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PREAMBLE

Primary education consists of nursery school and primary school. From 2 years and 6 months until starting primary school, children are allowed into nursery education. Children are obliged to follow primary education from the age of 6 years, which in effect means from the end of nursery school until the start of secondary education. For both age groups Flanders provides both mainstream and special education. The mainstream primary school takes 6 years, while the special school takes 7. The school administration is free to choose the organisation of nursery and primary school but defines this organisation into a “school working plan”.

	Primary education


	Nursery school


	2 years, 6 months – primary school (6y)
	Mainstream nursery school

	
	
	
	Special nursery school

	
	Primary school


	6 years – secondary school (12y)
	Mainstream primary school

	
	
	
	Special primary school


The organisation of mainstream primary education has to be based on a pedagogical project in which the school defines an educational and learning environment to provide a continuous learning process for all children. An optimal development for pupils is the central idea of the report. Mainstream primary education is responsible for the education of all children in this age group. Pupils can follow the mainstream primary school for at least 4 years up to a maximum of 8 years, with a maximum age of 15 years. The Year 8 in primary school has to be advised by the Pupil Guidance Centre (CLB) and the ‘class counsel’. Mainstream education has the task to counsel and to provide education for as many pupils as possible. To maintain this goal and to ensure equal opportunities for all pupils, mainstream primary schools receive extra hours during the final years. Teacher training provides courses to educate teachers XE "teachers" \b  in ensuring these equal opportunities. VOZO: http://www.kdg.be/main.aspx?c=*KDGDLO&n=1497)

The special primary education provides adapted education for behavioural, treatment and therapy, based on a specific pedagogical project for pupils who have a temporary or permanent personality disorder. Pupils can follow special education for a maximum of 9 years until the maximum age of 15 years. Pupils are allowed into the type of special education which suits their needs. Special education is provided for the following types:

· type 1: adapted education for children with a mental retardation

· type 2: adapted education for children with a mental handicap

· type 3: adapted education for children with emotional and behavioural difficulties

· type 4: adapted education for children with physical disabilities

· type 5: adapted education for children in hospitals or in preventoria for medical problems

· type 6: adapted education for children with visual disabilities

· type 7 adapted education for children with hearing disabilities

· type 8: adapted education for children with learning difficulties

The types 1 and 8 are not recognised or financed in special nursery education.

Integrated primary education is a co-operation between mainstream primary education and special primary education. Pupils with a (mental) handicap, learning and/or behavioural difficulties can temporarily or permanently follow partly or entirely in a mainstream school with specialised help from special education. There is full integration when the pupil follows all the lessons and activities in the mainstream school. With part integration the pupil follows at least two half days a week in a mainstream school. An integration plan is drawn up for every pupil in integrated education.

The task of school guidance is in the hands of the Pupil Guidance Centre (CLB). Since September 2000 these centres replace in an inclusive way the Psycho-Medical-Social centres (PMS centres) en the Health Supervision in Schools (MSTs). This change implied the end of the exclusive medical approach, and the guidance of pupils nowadays involves an integrated multidisciplinary approach, reflected in the basic staff formation: one physician, one director, two social workers, two paramedical workers, two psycho-pedagogical consultants and one administrative worker or co-worker. 

The CLBs are concerned about the well-being of the pupils and operate therefore on 4 areas: learning and studying, the educational career, preventive health care and psychological and social functioning. The groups dealing with the CLBs are the pupils, as well as their parents XE "parents" \b , teachers XE "teachers" \b  and schools as a whole and including both primary and secondary education.

The transfer towards special education is enabled by the CLBs (regulated within the legal framework of the Decree from the Flemish government of 16 september 1978; http://www.ond.vlaanderen.be/edulex/database/document/document.asp?docid=129). A child can be enrolled in special education at any time as long as the CLB provides him with a report that specifies his educational needs in the form of a ‘type of education’. This report consists of two parts. The first part of the certificate provides information about the type of education that the child should follow in collaboration with the family. This certificate informs the special school by confirming the examination (second part). The second part of the report contains the results of the multidisciplinary examination. 

Two main problems within this system can be identified:

· Mainstream schools often discover the problems of the child too late, so that transfer to special education seems inevitable.

· Too much attention during the examination goes to the child factor; too little attention is paid to the context factors.

In the context of these problems the decree is being reviewed (See as well ‘III challenges and tendencies’) 

ASSESSMENT WITHIN THE EDUCATION SYSTEM IN FLANDERS

1. The Legal Systems for Assessment

The Flemish legislation does not describe vast assessment procedures, nor state regulated assessment, for pupils at primary education at all. School administrators provide themselves with concrete assessment procedures for their school based upon the school’s pedagogical project. This implicates that the school administrators and the team of teachers XE "teachers" \b  autonomously decide how teachers work with and assess the contents of the education. The school work plan of each school explains the way in which the pupils will be assessed and how the school will report the results. (example of a school work plan is to find at: http://www.dewip.be/school work plan.htm)

The government provides the content of the primary education in the form of attainment targets (for mainstream education) and developmental objectives (for special education). The government defines in these documents uniform minimum goals for all schools providing primary education. This legislation, since 1st September 1998, clarifies the expectations to the schools and guarantees a basic quality XE "quality" \b . Class teachers XE "teachers" \b  have a clear overview about what their pupils have to reach and the school administrators have criteria to decide whether a pupil can receive his certificate for mainstream primary education. Pupils in special education can receive a certificate if the inspector approves the goals for this particular pupil to be equivalent to the attainment goals to be reached in mainstream education. 

The developmental objectives and attainment targets are used as criteria for the assessment of the quality XE "quality" \b  of the primary school by the governmental inspection. The inspector assesses the effort that schools make to ensure that their pupils reach the attainment targets and developmental goals. The inspection is based on the CIPO-model en therefore detects, especially, the ‘output’ of each school by evaluating the methods of assessment that schools use based on the following definition: ‘Evaluation is a whole process of collecting, analysing and interpreting information about every possible aspect of instructional activities to formulate a verdict about the effectiveness, efficiency and/or other impact.’ (Thorpe, 1998). 

(http://www.ond.vlaanderen/edulex/database/document/document.asp?docid=12254#135370)

In primary education there is a difference between developmental goals and attainment targets. (http://www.ond.vlaanderen.be/dvo/basisonderwijs/index.htm). Developmental goals were made for nursery education and are the minimum goals for knowledge, skills and attitudes that the government wishes the student population to reach. Some factors in the curricula of nursery education are based upon developmental goals (and not upon attainment targets):

· Nursery school is not obligatory education 

· Not all of the children who follow nursery school start at the same age

· The tempo of the development of young children is divers for every individual 

There is no obligation (though there is a recommendation) that the children have to achieve all the developmental goals from nursery school before entering primary school.

Developmental goals have also been developed for special primary education as well. In co-operation with the CLB and as much as possible in co-operation with the parents XE "parents" \b , the class counsel chooses to work thoroughly during a defined period of time with some particular developmental goals for a certain group of pupils or for individual pupils. The developmental goals for special education differ for the different types of special education.

Attainment targets for primary education are the minimum goals that the government define as necessary and reachable for a certain population of pupils. Minimum goals are a minimum of knowledge, skills and attitudes. Attainment targets can be written for a specific course but they can also be cross curricular. Each school has the societal duty to reach their goals and the cross curricular attainment targets. The vakoverschrijdende attainment targets can be reached by educational (school) projects or through many different courses. Schools devise their own plan for the cross curricular attainment targets.

Every school administration determines the content of the primary education in the school and defines the pedagogical and educational methods freely. The schools provide, as a minimum, the following courses, and if possible with a coherence between them. 

2. Implementation of Assessment Policy

The assessment policy of Flemish primary schools is filled in by the school administration, based on the attainment targets and is described in the school work plan. The class counsel decide by evaluation XE "evaluation" \b , which pupils receive a certificate at the end of primary school. The outcome of the assessment process is the way in which the pupil has reached the standardised curriculum (attainment targets) and the schools specific goals from the school work plan. Teachers and school administrators have to prove this for every single pupil with valid and reliable data. Succeeding in both parts leads to the certificate. Instruments used to collect the data are the central exams from the school boards, the method tests from publishers following with the schoolbooks, standardised school exams based on the school work plan, pupil monitoring XE "monitoring" \b  systems,… These instruments will be assessed by the school inspector to determine the output factors, namely the effect or the result of the education. A central question here is: 

· Did the school accomplish (and how much) the societal task, i.e. duty to strive for and to reach the developmental goals and the attainment targets?

Specifically to the special education:

· Did the school accomplish (and how much) the chosen goals and the selected developmental goals?

· Did the school accomplish (and how much) the societal task, i.e. duty to strive for the developmental goals?

The inspector examines the analyses of the data to see whether the school offers inclusive quality XE "quality" \b  in a responsible way and according to his/her visions of education.

The last results of an inspection showed that quality XE "quality" \b  in primary education is good. Special attention was drawn to individualised education by differentiation on classroom and school level. The inspector tried to find out whether or not the primary school is making enough efforts to offer tailor-made education for every pupil. The Flemish government wants to, by taking extra care, improve the development of every pupil. The specific score on this issue was not so good. Only 60% of the schools scored well on this topic, from which only 15% scored very well. More than 20% of the schools received a poor score. Nursery school in general scored better than primary schools, especially on differentiation. The first three years of primary school (Years 1-3) scored better than the last three years (Years 4-6). 

The inspector defines the differentiated education on the basis of the following criteria (extracted from the didactical models):

1. teachers XE "teachers" \b  have a correct view on the starting point of the pupils + screening (70%  scored well)

2. teachers XE "teachers" \b  make efficient use of  learning instruments and infrastructure (70% scored well)

3. goals and contents (50% scored well)

4. working forms and grouping forms (50% scored well)

5. evaluating and reporting XE "reporting" \b  (less than half of the schools scored well)

(more information: 

http://www.onderwijsinspectie.be/alg/Onderwijsspiegel10102/deel1.pdf, http://www.onderwijsinspectie.be/BaO/Schooldoorlichtingen/output.ftm
and http://www.klasse.be/archieven/archieven.taf?actie=detail&nr=7270)

Offering tailor made education has to be supported by the school’s special needs policy, co-ordinated by a counsellor and with the whole school team being responsible. Within the special needs policy there are problems to solve on three levels:

1. co-ordination of care initiatives on school level

2. support the actions of the individual teacher

3. counsel the pupils

These problems cannot be separated. The responsible co-ordinator has to consciously stimulate the co-operation between the three levels, as well as reaching it. The special needs policy is characterised by actions on three levels but this does not mean that all these actions have to be fulfilled by one person. The special needs policy is a matter in which the whole school is involved, the principal included, and in which the whole team have responsibilities. Possible initiatives within the policy, often under the responsibility of the co-ordinating counsellor, are:

· on school level: caring, being visible, present and reachable for every question/ problem from teachers XE "teachers" \b , pupils, parents XE "parents" \b ,..; organising and co-ordinating curriculum differentiation for the individual pupil or for groups of pupils (= differentiation of goals, content, working forms, grouping forms, assessment, tempo,…); the organising and supporting of differentiated learning processes; introducing and supporting the use of a pupil monitoring XE "monitoring" \b  system; organising the registration of useful information about pupils and making this accessible to all participants; organising the intern and multidisciplinary meetings; organisation of the contacts with external partners (CLB, specialised services, special education,…); setting up networks of persons, services and schools to work together or support each other; setting up a documentation centre; stimulating parent participation, organising contacts with parents, self assessment XE "self assessment" \b 
· on teacher level: providing didactical suggestions about diversity (= prevention of learning problems); giving instruments for detection and problem analyses; supporting by action based diagnostics; working together on the individual education planning; searching together for solutions and interventions; following up and assessing the interventions; coaching of colleagues;…

· on pupil level: the school takes care of the pupils who need extra support. Following up the individual education planning; strengthening the pupil emotionally; providing remediation of reading, writing and mathematical problems; training basic skills; stimulating motor skills. Often this support comes from specific expertise. When the problem becomes too great for the class teacher and the class group, the counsellor can intervene. 

Thus there is a certain amount of room to provide tailor made education in mainstream schools. The expertise has not come that far as yet and we cannot speak of inclusive education on a large scale, especially not on the level of curriculum differentiation and adequate assessment.

(http://www.ond.vlaanderen.be/beleid/toespraak/050615-marokkanen.htm, http://www.ond.vlaanderen.be/publicaties/2003/brochureGOKA4.pdf, http://www.ond.vlaanderen.be/GOK/faq/faq_bao.pdf)

3. Challenges and Tendencies

Schools have the freedom to describe their own vision on education, assessment, care and tailor made education in their pedagogical project. This autonomy causes a very heterogeneous assessment picture in Flanders. The only requirement of the local assessment policy of a school is that it has to be placed on the very wide continuum between to two possibilities. The first possibilities is the pedagogical method that is program oriented, prestigious and selective. The other possibilities represents the pupil oriented, adaptive and inclusive principles. It is required that the different parts of the didactical models are concreted within the vision of the school. In other words, a school chooses the weight of pupil orientation and inclusive ideas in the curricula and therefore still allowing a large amount of freedom for schools in their choice of differentiated education. How pupils are assessed and how goals and assessment procedures are differentiated from the standardised curricula and school work plan for individual pupils depends on the goodwill and expertise in this area of the school.

The main difficulty in this context is the freedom within this policy. Until now there were formulated too few clear purposes in the area of equality in opportunities and the procedures to reach these goals in the schools were not regulated enough. In other words, the government has to provide more frames in order to define the content and process in the schools, and not just stimulate the input of pupils into the mainstream classes.

A second difficulty of the policy of equality in educational opportunities is the role and position of the school counsellors. Experience tells us that they have a very isolated place in the school environment compared to their colleagues and to change this situation would require courses in leadership. With this context in mind, we must not forget that the classroom teacher still has to take a central place in this policy. Improving the expertise of the classroom teacher has thus to become a priority if we wish to invest in a proper special needs policy. Concrete plans for structural co-operation between mainstream and special education is a must.

In order to review the Decree on transfer to special education from 19th Sept. 1978, a pilot project was set up in January 2004. The project is embedded in 6 CLBs and makes use of a ‘care trajectory’ aiming for “harmony between the educational needs of the pupil and the educational supply of the mainstream school”. There has been set up a strict order of procedures: first it is the mainstream school that has to strive towards harmony. It is not until the mainstream school has proved its intentions that the CLB will offer help to create specific adaptations XE "adaptations" \b . If this does not lead to a solution, a transfer to special education can be considered. This trajectory contains four stages (see as well: 

www.ond.vlaanderen.be/schooldirect/BL503/discussienota.doc):

· Stage 1: At this stage schools should offer a pupil prevention, differentiation and remedial teaching in order to decrease various problems. It could be very interesting to get some expertise knowledge and approach from special education, but it will remain the responsibility of the mainstream school to work with all the children.

· Stage 2: In case the efforts of the mainstream school are not effective, the CLB can provide support to the mainstream school. This collaboration will lead towards an individualised program that can facilitate, compensate and dispensate where needed.

· Stage 3: The third stage can again be used after the proved efforts in stage 2. Pupils who need more support than the second stage can be offered special education. In collaboration with the CLB, special education and the mainstream school, there can be sought a solution within mainstream education OR within special education, depending on the choices of the parents XE "parents" \b  and the possibilities of the mainstream school. When a pupil at this stage continues his education in a special school, the financial support will be equalised with the financing of a special school. The program of the child is individualised and based upon a individual education plan.

· Stage 4: Again this stage reflects on an individualised program and individual education planning. Pupils at this stage receive education in special schools. They live (partly) in a (semi)residential institution.

It is obvious that we will have to strive towards mainstream education that can offer differentiated learning targets and the implementation of dispensation/compensation or facilitated learning routes. This requires very specific attitudes and skills in all teachers XE "teachers" \b . 

4. Innovations and Developments

A structured co-operation between and an information stream from special to mainstream primary education can achieve an improved mainstream education with individual education planning, individualised curriculum development, curriculum achievement and adequate assessment. Today there is a large pilot project around autism in mainstream education. Pupils with the autism spectrum disorder can follow lessons in mainstream schools. Teachers and specialist teachers XE "teachers" \b  receive counselling and advise from experienced experts from special education in teaching, following up and individual education planning. The expertise is shared. An important aspect of this project is that it is not the pupil, possibly with help from specialists, who is adapting him/her self to the school but the school context who provides a tailor made  education for the pupil. This is the essence of inclusive education. (for more information:

 http://www.ond.vlaanderen.be/autisme)

More concrete directions for the special needs policy will be a support for the schools. Not only the frame and the expertise but also the concrete actions in this policy are factors that determine the success. 

5. Conclusions

The whole idea around assessment occurs just a little in the current Flemish legislation. Schools define assessment procedures in their school work plan, based on their vision of education and based on the attainment targets or developmental goals. Exceptions in these procedures take place within the special needs policy of the school, based on the policy of equal educational opportunities that will ensure the participation of disadvantaged pupils to mainstream primary education. In effect this means that schools have the possibility to offer adapted curricula, work forms, assessment and so on, to pupils who need extra care. The last inspection report tells us that this policy in primary schools is underdeveloped. The screening of these pupils is of low quality XE "quality" \b  and the present infrastructure is ineffective and not used enough. The main problems were found into the adaptation XE "adaptation" \b  of the curricula: inadequate goals and contents, work and group forms and assessment. The frame of the problem and its policy exists but the adequate and effective action within this frame is missing.

Flanders has a lot of expertise within the field of adaptive education, mostly located within special education. There is now also a policy to transfer and share the expertise from special to mainstream education (e.g how to educate pupils with a specific problem, how to create a individual education plan, etc.)

ASSESSMENT PRACTICE IN FLANDERS
In primary education teachers XE "teachers" \b  work towards attainment targets, taken from the idea that every pupil, or at least the majority of pupils in the classroom, have to achieve these minimum goals. These targets are thus the starting point for the curriculum and the assessment. 

The situation changes when a pupil in such a classroom has an individual education plan. His/her (personal) goals in this case are different from the goals of the other pupils in the classroom. It is obvious that the curriculum as well as the assessment for the pupil has to been adapted to suit the pupil. In the next paragraphs we will describe the method and the main idea behind this method of adapting assessment and curriculum within mainstream education for children with special educational needs.

When the parents XE "parents" \b  of a child with special educational needs wish the child to go to a mainstream school, the parents will discuss this with the head teacher and the school team and school external support services. When all parties (school co-ordinator, parents, teacher, supporters, physiotherapist, logopedist, etc.) come to the agreement that the child is able to join classes in the mainstream school, the observation period starts. After a certain period of time (eg. 3 weeks) all these parties will meet to exchange their experiences: how is the child reacting in the different situations the child is in, what do we expect to be good for this child, what do we have to stimulate, etc. Taking these observations into consideration, there will be made a ‘goal plan’ (IEP XE "IEP" \b ). The plan starts with some general objectives (“Our wishes for…”). The main goals are lined out in the sections: Social emotional skills, communicative skills, cognitive skills, physical skills and skills at home and in leisure time. For each of these categories, there will be a distinct difference between priorities and “goals which are almost reached but still need attention”. This caring network will meet every 6 months (or if needed more often) to assess the latest period and to reconsider the goal plan. A new goal plan will then be implemented or the old goal plan will continue.

The classroom teacher has a crucial role in this goal plan. Therefore it is necessary for him/her to receive support. Nowadays there are only restricted possibilities
 for this kind of support
, but in almost all of the cases of inclusive educational settings some kind of voluntary support is available. This supporter provides an adapted curriculum and assessment method for the pupil embedded in the curriculum and assessment of the classroom teacher. Pupils with special educational needs in mainstream education first of all want to belong in their class group. To belong to a group is more than training their social skills. It implicates that children need to get the opportunity to join others doing the same activities. The framework that creates this belonging has to come from adults by adaptations XE "adaptations" \b  in the curriculum and assessment, by extra support. To adapt a curriculum and to encourage the belonging of all children is to work with the same books on the same pages, but with adapted instructions or exercises.

For example:

A class works on sums in mathematics. One of the pupils has as goal in his IEP XE "IEP" \b  ‘to recognise the numbers 1 to 5’. This pupil will not make the sums but will colour all the numbers 2 that he finds on that page (the same page on which the other children are making their sums) in the workbook. 

To achieve that the pupils needs to feel that he/she belongs in the class, this method asks a lot of flexibility from the classroom teacher. He/she has to work with different goals, a different curriculum, different assessment, a different tempo, little professional feedback without the specialised team (such as is provided in special needs education), But still it is not the flexibility that seems to be the biggest obstacle of inclusive education. The most difficult aspect seems to be “the first step” for the teacher into inclusive education: pupils with an IEP XE "IEP" \b  in mainstream education do not have to achieve the same goals as the other pupils. It is the contrast of the vision on inclusive education and the practice with the attainment targets in mainstream education that almost excludes inclusive thinking. 

1. People involved in Assessment

It is a condition in inclusive education that the parents XE "parents" \b  are involved. Parents have to organise the initial part of inclusion: contacting the school, explaining their motives, motivating the school team and teachers XE "teachers" \b , organising extra support for the school and so on. The extra support in the next phase will be to contact all involved partners to collect all the information needed for an individual education plan. Parents, teachers, physiotherapists, logopedists etc. share all their information and turn this into goals. The goals are individualised and thus different from the attainment targets. Parents are the co authors in the program for their child. The assessment is based upon the goals from the goal plan, although it is possible to use a flexible time schedule. 

The work with the IEP XE "IEP" \b  implies that teachers XE "teachers" \b  have to adapt their mainstream curriculum and assessment; this will be realised with help from the extra support. This help is current on different levels: the level of curriculum adaptation XE "adaptation" \b , supporting the classroom teacher, over viewing the development and progress in the IEP, communicating on a mainstream basis with the parents XE "parents" \b  and co-teaching. The extra support in the context of the classroom will thus provide a curriculum and an assessment method that is fitted into the existing curriculum and assessment for the class group. It also provides information for the classroom teacher about the educational needs of the pupil and how to handle them. The classroom teacher and the extra supporter try to find ways to create a class situation in which the pupil with special educational needs feels comfortable: feels connected and that they belong to the group. This background is also used to set up assessment for the pupil. Usually teachers and support persons try to offer tests, assessment and reports as much as possible in the same way as what is offered to pupils within the mainstream program. This means that the tests look the same but have different questions, standards XE "standards" \b  (embedded in the IEP) and goals. The pupils are assessed using the same method as with other pupils (scores, colours, etc.) but taken from his/her own goals. 

In some contexts we have seen that pupils don’t get tests at all. All the work sheets they get during exercising in the classroom are used to follow every child’s progress. For all children there is thus an individualised program, based upon the scores of the former work sheets. For children with special educational needs the goals from the IEP XE "IEP" \b  determine the level of the work sheets, for other children the work sheets are based upon the attainment targets. 

The degree of pupil participation in assessment depends upon the assessment methods of the school. In some schools the social skills of all children are assessed by self or peer assessment XE "peer assessment" \b .

2. Learning and Teaching

In our search for good assessment practices in inclusive education, we found some differences in the ways and functions in the assessment of children with and without special educational needs. 

First of all we analysed the different ways of assessing. Children in mainstream education will be assessed in several ways: formal, informal, formative, summative, process and product evaluation XE "evaluation" \b . All these ways of assessing are embedded in the assessing program of pupils in mainstream education (based upon the attainment targets). We recognised a profound difference in the way pupils with special educational needs are assessed, also when they follow education in a mainstream school. The summative and product based assessment will systematically be avoided for pupils with special educational needs. This is a logical consequence of the fact that they don’t have to reach and work towards the attainment targets. It is evident that this different way of approaching assessment methods of teachers XE "teachers" \b  needs to be followed up, often by parents XE "parents" \b  (my child doesn’t have to reach the attainment targets) or by the extra supporter (how to provide assessment for a different reason).

This leads us to the functions of assessment. Pupils in mainstream classrooms are assessed for many different reasons:  to inform the pupil about the expectations of his/her teacher, to inform the pupil about their own potential/ results, to inform the parents XE "parents" \b  about the potential/ results of the pupil, to inform the teacher (+ extra support) about own  instructions, to inform the teacher about the results and progress of each individual pupil, to inform the school about their own quality XE "quality" \b , to inform the policy makers about their product and to inform companies about the qualities/ potential of future workers. In the practice of inclusion we find less functions of assessment: to inform the pupil about the expectations of his/her teacher, to inform the pupil about their own potential/ results, to inform the parents about the potential/ results of the pupil, to inform the teacher (+ extra support) about own instructions and to inform the teacher about the results and progress of each individual pupil. The functions of assessment are pupil child focussed, and not giving information about the quality of the school. 

3. Innovative Assessment Tools and Methods

A first specific example of an assessment tool is a report from a school called “De Pluishoek”. This school is a method school. The school tries to make all the children feel that they “belong” before they start learning. Belonging is thus a condition for learning. This mainstream school is a school for all children, which means that they accept children with special educational needs, even if they do not have voluntary support in the classroom. The school uses the attainment targets as a base for all the exercises in all subjects. Children progress according to their own needs. Through ‘talking papers’ teachers XE "teachers" \b  communicate the individual progress of every child towards the pupil and his parents XE "parents" \b . The pupil’s cognitive and working skills are explained by the teacher. The social skills are assessed by the peers. For more information see: www.pluishoek.be
A second method of inclusion, curriculum and assessment is explained on the next website: http://www.inclusie.ugent.be/index2.html. Out of a recent study in both primary and secondary schools opinions, experiences and best practices are gathered on this site.

Conclusions

In the following part we will try to describe and explain some obstacles for inclusive education that we have seen in the educational field.

First of all it should be mentioned that assessment practice in inclusive settings in Flanders is rather small. To begin with, with the structure of education as it is today, it is hard to find ways to encourage inclusive education. For several years some parents XE "parents" \b  are gathering and striving for inclusive education (f.e. http://www.oudersvoorinclusie.be/). They make, together with the school team, inclusion possible. Without their help there would not be (enough) support for children with special educational needs in mainstream education. Nowadays policymakers are working very hard to change this system so that education gives all children the opportunity to develop in an optimal way, whilst still retaining the quality XE "quality" \b  of our education.

A second difficulty is the main vision on education. There is a long history in Flanders of separated mainstream education and special needs education. It takes therefore a lot of effort (both top down as bottom up) to make school teams aware that inclusion is an option. The fact that not all pupils have to reach the attainment targets makes this possible. This of course brings up the whole question of capability of the individual teacher.  Professional support (knowledge and skills) from special needs education is necessary in this discussion.
THE FEATURES OF ASSESSMENT BEST PRACTICE AND POLICY THAT SUPPORTS BEST ASSESSMENT PRACTICE

Best practice

Teachers are able to differentiate, remediate, prevent, facilitate, dispensate and compensate adequately during teaching as well as during assessment in order to remediate problems as soon as possible. They are also able to involve the pupil guidance centre as soon as they discover that differentiating and compensating do not work with a particular pupil, in order to plan a more individualised program (adapted curricula)

Teachers should take the contextual approach in which pupil, school, parents XE "parents" \b  as well as broader surroundings such as institution, coaches etc. are involved.

Expert and mainstream classroom teachers XE "teachers" \b  exchange information, knowledge etc.

Teacher education has to also be involved in assessing in inclusive settings as well as in using the contextual approach.

Policy that supports best practice

First of all there should be a policy that supports all children and their parents XE "parents" \b  in mainstream education on the levels of (1) financing, (2) classroom organisation and teacher skills (3) curricula and (4) school organisation. We will explain these four features in depth:

1. Pupils with educational problems and special needs within educational settings should get adequate financial support in both mainstream and special schools. If inclusive education is a goal then a logical consequence is that all pupils with special educational needs from a certain level on, should get the same financing as a special school would receive for this pupil.

2. In order to offer all pupils the kind of education that strengthens their qualities and helps them to develop themselves, teachers XE "teachers" \b  will have to train their skills to SEE the possible problems as soon as possible (early recognition), to ACT (immediate intervention) consciously, in time, well planned and in co-operation with the parents XE "parents" \b , pupil, guidance centres and the school team and to REFLECT on their actions by talking to the parents, the child and experts and through assessment. Teachers in mainstream schools will thus need a broad spectrum of skills to be able to differentiate, remediate, prevent, dispensate, compensate, facilitate and offer structure in time for those children in a mainstream classroom who need it. They will have to learn to set up and follow up an individual action plan and they will have to learn methods to find adequate information. Most of these skills are well known in special education and thus it is a logical step to use the expertise on acting and assessing from special schools in mainstream education. In the future we will recommend a contextual approach in which school, child and parents all have their place.

3. Above all, it is necessary that curricula are not fixed but variable for those children who need this as a condition to follow mainstream education successfully. It is obvious that teachers XE "teachers" \b  should get support from experts (special education) to define the changes in the curricula and to assess adequately.

4. The school organisation has to offer support to teachers XE "teachers" \b  who have children with special educational needs in their classroom. This means that: 

a. the pupil guidance centre should fulfil a central role in communication from and towards special education, mainstream classroom teacher, other involved teachers XE "teachers" \b , parents XE "parents" \b , school team, child and so on.

b. extra funding should be used to support the pupil and the classroom teacher as adequately as possible (e.g. different reading methods or an extra teacher during mathematics)

Secondly this policy should be supported and executed by teachers XE "teachers" \b  and future teachers. This implicates that policy makers should co-operate with teacher educators in order to prepare their students and to inform teachers about methodologies to include and assess as many pupils as possible into mainstream education. Of course teacher educators should also have the possibility to be informed/ trained.

Index of Key Terms



adaptation, 8, 11
adaptations, 7, 10

evaluation, 5, 12

IEP, 10, 11

monitoring, 5, 6

parents, 3, 4, 6, 8, 10, 11, 12, 13, 14, 15
peer assessment, 12

quality, 4, 5, 8, 12, 13
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teachers, 2, 3, 4, 6, 8, 10, 11, 12, 14, 15

� Support in the framework of integrated education, inclusion for pupils with mental retardation, educational support within the basic resources of schools, assistant budgets from welfare….


� This will change in the near future, see: � HYPERLINK "http://www.ond.vlaanderen.be/gok/inclusief/051219-discussienota-leerzorgkader.pdf" ��http://www.ond.vlaanderen.be/gok/inclusief/051219-discussienota-leerzorgkader.pdf�
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