requirements and the support measures the respective school can provide. A determination of the special educational needs of the child must take into account the tasks, requirements and support facilities of the individual schools. Furthermore, it must take into account the environment of the child, including the school as well as the pupil’s personal abilities, interests and expectations for the future.

The procedure of determining special educational needs comprises establishing the

individual need for support as well as deciding on the course of education and the place of support. The responsibility for the procedure lies with the school supervisory authorities:

- Either the authorities themselves have the competence for special educational needs as well as sufficient experience in the field of educational support for handicapped persons, or they consult experts in the field of special educational support.

- The procedure of determining special educational needs may be applied for by the parents XE "parents" \b  or legal guardians of the pupil, by the pupil provided he is aged 18 or above, by the school or, if applicable, by other competent services, and is to take into account the competences of the persons who participate or are to participate in the measures of support and instruction in a suitable manner.

1.2 Central Topics

Assessment is always based on syllabus requirements and the knowledge, abilities and skills acquired in class. Assessment is carried out by the teacher responsible for lessons, who is responsible educationally for his or her decision.

1.2.1 Aims, Contents and Methods are laid down in the General Legislative Outlines - Dealing with Heterogeneity 

The essential legislative outlines are described in detail in the 1994 Recommendations for Special Needs Education in the Schools of the Federal Republic of Germany (Empfehlungen zur sonderpädagogischen Förderung in den Schulen der Bundesrepublik Deutschland (06.05.1994)).

The recommendations have triggered a change of paradigm: The focus on institutions is more and more giving way to the focus on the needs of the individual. Education and instruction of disabled pupils is being increasingly recognised as a joint responsibility of all schools, schools for special education and mainstream schools. Thus, special education is no longer viewed as an isolated field of general education, but as a complement and focal area within. According to the recommendations of the Standing Conference of the Ministers of Education and Cultural Affairs the main characteristics of this process include:  

· experience in special educational needs in schools for special education, known as Sonderschulen and in mainstream schools;

· a new understanding of the integration of disabled; 

· a more effective early detection and support; 

· the enhancement of educational approaches in Kindergärten (pre-school establishments), Kindertagesstätten (day-care establishments for children under the age of 3) and Allgemeine Schulen (mainstream schools) as well as extended support, especially in Grundschulen (primary schools);

· the use of enhanced technical support; technischer Hilfen
· the improvement of diagnostic XE "diagnostic" \b  techniques; 

· greater appreciation of the benefits to children attending a school close to their home.

This is why the formerly prevailing concept of Sonderschulbedürftigkeit (the need for education at a special school) has been largely superseded by the concept of Sonderpädagogischer Förderbedarf (special needs education) which is defined as follows: It can be presumed that children or young people have special educational needs if their opportunities for education, development and learning are limited to such an extent that they cannot be sufficiently promoted in mainstream schools without special support. This definition shows that the accomplishment of special needs education is not confined to Sonderschulen, i.e. schools of special education, and that this type of special support can also be achieved in mainstream schools (including vocational schools). The recommendations specify the following aims and tasks: The aim of special education is to enable pupils who are either disabled or facing the threat of disablement to exercise their right to a form of schooling and education that is tailored to their personal capabilities. Pupils receive support in the form of individual assistance measures so that they can achieve the highest possible level of integration at school and at work, participate in society and lead independent adult lives as far as possible. In evaluating the special needs of pupils with disabilities special emphasis is placed on the assessment of:

· 
learning and performance behaviour, 

· 
language, speech and communication, 

· 
emotional and social development, 

· 
mental development, 

· 
physical and motor development, 

· 
hearing, 

· 
sight, 

· 
physical and psychological constitution. 

In this context it is important, in how far the disabled manage to deal with their impairments. In addition to the Sonderschule as the traditional place of special education, the aim is to promote the concept of inclusive classes at mainstream schools, so that pupils with special educational needs can attend mainstream schools provided that the required special educational assistance, practical support and the right physical environment are guaranteed. Co-operative forms between Sonderschulen and mainstream schools would be imaginable as well. In the future these forms of teaching can be increasingly put to the test and practice in the special education units which are being established in many parts of the country (national overview Germany).
1.2.2 Subject Areas of Assessment

SEN assessment XE "SEN assessment" \b  deals with various subject areas. According to the recommendations of the Standing Conference of the Ministers of Education and Cultural Affairs these serve to establish quantitative and qualitative profiles directed at special support measures (1994, 7, Standing Conference of the Ministers of Education and Cultural Affairs). The subject matters of this profile consist of data which can be roughly subdivided into 4 categories: (1) Provided a relevant problem exists, the data concerns pupil achievement, potential discrepancies between pupil achievement and learning requirements related to the respective school type, and, if possible, progress oriented statements about the next learning steps and their feasibility. (2) Secondly, the data concerns individual achievement capabilities described as personality traits or measured according to age. The personality traits may include i.e. cognition, speech, motor function, perception, sociability. (3) Thirdly, diagnostics XE "diagnostics" \b  should consider the pupil’s environmental conditions which may influence learning processes in school as well as the depicted “outset”. Formal aspects such as class size or amount of lessons are associated with this category in the same way as textual aspects such as didactical approaches, teaching methods and media.  (4) The fourth category covers extra scholar environmental conditions, i.a. family situation, co-operation between school and parents XE "parents" \b ’ house or medical-therapeutical support systems.

2. Implementation of Educational Guidelines

Due to Germany’s federal structure the implementation of assessment is very multifaceted: Not only does it vary in form, but also in the degree of its realisation.

2.1. Different forms of implementation 

Within the compass of measures for the improvement of linguistic competence in the pre-school sector, the range of methodical instruments for the diagnosis XE "diagnosis" \b  and improvement of linguistic skills is currently being further developed. Important instruments in this regard are the assessment of the stage of linguistic competence before school entrance and, if necessary, subsequent language promotion courses. These and other measures are designed to particularly support migrant children and children with deficits in language development as well as to compensate for social disadvantages.

The primary school focuses on monitoring XE "monitoring" \b  the individual development and performance of each pupil on a constant basis, as well as their working and social behaviour, and assessing these factors comprehensively. Educational progress is normally examined by constant monitoring of the learning processes and by the use of oral and written controls.

2.1.1 Inclusive education for pupils with special educational needs

Pupils with special educational needs can attend mainstream schools provided that the required special educational assistance, practical support and the right physical environment are guaranteed. Special education teachers XE "teachers" \b  are deployed at Sonderschulen and at mainstream schools that meet special educational needs, e.g. by providing mobile assistance and guidance and co-operative instruction with another teacher in inclusive classes. Apart from the external environment, this also requires qualified special education teachers, individualised forms of planning, carrying out and monitoring XE "monitoring" \b  the teaching process and co-ordinated co-operation between the teaching and specialist staff involved. Special education is provided during class lessons and, if necessary, alongside lessons.

2.1.2 Special education in the form of co-operative measures

Many Sonderschulen and mainstream schools are in the process of developing close educational co-operation. This can greatly benefit both lessons and the general life of the school. Also, this trend expands the opportunities for changing between school types and educational courses, increases the proportion of joint lessons and encourages the transfer of pupils from Sonderschulen to mainstream schools. By holding special school classes and mainstream school classes on the same premises a suitable basis for co-operation can be created.

2.1.3 Special education at Sonderschulen:

Pupils whose special educational needs cannot be met within a

mainstream school receive instruction either at Sonderschulen, at Berufsschulen with special emphasis on different types of special education or at comparable institutions.

2.1.4 Special education within special education units:

The aim of special education units (sonderpädagogische Förderzentren), either as regional or supraregional institutions, is to meet individual special needs or a range of different needs (e.g. physical and motor development, hearing and sight, and so on) and to guarantee special education in integrative, in-patient and co-operative forms. This form of education is based as near to the home as possible and provided by specialists. Within the scope of the responsibility of special education units for preventive measures, support is provided even before the determination of special educational needs has taken place, sometimes as early as Kindergarten.

2.2 Quality Features of Expert Opinions in Theory and Practice

SEN expert opinions are considered the most important documents in Germany from which the quality XE "quality" \b  of SEN assessment XE "SEN assessment" \b  can be construed, provided these opinions regard initial diagnostics XE "diagnostics" \b  and the allocation of resources (cf. 1.1.2).  Earlier empirical studies show that in practice special educational needs are traditionally diagnosed with methods which fail to comply with the latest policy provisions. An examination of expert opinions from the nineties, for instance, showed that less than 50 % of the reports actually proposed support measures. To what extent this report practice has evolved since 1994, when the educational innovations were introduced, has not yet been comprehensively examined. A detailed comparative study of a representative selection of expert opinions, which were established in four northern Länder between 2000 and 2002, shows that on a practical level the educational guidelines can by no means be regarded as fulfilled.
The following two examples confirm these observations: According to the before mentioned comparative study nearly 80 % of all contemporary expert opinions contain SEN proposals in various forms. However, most of these proposals are so vague and poorly differentiated that they hardly seem appropriate to justify recommendations of learning venues as required (cf.1.1.2). Besides, the examined expert opinions fail to take into account the children’s environment. Instead, they nearly all focus on the individual preconditions of the children, whereas only 15 % of the expert opinions, if at all, take into account their educational environment.  Therefore, educational guidelines of central issue such as a supportive and environmental orientation can by no means be regarded as implemented. 

3. Challenges and Trends

3.1 Helpful Links for Inclusive Education and Starting Points

The 1994 recommendations of the KMK have brought a positive turn in education policy in Germany and have paved the way for inclusive education and instruction. However, their practical implementation remains to be assured. One of the first and probably most important starting points can be seen in the detachment from the institutional point of view which is linked to the formerly prevailing concept of Sonderschulbedürftigkeit, i.e. the need for education at a special school (1972 KMK). Whilst former guiding principles were lead from the assumption that children required special assistance in the form of Sonderschulen as the only learning venue where they would receive sufficient support, a new primacy was set forth in the 1994 recommendations: the concept of inclusive education according to which children with special educational needs, as a rule, are entitled to instruction at mainstream schools, whereas instruction at Sonderschulen is declared as exception to the rule requiring special justification. 

Secondly, this primacy is linked with the opinion that SEN assessment XE "SEN assessment" \b  must be based on a quantitative and qualitative evaluation XE "evaluation"  of general and special educational needs, instead of claiming instruction at a Sonderschule as a matter of principle. This makes the rough development of an education plan an imperative task which will help generate new perspectives focussing on the question of teaching conditions required to put into practice this promotion concept. For only on this basis will it be possible to judge in which learning venues these conditions already exist or could be provided. 

Thirdly, the 1994 recommendations clearly reject the categorisation of children according to their special educational needs. Instead, they recognise the necessity to integrate internal and external factors of learning environments into the determining fields of SEN. In the framework of education and instruction it should therefore be aimed at varying and designing these fields according to detected SEN, as is imperatively demanded in inclusive education.

Finally, individual support manifests itself in the work with individual education plans. These plans document the previous development of pupils with SEN and constitute both the basis for instructive action (including the specific form of special assistance and promotion) and for the assessment of the implemented measures in connection with pupils’ progresses. Further they can constitute the basis for consultation of all persons involved in the process of education and instruction. An individual education plan needs to be established, updated and evaluated at regular intervals, and the results communicated to the persons and institutions involved.

3.2 Problems and Challenges from the Experts’ Point of View

Educational guidelines showing traits of or dominated by the traditional institutional view counteract the implementation of inclusive education. To a small extent, this already holds true for the most general level of the recommendations of the Standing Conference of the Ministers of Education and Cultural Affairs. For instance in the 1999  recommendations for learning promotion the notion of learning disability is still linked to the (apparently individually judged) non achievement of learning  and learning disability classified as norm deviation. To a larger extent, this problem area concerns the implementing regulations of the individual Länder, among which some still refer to out-dated school decrees and consequently adhere to the antiquated notion of Sonderschulbedürftigkeit, i.e. the need for education at a special school.

One basic problem encountered at the higher level of recommendation of the Standing Conference of the Ministers of Education and Cultural Affairs seems to be of particular importance: If initial special needs diagnostics XE "diagnostics" \b  with a definite character are required in order to provide for institutional resources (in particular the assignment of pupils to Sonderschulen), this strongly suggests a selective form of diagnostics (in the way it is performed in limited time frames). On the other hand, permanent diagnostics focussing on learning processes are envisaged, i.e. continual data collection and its flexible use for continual adaptation XE "adaptation" \b  of the promotion concepts. If the promotion concept is directed at justifying learning venue recommendations, as suggested by the Standing Conference of the Ministers of Education and Cultural Affairs (1994, 7 et seq.) then this should ideally be supported with process oriented diagnostics. Initial diagnostics with definite character could not assume this function.

In Germany’s education system SEN determination is often required for an official allocation of resources which are quantified according to the amount of lessons to be provided by qualified staff in the field of special education. This can be regarded as problematic for two reasons: Firstly, SEN determination often carries a negative label because in the public eye SEN is viewed in the traditional sense of Sonderschulbedürftigkeit, i.e. the need for education at a special school and identified with deficit or stigma (labelling phenomena). Secondly, the dividing lines between special and general educational needs are scientifically not clearly definable and in practice they are usually determined on the basis of subjective criteria. However, this means the resources are allocated unjustly insofar, as their allocation depends less on the subjective needs for education and support, but rather on the governing administrative decrees. 

Altogether, the situation of disadvantaged groups in the German education system has grown more complicated and confusing. It is the differences in education participation and competence acquisition in relation to social background and migration status that are particularly evident. When it comes to eliminating these inequalities decisions made at the decisive interfaces of the education system (most importantly when the transition to the secondary level is concerned) are of strategic importance. Moreover, educational support measures within schools and classes play a decisive role when it comes to decreasing the differences on the level of competence acquisition.

4. Innovations and Developments

4.1 Latest Developments and Efforts

Essentially, the educational guidelines aim at the following changes in teaching practice:

· early improvement of language competence, especially for children with a migrant background and children with German as second language, usually linked with a determination of the proficiency level, 

· better interaction between day-care establishments, pre-school institutions and primary schools, introduction of reliable half-day primary schools and provision of offers for all-day schools,

· achievement guarantees by regularly evaluating the learning situation; development and application of tools for performance diagnostics XE "diagnostics" \b  and implementation of standardised comparative tests across schools.

· establishment of school programmes,

· new formulation or further development of frameworks and elaboration of standards XE "standards" \b  in core subjects, 

· further development of the teachers XE "teachers" \b ’ methodical and diagnostic XE "diagnostic" \b  competences through further educational training. 

 (http://www.kmk.org/aktuell/bb_zusammenfassung.pdf)

4.2 Desirable Modifications XE "Modifications" \b  of General Legislative Guidelines 

How much influence educational guidelines (recommendations of the Standing Conference of the Ministers of Education and Cultural Affairs, school decrees, implementation regulations) actually have on the architecture of practice cannot be judged. It is, however, sure that a clear structure and standardised contents can contribute to their successful implementation. It would thus seem purposeful to strictly transpose those educational guidelines and school decrees which support inclusive education and instruction into specific implementation regulations. Equally, school internal decisions and resolutions would have to be examined under this aspect, and, where applicable, modified accordingly.

Secondly, it would be advisable to evaluate the existing guidelines including those yet to be adapted with regard to their practical implementation and to assure that the commitments are met. This would require not only the corresponding support from the school authorities of the regions, but also that the teaching staff involved in assessment processes is willing to put the guidelines into practice and, what is more, are qualified to do so.

Finally, the way performance standards XE "standards" \b  are dealt with on a social level should be adapted. The results of international comparative studies of pupil achievement show that the existence of non excluding schools does not counteract efficiency and performance orientation. Looking for instance at the Scandinavian countries we can see that inclusive schools are very well capable of setting and achieving high educational standards. With regard to the educational system in Germany it needs to be considered that a ‘school for everybody without exclusion’ as an institution with inclusive education and instruction can hardly be integrated harmoniously into a school system which underlies the principle of performance oriented pupil and school type classification. Within this institutional framework of performance related parallel school types the exclusion of children with SEN occurs to be as consequent as the transfer of pupils who fail to achieve the performance standards from one school to another. Conversely, from the viewpoint of inclusive education and instruction, the German education system should preferably change its course to such a degree that individuals are not transferred to different school types on the basis of performance achievement or failure (for whichever reason), but rather bring in assessment standards, tools and methods in a flexible way in order to determine further achievable aims and courses of education.

4.3 Required Resources

It is perfectly obvious that discrepancies between educational guidelines and the practice of diagnostics XE "diagnostics" \b  (cf. 2.2) are not intentionally caused by teaching staff or emerge by pure coincidence. Instead, all the evidence seems to indicate a lack of time and qualification XE "qualification" \b  on the side of teachers XE "teachers" \b  to implement the latest education policies and to promote support oriented diagnostics. In practice, too little is known about how to carry out qualitative analyses, how to classify the results in terms of progress and how to use the accumulated data in didactics. Not only in basic subjects like arithmetic, reading and writing, but also regarding the basis they require in the form of cognitive and linguistic development there is often a lack of theoretical knowledge. This is also true for didactic support concepts which take up such diagnostic XE "diagnostic" \b  findings and use them for individually tailored support.

To change this situation, resources would have to be made available firstly to ensure competence acquisition through further education of teaching staff and secondly to ensure that the required competence is imparted through supplementary trainer education. The prevalent system of teacher training in Germany is in the process of change, and this too, requires resources. The two to four-phased models of teacher training which are presently being discussed would have to be newly conceptualised in their entity in order to respond to the new structures and contents. Resources are also needed in the field of research and science since various subject areas are yet to be backed with theories of development, didactic concepts and educational approaches. 

Finally, the practical implementation of educational guidelines requires additional resources for teaching lessons and qualified staff, so as to assist the pupils at school, to determine their further course of education in terms of next steps, to recommend relevant didactic approaches, to elaborate education plans, to advise the pupils’ relatives as well as the qualified staff, and finally, to advance interdisciplinary exchange and co-operation. 

5. Conclusions

The educational guidelines represent an ideal point of departure for inclusive education and instruction. On the level of concrete transposition these guidelines in some Länder need yet to take shape in a more strongly standardised form. As practice shows, various conditions are still impeding to the process of consequent implementation. In addition, only very selective examples of successful inclusive practice in the context of assessment are available, and insight into its practical efficiency is unfortunately limited to insufficiently differentiated documentation. Teacher education should ideally evolve in the sense that teachers XE "teachers" \b , to further qualify for the new tasks, should receive broader and at the same time more differentiated special education, which is essential to the enhancement of inclusive education.

ASSESSMENT PRACTICE IN GERMANY

Introduction

The basic elements of inclusive teaching practice include general teaching concepts on the one hand and knowledge about underlying problems obtained through diagnostics XE "diagnostics" \b  on the other. Teaching practice based on special needs diagnostics needs to assure that the required amount and quality XE "quality" \b  of support measures is provided. According to the 1994 recommendations of the Standing Conference of the Ministers of Education and Cultural Affairs Standing education of young people with disabilities must be recognised as a joint task that equally concerns all schools. In this context, special education is increasingly regarded as complement to and focalisation of general education. 

Among other features, this process is characterised by:

· experience in special educational needs in schools for special education, known as Sonderschulen and in mainstream schools;

· a new understanding of the integration of disabled; 

· a more effective early detection and support; 

· the enhancement of educational approaches in Kindergärten (pre-school establishments), Kindertagesstätten (day-care establishments for children under the age of 3) and Allgemeine Schulen (mainstream schools) as well as extended support, especially in Grundschulen (primary schools);

· the use of enhanced technical support;

· the improvement of diagnostic XE "diagnostic" \b  techniques; 

· greater appreciation of the benefits to children of attending a school close to their home 

1. Assessment in the Field of Inclusive Education

Altered forms of learning in the Grundschule are contributing towards a new understanding of what is conducive to learning, and of assessing pupil performance. The focus has shifted to encouraging each individual pupil to achieve all that he or she is capable of, guided by the learning requirements for the respective school year. In order to do this it is necessary to monitor the individual development and performance of each pupil on a constant basis, as well as their working and social behaviour, and assess these factors comprehensively.

Educational progress is normally examined by constant monitoring XE "monitoring" \b  of the learning processes and by the use of oral and written controls. In primary Years 1 and 2, the focus is on direct observation of the pupils. In Year 3, pupils also begin to be familiarised with written class tests in certain subjects.

Assessment is always based on syllabus requirements pupil achievement, in particular written tests, oral contributions and practical performance. Written exams and tests taken during the school year, take place at regular intervals.

In the Länder which has established the corresponding laws, education and instruction of pupils with SEN is increasingly regarded as a joint task of all school types. This implies a new understanding of the integration and assistance of disabled. In addition, a new understanding with regard to the detection of SEN and diagnostic XE "diagnostic" \b  techniques has gained ground. Today, special support is less related to school types than it used to be in the past. Instead, focus has shifted to individual, personal and ecological aspects of learning and living environment.

1.1 Applied Methods / Criteria of Selection

Special needs education requires a systematic and criteria related observation of all learning and development processes of a pupil. 

Diagnostic techniques essentially include:

· criteria related observation of school -internal and -external situations,

· criteria related observation of confrontations with new tasks 

· interrogations and exchange with pupils, parents XE "parents" \b , teachers XE "teachers" \b  and other educational and therapeutical staff, 

· diagnostic XE "diagnostic" \b  examination procedures (commercial and non commercial) predominantly of informal type, which are usually coupled with   

· evaluation XE "evaluation"  scales and progress chronologies as well as with age and grade norms for the purpose of result interpretation.

Essentially, all diagnostic XE "diagnostic" \b  procedures including formal means of examination are also analysed on a qualitative basis. The diagnostic results constitute the basis for individual SEN planning. The special education plan contains the essential objectives, support measures, and offers from internal and external co-operation partners. The results of learning process related diagnostics XE "diagnostics" \b  are documented and followed up in the education plan on a continuous basis. Problem relevance of procedures (they must be suitable to analyse and break down the initial problem) and their support relevance (they must allow justified action with regard to achievable goals, appropriate learning contents and suitable methods) constitute the main criteria for the selection of appropriate diagnostic techniques.  

1.2 The Object of Diagnostics

As a rule, the detection of SEN points at an initial problem with educational relevance. At the same time, this initial problem implies that the person concerned has limited capacities to deal with every day life (cf. 1.1.2). Thus, the object of special needs diagnostics XE "diagnostics" \b  includes all aspects that relate to the initial problem and can help contribute to a better understanding and to its diminution. These aspects include among others: 

· A description of the problem and the history of its origins from the point of view of all persons involved in the process (the child itself, its parents XE "parents" \b , teachers XE "teachers" \b  and  classmates, external attendants and therapists, etc.) 

· Personality traits (intelligence, perception, speech, concentration, motivation, …),  but only insofar as their evaluation XE "evaluation"  appears to be important for the understanding of the background of the determined problems (e.g. speech development, reading and writing weaknesses),

· Pupil achievement (individual achievements compared to age, development and syllabus norms),

· School and class conditions, in particular conducive and non conducive learning conditions,

· Environmental conditions, individual capability to deal with every day life and possible confinements (including the question at which point in the person’s life the learning contents may become relevant from a subjective standpoint),

· Realised didactic concepts, their success and failure, their adequacy from the teachers XE "teachers" \b ’ point of view, and

· Participation and co-operation of schools and parents XE "parents" \b  or legal guardians (if necessary, further “helpers”).

1.3 References to Individual Education Plans (IEP XE "IEP" \b )

Special support is performed on the basis of special IEP XE "IEP" \b . These document the pupil’s history with regard to his/her development including the required special educational support. A continuous evaluation XE "evaluation"  of the measures taken is connected with the pupil’s progress and the guidance of all persons involved in the educational process. 

Learning diagnostics XE "diagnostics" \b  is a constitutive part of the teaching and learning process. It takes place within and outside of school lessons. Methodological didactics and diagnostics are directly interrelated. The aim is to analyse how pupils learn, how their learning methods and foreknowledge can be taken up in class and how they can be supported and assisted in the best possible way. In addition to the individual stage of a pupil’s development with regard to intelligence and learning abilities, his/her personal perception of his/her emotional and social situation has to be taken into account as well. All observations are based on the following set of questions:

· What foreknowledge does the pupil have?

· Where do his/her strengths lie?

· What is yet to be acquired?

· Which learning methods and aids have been successfully employed so far?

· Which competences are required for their acquisition?

· What are the next learning steps?

The IEP XE "IEP" \b  determines the planned learning steps under reserve of their feasibility, (leaving sufficient scope for flexibility) and how their achievement can be evaluated. As a rule, the IEP comprises four different didactic areas of decision: It explains and justifies (1) the objectives aimed at, (2) which subject matter (in the sense of framework curricula as well as individual requirements of a cognitive, motor, sensory, and linguistic nature) is to be imparted, (3) which methods appear to be adequate in general or in the individual case, and (4) which type of learning media and materials can be used. Decisions made within these four areas are justified at most on two levels of argumentation: Firstly, they are justified on the basis of theory, i.e. the decisions are legitimised on the basis of scientific findings, theoretical development principles, or didactic concepts. However, this line of justifications is of a general nature and not framed to the individual’s peculiarities. Secondly, the decisions are justified on the basis of diagnostics XE "diagnostics" \b . On this level of argumentation the peculiarities of the individual are taken into account. This is also where information about pupil achievement, individual basis of conduct and conditions related to the individual’s life come in.

Special needs education is founded on expert opinions and process diagnostics XE "diagnostics" \b  and always involves several parties requiring a common work basis. For this purpose the IEP XE "IEP" \b  lays down 

· the aims of special educational support in the individual case, 

· the general conditions regarding the conception of the work place, specific (technical) aids, support and guidance,

· possibilities of obtaining the aims agreed on, and 

· the method of evaluating pupil achievements and performance.

 

IEP XE "IEP" \b  contain statements about support types according to the following focal points

(cf. annex 1, IEP XE "IEP" \b  form).

Planning decisions can be incorporated on a diagnostic XE "diagnostic" \b  level in different ways. Microanalyses of peculiar aspects in a restricted sense regularly constitute part of this procedure. These may include detailed speech analyses of children with SEN, in particular with regard to the syntactical structure of their utterances, their vocabulary, phonological patterns and realisation of utterances. Microanalyses with focus on physical and motor refer to posture and movement under certain circumstances, microanalyses with focus on learning abilities and strategies with regard to reading, writing and arithmetic. Conclusions for IEP XE "IEP" \b  can be drawn from these diagnostic findings, in particular regarding which targets and other subject matter seem appropriate for the individual.

Secondly, microanalyses are increasingly complemented by behaviour and use analyses. Essentially, they deal with processes related to pupil achievements which are then made accessible for analysis on a micro-level. These include behaviour patterns which can be observed externally as well as individual conditions related to the act of accomplishment and living conditions. Regarding special support with focus on mental development this implies e.g. analysing orientation behaviour in every day life (e.g. reading of timetables) to develop hypotheses about the fundamental principles of behaviour (e.g. what does the pupil know about means of public transport, which time and space concept has he/she developed, what does he/she know about the abstract sign system in formalised timetables, why should he/she learn to read timetables and which purpose can it serve in his/her every day life?). These analyses help establish important connecting links on a didactic level. These in turn may have a decisive influence on the decision making, either content wise or from a methodological point of view, to name only two possibilities.

Finally, microanalyses are complemented by biographical analyses. They deal with individual backgrounds under different aspects, e.g. what do the parents XE "parents" \b  expect from their child, how are these expectations communicated to the child, how do the parents motivate their child, how do the parents co-operate with the school and where might changes be required, what types of hobbies does the child have, etc. This type of information is frequently used to adapt the didactic targets, to tailor content-related decisions according to the child’s foreknowledge, to turn to account their learning processes and to choose the forms of methodological access which may also help the child accomplish their every day tasks outside of school.

1.4 Resources

In this context, resources refer not only to the allocation of funds for learning material and lessons, but also to the availability of capacities and competences in the respective systems. 

Due to its federal structure Germany has no homogeneous system for the allocation of resources. Every year in spring the Sonderschulen and Förderzentren (special education units) determine a period of 1 to 3 weeks during which the assessment of the special educational needs of all pupils who have been registered takes place. The Länder do not provide any homogeneous regulations governing the additional availability of teaching staff, neither for the assessment process itself nor for related consultation, planning and co-operation activities. On the basis of existing rules and regulations the Länder, communities and partially also schools are granted a certain freedom of discretion.  

Offers for further education in special needs diagnostics XE "diagnostics" \b  have increased lately. These courses offer teachers XE "teachers" \b  and other persons involved in special support matters the possibility to extend their range of knowledge, skills and proficiencies. Some Länder offer special modules for SEN diagnostics, consultation and/or successful implementation of inclusive education in practice. 

2. Persons Involved

When a child reaches school age, his/her parents XE "parents" \b  or legal guardians normally enrol him with the Grundschule. If it is assumed that a child cannot be sufficiently helped in lessons at a mainstream school without special educational assistance, the school supervisory authority recognises that the child concerned has special educational needs and a decision is taken on what sort of school he or she should attend and where (a mainstream school offering additional assistance on an individual basis or a certain type of Sonderschule). Pupils who are attending a mainstream school but are not receiving the assistance they require may be transferred to another type of school in the course of their school career.

The following persons participating in the process of children’s education and instruction are involved in special needs planning activities:

· the teachers XE "teachers" \b  who instruct the pupils,

· the parents XE "parents" \b  (as far as possible)

· the pupils themselves (as far as possible)

· if applicable, external institutions and organisations

 

The forms of co-operation can differ, ranging from an active participation in the establishment of the special support targets to giving/receiving updates on the education plans. The special education unit in charge is obliged to inform all persons involved in the process about the defined targets. This co-operation, respectively the right to information, also applies for the examination of the support objectives and the formulation of new objectives. 

2.1 Co-operation

In order to ensure efficient special needs diagnostics XE "diagnostics" \b  in the context of learning processes the co-operation of all persons and institutions involved is imperative. It is from exchange with parents XE "parents" \b  or legal guardians that teaching staff can obtain indications of the pupil’s behaviour outside of school. The teachers XE "teachers" \b  on their part inform the parents about important observations concerning the pupil and his/her progress and confer together about options and bounds of special support offers and measures. 

A binding and qualified co-operation of teaching staff and other qualified personnel requires both a common basic comprehension of the tasks and a clear attribution of the areas of competence and responsibility of each person involved in instruction and school life.

Special educational support in schools requires backup through measures proposed by different services and qualified staff. In the interest of holistically concerted special support schools, as a rule, should co-operate with public health, youth and social welfare offices, with child guidance and medical services, institutions for early assistance, further specialists and institutions, labour offices, chambers, companies and centres for educational guidance. So far, the organisation of and recourse to such networks have not yet been managed in a satisfactory way, but have advanced to a topic of increasing interest in information sessions and advanced education courses. 

3. Learning and Instruction / Special Needs Diagnostics 

As inclusive education should be tailored to suit the needs of different learning prerequisites in an internally differentiating way, there should be sufficient knowledge of the individual’s prior learning background which is acquired through assessment procedures and needs to be transposed onto a didactic level.

Förderdiagnostischer Unterricht in German terminology, to be understood in the sense of instruction based special needs diagnostics XE "diagnostics" \b  refers to a double link: to instruction which is embedded in diagnostics on the one hand and to educational diagnostics which are justified through their purpose of substantiating support decisions on the other.  According to an extended concept of learning pupils acquire a comprehensive learning competence with regard to the following four aspects: 

Factual competence: development of an intelligent knowledge and ability basis. Methodological competence: Development of an extensive and applicable pool of methods

Self-competence: Development of self-reflective skills

Soft skills (social competence): Development of willingness and preparedness to perceive other people and things.
3.1 Influence of Diagnostic Information on Concrete Situations in Class – an Example
The exemplary case of a child with SEN in speech development (Mike, age: 9;8) serves to outline how diagnostic XE "diagnostic" \b  findings can be made operable for diagnostic planning processes. This example deals with a child with semantically and lexically marked developmental disturbances attending Year 3.

Spontaneous speech analyses, participatory observations during school lessons and leisure time and interviews help to identify distinct developmental speech disturbances as the core problem (in particular semantically and lexically marked disturbances).

Indicators on the level of vocabulary, point at a very seldom use of adjectives which Mike cannot use correctly in the comparative form, and a very limited vocabulary on the level of verbs which are frequently substituted with unspecific universals (make, do). It can be seen that limited vocabulary is based on a lack of availability of words, the meaning of which Mike has already understood. These findings can be made operable for the planning of special educational support by increasingly offering the child such verbs and adjectives (including their comparative forms) which he can use to verbalise concepts which already constitute a part of his knowledge. 

On the other hand, the limited and occasionally unconventional use can be attributed to Mike’s conceptual knowledge which grounds the ability to convey meaning to words. Over time Mike has already developed a certain stock of knowledge, i.e. he is aware of the chronological order of processes in the sense of cycles (days, weeks and years) and he is able to judge and compare time spans of events according to his subjective measures.  However, he has not yet comprehended the conventional scaling in the form of hours and minutes, i.e. the metric graduation of time, and is consequently not able to use related words in a factually adequate context. These analytical findings can contribute to the promotion of linguistic skills in such way that learning situations have to be created allowing the child to make use of his/her knowledge over time and to refine its use. Having achieved this step, the child will then be able to connect the increasingly differentiating system of concepts with his growing word-power.  

The analysis of Mike’s linguistic practices shows that time is not of major importance to the child, due to the fact the course of the day according to his routines is mostly structured by means of signals: He is asked to come home “before dark” (and not at a particular time), he is asked to sit down and eat “when he is called”, and he is requested to leave the classroom or the school yard “upon the sound of the bell“ – in other words: In Mike’s daily routines occasions for an analysis of the time phenomena are very rare and he gets along perfectly fine without knowing the exact time. Moreover, the scope of linguistic experience within the child’s family is fairly limited: His parents XE "parents" \b ’ linguistic usage is dominated by the appellative function, i.e. they address Mike in order to prompt him to do something; all that counts for them, is that he acts correspondingly. There are only few occasions for Mike to communicate with his parents. According to his teacher his communicative abilities in school are very limited as well since Mike’s contacts with his classmates are predominantly of a physical nature and his teachers XE "teachers" \b  have difficulty creating an acceptable work atmosphere. At this point strictness appears to be the usual means of reaction.

Before this background, situational conditions which point to a language’s mean and utility value assume an extremely important position within the semantically and lexically oriented promotion of linguistic competences. Only through this channel can Mike experience that language is a useful tool to communicate needs, to solve problems jointly and to come to agreements. This applies in the same way to the handling of time, whereas it has to be taken into account that the conceptual basis has to be created first in the sense of the previous paragraph.

With reference to Mike’s biography analyses show, among other findings, that the child is often confronted with requirements and expectations (at school and at home) which he cannot meet. But he receives only little encouragement and impulse to develop the necessary skills to respond to the requirements and expectations; instead, the non fulfilment of the requirements is simply punished. Mike is very interested in sport contests and technical equipment which he likes to disassemble and assemble again. With regard to the projected promotion of his linguistic competences this leads to the following conclusion: If Mike is supposed to further develop his capacity to act in his every day life then it is necessary to work at changing the problematic family and school conditions together with all persons involved. Moreover, to achieve the purpose work with Mike would prove to be efficient. This work would need to be directed at balancing his lack of experience by providing situations which give Mike the opportunity to bring in his needs with regard to self-determination, his interests in sport contests and mechanics and his competences (with regard to the chronological structuring of events and the shaping of social relations). In this context it must be aimed at refining his conceptual knowledge and connecting it with his growing word-power. 

With this background a class project is being conducted which implies the construction of simple time measuring devices and is accompanied by special linguistic support impulses for Mike: By setting the project up like a competition and looking at who manages to hold a weight with the arm extended from the body the pupils were given the opportunity to experiment with time measurement, and by excluding conventional watches, to construct simple time measuring devices. At the same time this project was embedded in  speech therapy for Mike directed at using adjectives in their comparative forms and amplifying his use of verbs by verbalising illustrated construction manuals for time measuring devices. This step was aimed at preparing Mike for the next task in class: the elaboration of a construction manual in written form.  Whilst the mode of operation of chronometers and their usefulness in every day life were central issues of the class work, the speech therapy was aimed at establishing time references in Mike’s daily routines in an additive and integrative form, for example with regard to the use of TV guides which, until then, he had not been able to deal with.  

Didactic decisions reached on a diagnostic XE "diagnostic" \b  basis constitute the background of this practice. An exemplary excerpt of diagnostic findings according to aspects and related didactic decisions is illustrated in chart 1:

	Selected diagnostic XE "diagnostic" \b  findings
	Selected didactic decisions

	Microanalysis language:
-
conceptual aspects: insecurities in chronological structuring of events (to how long and how fast); difficulties in dealing with time

-
lexical aspects: small word pool, especially in the area of verbs and adjectives (“universal vocabulary“, e.g. „do“, “super“)
	Objectives:
-
Differentiation of structuring possibilities to better accomplish daily routines

-
Refinement of “universal vocabulary” and enhancement of vocabulary related to the time topic

Contents:
-
Indirect and direct comparison of length of time of events 

-
Metric structuring and scaling of “time measurement devices”

-
Use of comparative forms of adjectives (positive, comparative, superlative form) when comparing duration and speed of events

Methods:
-
Competition: holding period

-
Construction and use of simple time measuring devices

-
Written documentation: construction manual

-
Modelling techniques

Media:
-
Jars, yoghurt pots, sand, ...

-
Camera, “therapy notebook“

-
Trialogo (“the magic word game”)

	Speech act analysis:
-
MIKE structures daily activities in particular via signals (daylight, bell ringing, being called)

-
Language use on the part of the parents XE "parents" \b : predominance of appellative function; marginal scope for MIKE’s linguistic development 
	

	Biographical analysis:
-
At home, MIKE is allowed to do practically anything, provided it does not disturb his parents XE "parents" \b ; obedience to rules is rewarded, disobedience is punished

-
School: Requirements are kept as simple as possible; in maths he is presently learning the time rules
	


Chart 1 Selected findings and didactic decisions of an individual education plan

The microanalysis of language shows that MIKE has difficulties in dealing with the conceptual structuring of events according to time which also manifests itself on a linguistic level in inappropriate word use – a logical consequence, as persons can only verbalise contexts which already constitute part of their knowledge. The support of linguistic development is therefore targeted on a differentiation of the time concept, i.e. of the pupil’s knowledge about time on the one hand and on an appropriate language use in the sense of word choice on the other. These objectives do not ensue from psychological aspects or the semantic-lexical development status alone; they are also footed on the educational intention to assist pupils in enhancing their capability of acting in their every day lives.

The specification of objectives already contains the determination of the content “time”. The comparative aspect of length of events was chosen because coordination with the aspect of motion is not required. However, the aspect of motion would be required for the comparison of “speed”. On a linguistic level the comparison of time spans suggests strongly the use adjectives in the comparative form such as „shorter, longer, and longest“. The use of adjectives in the comparative form is also focused on because the speech act analysis on a micro level reveals another significant problem in this context: the lack of linguistic stimulus in the child’s family environment.

The methodical decision to start from a competition focusing on how long the pupils manage to hold a weight falls into line not only with the class situation and the usual “trials of strength” fought out among pupils but also with the result of the biographical analysis according to which MIKE shows particular interest in competitions and technical devices. This too, argues for the decision to create an experimental situation in which the pupils are asked to construct time measurement devices autonomously. The methodical decision to resort to modelling techniques is however based on the scientifically proven fact in language acquisition research that feedback in the form of amplifying, requesting and correcting on the part of the dialogue partner constitutes a basic structure in normal parent-child interaction and is regarded as conducive to language acquisition. In this context, these techniques facilitate a natural intervention, thus reducing artificially created learning acquisition situations to a minimum.

3.2 Professionalising of Teaching Staff in Initial Education and Further Training 


(teacher training)

Every day life at school is shaped by special occasions for diagnostic XE "diagnostic" \b  action and requires decisions which in some cases may entail significant consequences for the persons involved. It is before this background that assessment in the context of special needs diagnostics XE "diagnostics" \b  embedded in learning processes is increasingly gaining importance. With reference to educational work this requires improved quality XE "quality" \b  with regard to transparency, commitment and verifiability. The success of such work is largely based on how new experiences gained in theory and practice can be effectively interconnected and on successful co-operation in the sense of networking.

Professionalising of teaching staff represents a key issue in quality XE "quality" \b  development in the sense of instruction enhancement and is thus regarded as an indispensable means of achievement. Among their other functions, education or learning plans are important tools in the implementation of assessment processes. They constitute a part of quality development in schools as they serve for educational diagnostics XE "diagnostics" \b  and individual support measures.

The Länder in the Federal Republic of Germany provide varying offers for information sessions and advanced education courses on different levels, not yet area wide, but to an increasing degree, covering topics like special needs diagnostics XE "diagnostics" \b  embedded in learning processes, (individual) education and learning plans, team work, inclusive instruction or diagnostic XE "diagnostic" \b  action. In the framework of a modular education structure some Länder offer these subjects as optional and compulsory modules as part of the teacher training. 

4. Innovative Assessment Concepts and Methods 

Innovative assessment concepts and methods in practice vary according to the education policies of the 16 federal states on the one hand and to the institutional and human resource related conditions in the individual regions on the other. The overall tendencies observed on a supranational level can be subdivided into three categories and summarised as follows:

(1) The first tendency is marked by an increasing orientation towards development norms and theories being less and less regarded as evaluation XE "evaluation"  standards XE "standards" \b  for individual performance discrepancies of an average norm. Instead, efforts to understand pupils’ newly developed capacities to act as an intermediate stage within their developmental process and to subsequently prognosticate their next stage in the sense of further progress are increasingly shifting into focus. Both descriptive approaches, which deal with progress-related manifestations (e.g. development of a child’s phonation) and explanative theories, which explain the principles of development and thus provide a basis for the conception of beneficial learning situations (e.g. semantic and cognitive development) are gaining foothold. Essentially, the advantage of this tendency manifests itself in the fact that special needs concepts can be tailored to the initial conditions and development prospects of the individual child.

(2) The second tendency points towards an increasing environmental orientation. So far, the child itself has always represented the focal point of assessment concepts and methods in school practice, whereas now environmental aspects are increasingly coming into the fore as they have been found to influence children’s development strongly. This new approach concentrates on questions relating to the aspects which determine and uphold special educational needs. Before this background systematic examinations of child/environment analysis on a methodical level are noticeably gaining in importance. Looking at this development, one of the positive aspects appears to be the hindsight that factors related to the child’s environment have a noteworthy impact on the emergence of special educational needs. This further implies that the exigency to orient support concepts towards shaping extrinsic environmental conditions (instead of only directing them to the child’s personal changes) has been well acknowledged.

(3) Finally, the opinion is more and more asserting itself that educational learning concepts should no longer be directed at a fictional average child. Instead, it is necessary to adapt them to the individual initial learning preconditions. In the context of special educational needs this applies all the more as prejudicial constraints regarding the individual initial preconditions as well as environmental conditions can manifest themselves quite differently. The growing response on a methodical level projects a continuous follow-up of the individual learning and progress potentialities which must serve as a basis for the establishment of individual education plans. In most Länder such individual education plans for children with special educational needs are presently being officially demanded. In some Länder education plans are in the process of being developed for children without special educational needs (e.g. in the form of learning plans), however they are not yet considered as a mandatory constituent of educational work.

5. Conclusions

This section will look at the promotion and support possibilities aimed at practice enhancement, conducive and non conducive conditions in the framework of inclusive education measures.

The priority objective of special needs interaction is the integral support of pupils in the process of their development. Following this logic, the application of normative procedures is out of the question, as they cannot be regarded as suitable assessment tools. The methods of conventional text construction do not sufficiently take into account situation-related dependencies or possibilities of development and change and do not provide sufficient directions for instructive assistance and support. Assessment, however, aims at pedagogic descriptions which do not place emphasis on a child’s weaknesses and deficits. Instead, focus is shifted on particular skills and their further development, existing abilities, strengths and potentials of a child within its microstructure.  It is essential to put into practice an assessment procedure which is embedded in the learning process and directed at gathering information about a child’s past, present and prospected future on the basis of which special strategies for optimal support can be developed, organised and implemented. Clear statements are required with regard to responsibilities, methods, time frames, types of reflection and evaluation XE "evaluation" . 

This is where the establishment and follow up of individual education and learning plans has proved of value. In the field of social affairs aid plans for young people with disabilities represent a legally embodied instrument which serves to describe and implement support measures. In the future it should be worked towards a harmonisation of these two instruments. In the field of special needs qualitative action in special needs diagnostics XE "diagnostics" \b  relies on the co-operation of experts. Several federal states are in the process of developing co-operative networks. This process should be continuously carried forward to assure that assessment in the sense of diagnostically oriented special needs instruction gains ground. In this context it should aimed at further incorporating know-how gained in the field of special educational needs development into general education by turning to special education units which provide for an advantageous structure.    

Germany’s Länder have developed a variety of diagnostic XE "diagnostic" \b  concepts, methods and strategies which the school system can avail itself of in order to guarantee the implementation of process-attending and supportive assessment in consideration of environmental relations. First approaches emerged from the concept of child/environment diagnostics XE "diagnostics" \b  or analyses. Among other references, the Index for Inclusion by Booth und Ainscow, which serves as an evaluation XE "evaluation"  tool in inclusive education, presently provides a valuable orientation framework for schools. Research and development in this field have been and are placing growing emphasis on the development, presentation and testing XE "testing"  of special diagnostic tools. The trend becoming apparent in this process shows that conventional standardised diagnostics such as intelligence tests have either been superseded or require supplementation, e.g. by competence inventories. In spite of the numerous existing methods, examples and tools there is presently no methodical repertoire at hand which is accessible and manageable for all schools Germany-wide. 

In order to assure successful handling of special needs diagnostics XE "diagnostics" \b  teachers XE "teachers" \b  must acquire the competences to develop and put into practice support recommendations on the one hand and to conduct, reflect and evaluate support measures on the other. It is therefore essential to provide the necessary resources and professionalisation options at a progressive rate. 

THE FEATURES OF ASSESSMENT BEST PRACTICE AND POLICY THAT SUPPORTS BEST ASSESSMENT PRACTICE
Best Practice

The German school system is still a system that is structured according to performance requirements. All attempts hitherto to change this school structure which was implemented in 1798 have failed. Nevertheless, the entire school movement of the seventies has resulted in the development and implementation of various forms of integration of disabled and fringe pupils into mainstream schools. Hence, in 2003 according to the KMK (Ständige Konferenz der Kultusminister aller Bundesländer – Standing Conference of the Ministers of Education and Cultural Affairs of the Länder) statistics, 12.9% of the pupils with special educational needs were educated in inclusive classrooms in mainstream schools. Consequently, diagnostics XE "diagnostics" \b  and thus school “assessment” in Germany inevitably have two sides: (1) Firstly, children with perceived learning and developmental problems have to be examined for special educational needs. Then (and this applies to a predominant ratio of 87.1%) it is to be justified that these special needs can be fulfilled only in a school for special education. This form of assessment is a prospective diagnostic XE "diagnostic" \b , which with the predominant use of personal analysis models, tries to predict the future educational course based on the existing school structures. (2) The second form of diagnostics approaches what is understood by “assessment” in inclusive contexts. According to German terminology it is evaluative diagnostics accompanying the learning process which could be the constituting feature of good classroom teaching, but which is seldom consciously used and elaborated in the possible and desirable form. In particular, in classes and even in schools where integration with same objective or a different objective is practiced, there is already a tradition of school assessment, which can be integrated internationally in countries where there has been major progress in the implementation of the inclusive concept. The characteristics of such an assessment include:

· Assessment is a constituent of pedagogic activities for motivating and accompanying learning and developmental processes for all pupils in a class.

· Assessment is a systematic form of acquiring knowledge, forming and testing XE "testing"  hypotheses.

· Pupils are not only the objects of the teaching process, but also participate as the subjects and actors of their development.

· Furthermore, parents XE "parents" \b , teachers XE "teachers" \b , the class community and the school as a system are also actively involved.

· The objective is to create conditions for pupils in the class system which would facilitate the next development steps.

· Therefore, a good assessment consists in stock taking, planning the next pedagogic activities derived from it and the next possible development steps for pupils. An evaluation XE "evaluation"  of the implemented plans follows.

· The German education plan must depict the two sides of the planning event, namely as the “Individual educational (development) Plan (IEP XE "IEP" \b )” and the “Planning of Pedagogic Activities (PPA)”. 

· Educational planning follows the pedagogic phase as an attempt to implement the planned specifications. The pedagogic phase will be constantly evaluated with relation to the designed objectives. IEP XE "IEP" \b  and PPA will be customised and modified based on the results of the evaluation XE "evaluation" .

· IEP XE "IEP" \b  and PPA are syllabus-oriented. The syllabus is thus based not only on the fulfilment of demands with relation to the school learning objects, but also on personality development.

· The systematic extrapolation of the IEP XE "IEP" \b  results in a “logbook” recording the development process and the development stages and, at the end of a form, in a portfolio XE "portfolio" \b . In the medium and long term this portfolio could replace the traditional school report.

· Assessment takes place under a systemic perspective involving all persons who impact the pupils in an internal and extra scholastic context. The object of the assessment thus includes all individual, personal, psycho-social and material living conditions of the child in different scholastic and social environments.

· Assessment is both normative and formative and applies quantitative and qualitative methods that might provide answers to respective questions on development accompaniment.

· Assessment is conducted on the background of a social science model and with the belief that communication and co-operation and subsequently human behaviour in the social community essentially influence the learning and development processes. Linear, medical models are important only in so far as health problems and mental and physical impairments, which condition human behaviour, must be the object of the assessment for understanding the current development stages and development processes.

· Assessment in the inclusive context results in integrated and additional forms of educational support based on providing pupils with what they need most to further their education.
Policy that supports best practice
· Schools must be obliged to use the IEP XE "IEP" \b  and PPA tool systematically and to evaluate and document its use regularly.

· Schools must have the freedom and autonomy to organise their work consistently with these control elements.

· The school administration must conduct regular advanced training on assessment issues and award corresponding points for it in a credit system yet to be developed.

· The school administration must develop an internal and external evaluation XE "evaluation"  system. A successful evaluation not only lays emphasis on external appraisers, but also on the analytic expertise and responsibility of the colleagues in the system. The results of external evaluation must be prepared in such a way that they can be made available to schools as an advanced perspective of school development.

· The object of the internal and external evaluation XE "evaluation"  must be the quality XE "quality" \b  of the pedagogic processes, the results achieved on the side of the teaching staff qualification XE "qualification" \b  and the learning results achieved through the pupils.

· Special needs diagnostics XE "diagnostics" \b  must be an obligatory part of the school programme.

· It must be guaranteed that pupils receive the educational support they actually need, whereby the kind of stimulation required (without under or over challenging the pupils) will be examined according to qualified and state-of-the-art methods.

· It must be ensured that special needs diagnostics XE "diagnostics" \b  are carried out in a team (pupils, parents XE "parents" \b  and classroom teachers XE "teachers" \b ) by integrating the Special teachers of the support centre and other actors.

· It must be ensured that awareness change processes are supported by incentives.

· It must be ensured that educational research for developing various methods and procedures for special needs diagnostics XE "diagnostics" \b  in education is carried out in the German-speaking regions and that the results are shared and disseminated. In the same manner, it must be ensured that research results from other countries are made accessible in Germany. 

OVERALL CONCLUSIONS

The educational policy reforms of the 1990s set a period of transition in motion in the Federal Republic of Germany, which, though it by no means has come to an end, has had a long-lasting impact on the education system. The primacy of an integrative education system in mainstream schools and the altered role with regard to diagnostic XE "diagnostic" \b  activity in special educational needs that is connected with this, is without doubt one of the main innovations. In this respect, the educational policy guidelines described in Part I are undoubtedly groundbreaking. They demand and promote special needs diagnostics XE "diagnostics" \b  that underpin the learning process in an integrative school for all children.

However, it also shows that this shift in practice is still not complete and has been implemented differently in the individual federal states. In particular, there exists a discrepancy between ideals and reality, in that attending a special school, as is called for by the recommendations of the Standing Conference of the Ministers of Education and Cultural Affairs, is still not the exception to the rule. Alongside the inclusive education of children with special education needs, special schools still in many cases form a parallel variant. This corresponds to the fact that when assessing the needs of children with special educational needs, special school teachers XE "teachers" \b  asked to carry out the assessment still assess children as “requiring a special school”. This means that contrary to educational policy, which requires that special educational needs are not bound to specific institutions, there is an assumption that there are children whose education would be best carried out at a special school.

Possibilities of a precise differentiation between general educational and specific special education needs are open in theory. Every child requires schooling and education that are individually adapted to their needs, some more than others. However, it is difficult to determine where the boundary lies for those children that require a particularly high degree of individual support, which cannot be provided without additional resources being deployed. This boundary is largely defined by the institutional framework of the split school system. Amongst other things, it follows from this that special education needs must first be officially identified so that resources can be made available. At the same time, however, this increases the possibility of the child being educated at a special school, since the resources are still largely bound to the special school institution.

For approximately 20 years, further diagnostic XE "diagnostic" \b  concepts, methods and strategies have been developed, which not only enable a quantitative comparison to be established between individual capability and the standard average, but which can also be used for a qualitative analysis of developed requirements for learning. They enable a justified assessment to take place with regard to the next learning steps a child must be able to perform so that from the perspective of teaching requirements and educational objectives, the next support steps can be planned based upon diagnostic support. For many areas of school learning, there is a lack of appropriate tools for qualitative analysis. Development work must be performed in this area. For instruments that have already been developed, broader implementation in practice as well as systematic evaluation XE "evaluation"  of their effectiveness is required.

The further development of assessment in the German education system can certainly benefit from the experience of other countries. International comparison studies, such as PISA XE "PISA" \b , have not only enabled the success of European countries to be compared, but to also question what conditions make success possible. In this respect in particular, other valuable stimuli for the development of the education system are hoped for. However, it must be taken into consideration that it is not only possible to see the development tasks of schools in the relationship between Germany and other nations. They also exist in relation to the individual federal states. The differences in both education policy requirements as well as actual practice do not only require discourse within Europe, but also within Germany itself.
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Annex: IEP XE "IEP" \b  Beispiel für ein Förderplanformular

Beispiel I für einen Sonderpädagogischen Förderplan 

(hier aus dem Förderschwerpunkt körperliche u. motorische Entwicklung)

	     
	     
	     

	Name, Vorname
	Geb. Datum
	Schulhalbjahr


Entwicklungsbereiche:

	Bereiche
	Ist-Stand
	Ziele
	Gepl. Förderung/ Überprüfung

	Wahrnehmung und Bewegung
	     
	     
	     

	Sprache und Denken
	     
	     
	     

	Personale und soziale Identität
	     
	     
	     


Handlungs- und fachorientiertes Arbeiten:

	Fachbereich/ Fächer/ Leitthemen
	Ist-Stand
	Ziele
	Gepl. Förderung/ Überprüfung

	     
	     
	     
	     

	     
	     
	     
	     

	
	
	
	


Umgang mit Hilfsmitteln/ Lebenspraktische Fertigkeiten:

	Bereiche
	Ist-Stand
	Ziele
	Gepl. Förderung/ Überprüfung

	     
	     
	     
	     

	     
	     
	     
	     

	     
	     
	     
	     


Spezifische Förderung/ Nachteilsausgleich:

     
	Unterschrift

Lehrkräfte
	
	Unterschrift

Eltern
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