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ABSTRACT: A child is a member of a vulnerable group in societies. Children’s rights 
are equal for all children and they cannot be denied, because they are a birthright. 
However, throughout the world, children with disabilities and their families constant-
ly experience a barrier in regard to the enjoyment of their basic human rights and 
to their inclusion in society. The situation began to change only when requirements 
to include disabled children in the education system were introduced in legislation. 
Following the example of other countries worldwide, the Republic of North Macedo-
nia introduced inclusion of children with disabilities in the mainstream educational 
process. Hence, the main aim of our paper is to represent the actual situation in Mace-
donian schools regarding the problem of educational inclusion of students with dis-
abilities in the regular school system. The research methods are based on document 
studies and case studies about changes in social and educational policies for students 
with disabilities and special educational needs who are included in primary and sec-
ondary education. At the same time we shall present some guidelines for teachers 
who work with these children and future directions for a proper inclusion system in 
the Republic of North Macedonia, because every child has a fundamental right to ed-
ucation and must be given the opportunity to achieve and reach an acceptable level 
of learning. In this frame, school societies try to support full participation of students 
with disabilities in areas of their lives on equal terms, conditions, social justice and 
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basic human rights.
KEYWORDS: disabled children, special educational needs, human right, inclusion, 
challenges

INTRODUCTION

“Inclusion and participation are essential to human dignity 

and to the enjoyment and exercise of human rights.”

	 (Salamanka Framework for Action, 1994)

Human rights are rights or powers that belong to each person, they are universal mor-
al rights that are to be distributed among all human beings. Every human has their 
rights, according to the Universal Declaration of Human Rights (UN 1948), and chil-
dren need special and increased protection, care, safety, understanding and love in 
order to develop in a healthy way. Children have special rights, because of their vul-
nerability, such as the right to protection from exploitation and abuse, the right to be 
carried for and have a home, and the right to have a say in decisions which affect them.

In this regard, historically many children with disabilities were not visible. They 
lived in large institutions, away from their families and communities. Now, most chil-
dren with disabilities live at home, with their families, in communities across the 
country. However, this change has not resulted in children with disabilities becoming 
full and active members of the community. Throughout the world, children with dis-
abilities and their families constantly experience a barrier in regard to the enjoyment 
of their basic human rights and to their inclusion in society (Raby 2008). Their abili-
ties are overlooked, their capacities are overlooked, their capacities are underestimat-
ed and their needs are given low priority. The barriers they face are more frequently a 
result of the environment which they live rather than a result of their impairment. At 
the same time, the needs of parents who care for children with disabilities have also 
been excluded. Children with disabilities and their parents are not fully included in 
all aspects of the society and do not enjoy full citizenship (Valentine 2001). It means 
that children and families are able to participate with choice.  It means that individual 
children are involved in activities and social structures in a way that is meaningful 
to their own experience. Real inclusion starts from the experiences of the child and 
challenges the society to provide a meaningful place for these children (Freiler 2002; 
Nussbaum 2007).

THE MEANING OF THE TERM DISABILITY

Children with disabilities are not a homogenous group. They may identify themselves 
more expressly with other aspects of their overall identify such as their gender, eco-
nomic status, ethnicity or a combination. The belonging to one or several of these 
groupings significantly increases their vulnerability and dedication to addressing the 
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right to educational needs in order to consider such multiple vulnerabilities (Singhal 
2004; Nessner 1990).

A disability, of course, can be understood very differently, across different com-
munities and cultures. Article 1 of the CPRD (The Convention on the Rights of Per-
sons with Disabilities) describes these persons as “those who have long-term physical, 
mental, intellectual, or sensory impairments, which in interaction with various barri-
ers may hinder their full and effective participation in society on an equal basis with 
others” (United Nations Committee on the Rights of Person with Disabilities 2016). 
This approach is consistent with the World Health Organization’s (WHO’s) Interna-
tional Classification of Functioning, Disability and Health, known more commonly as 
ICF, which conceptualizes a person’s level of functioning as a dynamic interaction be-
tween her or his health conditions, environmental and personal factors (International 
classification of functioning, disability and health:ICF 2001). 

As stated by Loreman and Deppeler (2001:16) “Inclusion means full inclusion of 
children with diverse abilities in all aspects of life and schooling that other children 
are able to access and enjoy. It involves regular schools and classrooms genuinely 
adapting and changing to meet the needs of all children, as well as celebrating and 
valuing differences.”

The enjoyment of human rights by children with disabilities can be fully realized 
only in an inclusive society, that is, a society in which there are no barriers to a child’s 
full participation, and in which all children’s abilities, skills and potentials are given 
full expression. Ensuring that children with disabilities receive good quality education 
in an inclusive environment should be a priority of all countries. The United Nations 
Convention on the Rights of Persons with Disabilities recognizes the right of all chil-
dren with disabilities both to be included in the general education system and to re-
ceive the individual support they require (Convention on the Rights of Persons with 
Disabilities 2006).

Disability affects physical health, social relationships of people, life in the context 
of family, friends and neighbors or the level of independence. The consequences of a 
disability can have an impact at personal, interpersonal, family and social levels. In 
fact, a disability affects the different facets of life of a person and this life is often com-
plicated by negative forces, such as ignorance, prejudice, negativism and insensitivity 
(Pijl, Frostad, and Flem 2008).

CHILDREN WITH SPECIAL EDUCATIONAL NEEDS

Special educational needs (SENs) refer to the special educational arrangements which 
are in place for people with disabilities (Citizens Information Board 2012). Griffin and 
Shelvin (2007) assert that any child may have special needs, and that not all special 
needs are related to education. Therefore, not all children with special needs will re-
quire special educational support.

Research and practice in special education show that children have special edu-
cational needs if they have a learning difficulty which calls for special provision to 
be made for them. Some children may have special educational needs for a relatively 
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short time, they often have special educational needs directly through their education. 
So SENs means, in relation to a person, a restriction in the capacity of the person to 
participate in and benefit from education on account of an enduring physical, sensory, 
mental health or learning disability, or any other condition which results in a person 
learning differently from a person without that condition (Smith 2010).

Michailidis and Wilhelm (2009) indicate that the majority of children with special 
educational needs take part in mainstream education. The UK and other countries 
have based theirrecent policies on the assumption that up to one in five children may 
have a special educational need at some pointduring their education (Bines and Lei 
2011:420). Stakes and Hornby (2000:8) identify eight different types of special ed-
ucational needs, including: learning difficulties, visual difficulties, physical difficul-
ties, developmental difficulties such as autism spectrum disorder or attention deficit 
hyperactivity disorder or intellectual disability, speech and language difficulties and 
emotional or behavioral difficulties.

Most children with SENs will have an appropriate provision made for them by their 
school while working with their parents. All professionals and parents realize that stu-
dents with disabilities are human beings with a wide range of assets and limitations. 
There have, traditionally, been three broad approaches to the education of children 
with special educational needs: segregation, in which children are classified according 
to their impairment and allocated a school designed to respond to that particular im-
pairment; integration, where children with disabilities are placed in the mainstream 
system, often in special classes, as long as they can accommodate its demands and fit 
in with its environment; and inclusion, wherethere is a recognized need to transform 
the culture, policies and practices in schools to accommodate the differing needs of 
individual students and an obligation to remove the barriers that impede those possi-
bilities (Punch 2006). All children, including children with special educational needs, 
not only that they should have access to schooling within their own communities, but 
that should also be provided with appropriate learning opportunities to achieve their 
potential.

INCLUSION AND INCLUSIVE EDUCATION: DEFINITION AND DISCOURSE

Education for all (EFA) which represents an international commitment to ensure ev-
ery child and adult receives basic education of good quality is focused on a human 
rights perspective and on the generally held belief that education is central to individ-
ual well-being and national development. So far, EFA has not paid sufficient attention 
to some marginalized groups of children, in particular those seen as having “special 
educational needs”or “disabilities” (Miles and Singel  2009).

In response to the perceived failures of EFA to date, a growing focus has been placed 
on inclusion as the key strategy for promoting the right to education, including the 
one for children with disabilities. Therefore, inclusion can be understood as a commit-
ment to creating schools which respect and value diversity, and aim to promote dem-
ocratic principles and a set of value and beliefs related to equality and social justice, 
so that all children can participate in teaching and learning (Minion 2011). Inclusion 
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in education is not a marginal issue, rather it is central to the achievement of high 
quality education for all children and the development of more inclusive education 
(UNESCO 2005).

The term “inclusion” however, moves the focus from the child to the school – it 
conveys the school’s duty to welcome pupils with special educational needs, and the 
pupil’s right to full participation in school life and all aspects of education (Ainscow 
2013). Cumming and Wong (2010:4) understand that inclusion implies“the rights of 
children with disabilities to access, participate and be equally included, alongside 
their peers in shared education and care settings, as well as having access to a broad-
er community.” They suggest that inclusion provides children with disabilities with 
more challenging learning settings and a chance to watch, learn and interact with 
more competitive peers. Also they found that the benefits of inclusion are most com-
monly identified in the domain of social competence, play and peer engagement.The 
key principles of inclusion refer to the following fundamental concepts:

– Valuing diversity;

– The right to be respected;

– The dignity of the human being;

– Individual needs understood as individual requests;

– Planning;

– Collective responsibility;

– Development of professional relations and culture;

– Professional development and equal opportunities.

Inclusive education represents a continuous process of improving the school, aimed 
at expropriating existing resources (especially human resources), as a perspective, and 
as it has been done to present day. This perspective is much closer to the ideal school 
of the future, which strives to offer services as a response to a variety of educational 
demands expressed by different children, without becoming an exclusivist environ-
ment (Barnett et al. 2003).

Inclusive education is a human right issue. Inclusive education means changes and 
adoption of a mainstream education system in the whole society in order to meet the 
special needs of children with disabilities.

Inclusive education primarily pertains to the practice of enabling children with a 
developmental problem to exercise their right to education along with all other chil-
dren and to attend a neighborhood school that theywould normally attend if they 
did not have developmental problems. Literature suggests that students with special 
needs who have been educated in regular classes have better academic and social 
achievements than comparable students in non-inclusive settings (Gordon 2013).

Inclusive education should play a key role to ensure individual development and 
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social inclusion, enabling children and youth with disabilities to attain the highest 
possible degree of autonomy and independence. Within this frame, school societies 
try to support full participation of children with disabilities in all areas of their lives 
on equal terms and conditions (Jha 2002).

THE RIGHT OF CHILDREN WITH DISABILITIES TO INCLUSIVE EDUCATION IN 
THE REPUBLIC OF NORTH MACEDONIA

The tendency in most European Union countries is to develop policies that promote 
inclusion as an important process in democratic societies, which gives equal oppor-
tunities to everyone and maximum flexibility in meeting the specific and social need 
of the individuals. Having in mind that inclusion is a developing and a dynamic pro-
cess, the developmental level of inclusion in the member states varies. Same as many 
other southeast Balkan countries, the Republic of North Macedonia has been facing a 
challenge to steer the national policies towards creating societies that are structurally 
based on the principle of equal rights to all, according to which people have equal rights 
and opportunities, individual differences and respects and they lead towards building 
an inclusive society. The general intention of Macedonian institutions is to build an 
inclusive society in terms of abilities, ethnicity and socio – economic inclusion. Ac-
cording to the Constitution of the Republic of North Macedonia, all children have the 
right to education. In the Constitution, in terms of economic, social and cultural rights 
governing the right to education it is indicated that“Everyone has the right to educa-
tion. Education is accessible to everyone under equal conditions”(Human Rights and 
Education Country Guide 2016). The education of children and adolescents with dis-
abilities is an integral part of the unique educational system in our country. The state 
is committed to the inclusion of all people in all areas of life regardless of the type and 
degree of the disability. This tendency implies inclusion at all educational levels.

The actual conceptual placement of the education for students with special needs 
is regulated with the Law on Primary Education (2008) and the Law on Secondary Ed-
ucation (1995).

In addition in the relevant laws, in 2010 the Government has adopted the national 
strategy for standardization of the rights of persons with disabilities, which is based 
on a thorough comprehension and analysis of the need for the Government to adopt 
adequate decisions for protection, education, rehabilitation, training and employment 
of disabled persons (National Council of Disability Organizations of Macedonia 2011). 
The Strategy foresees realization of seven specific measures related to educational 
needs and requirements of children with disabilities:

– Development of programs for inclusion of children with special needs in the 
educational system, including pre–school education;

– Application and improvement of the existing legislative provisions that define 
the field of discrimination in the educational process at all levels of education;

– Individual work with the children by engaging special educators in regular 
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schools in addition to special education schools;

– Guidance of the SEN pupils according to their needs and preferences;

– Development of motivational programs for the parents throughout the educa-
tion of their children, which will contribute to raise awareness about the inclu-
sive approach in the education;

– Provision of training for the teaching staff, school directors and professional 
associates in the school for support and implementation of the inclusive educa-
tion.

The realization of these measures and activities is a responsibility of the Ministry 
of Education and Science and the Municipalities as the local educational authorities. 
The right to education for persons with disabilities is defined in Article 24 of the Con-
vention on the Right of Persons with Disabilities which our country ratified in 2011.

INCLUSIVE EDUCATION IN THE REPUBLIC OF NORTH MACEDONIA:          
PAST   EXPERIENCE AND FUTURE POSSIBILITIES

Today inclusive education is considered an aspect of the quality of the education 
system. For that reason, the European Union and UNESCO in most of their recom-
mendations provided guidance to ensure that a sociopolitical issue is well-addressed. 
Although inclusive education is most commonly associated with children with de-
velopmental disabilities, it, in fact, concerns all socially marginalized groups of chil-
dren (ethnic minorities, children from culturally deprived backgrounds, children of 
displaced persons and refugees, children from disadvantaged socio–economic condi-
tions, etc.).

In order to adequately promote the idea of inclusive education, a great number of 
foreign humanitarian organizations (i.e. UNESCO, UNICEF, Save the Children UK…), 
in the last 20 years, in collaboration with the Ministry of Education and Science of 
Macedonia, have organized numerous educational and training programs for teachers, 
professionals and  parents of children with disabilities with a main goal to find solu-
tions and ways to satisfy the child’s needs (Ministry of Education and Science 2002).

One early project in the field of inclusive education was the “Modernization of the 
Education of Persons with Disabilities”in the Republic of Macedonia which was car-
ried out in the period from 1996 to 1998. The project resulted in some changes in the 
Law on Primary and Secondary Education. The norms and standards regulate the edu-
cation of teachers with special educational needs (OECD 2006:152).

In the period from 2000 to 2005, the Ministry of Education and Science implement-
ed a project titled “Inclusion of children with special needs in regular schools.” In 
2005, five years after the project, there were 73 primary schools and 13 kindergartens 
where children with special needs were included. The project began by offering sem-
inars for teachers and professionals (psychologists, pedagogues or special educators) 
from mainstream schools. As a result of this project, special methods and forms of 
work and inclusion in the educational process, as well as other forms of individual and 



216 SOCIETY REGISTER 2020 / VOL. 4., NO. 4

group work have been proposed (OECD 2006:153).
UNICEF in collaboration with the Ministry of Education and Science also imple-

mented several pilot projects for inclusive education in preschool institutions from 
2010/11 to 2016/17 and from 2011/12 to 2017/18 in several elementary schools in the 
Republic of Macedonia (UNICEF 2017). During these pilot projects two priorities were 
identified in order to achievea significant change towards inclusive education for chil-
dren with special needs: (a) to change teacher’s attitudes; (b) to change attitudes of 
parents and the community by increasing their involvement and support.

It is true that inclusion cannottake placewithout a systematic approach. Even in 
ideal circumstances, when the school is a“friendly” environment for a child with spe-
cial educational needs, interventions from the system, networking and link are still 
needed. Hence,the reformed schools in the Republic of North Macedonia open the 
door for inclusion of children with special needs in regular education. The Macedonian 
education system aims to include all children with special needs in regular schools or 
kindergarten groups. Hence, inclusive education is introducedin certain elementary 
schoolsthroughout the country. There is an observable progression of the number of 
students with special educational needs that attend inclusive schools in the regular 
educational system. The number has increased from 471 students in 2014/15 to 1451 
students in 2017/18 (Ministry of Education and Science, Bureau of Education Devel-
opment 2018:64).

In kindergartens, teachers are the primary helpers of the children; professional 
counselors with appropriate training may also assist when available. Teachers engage 
in regular activities with the children, trying to respect the principle of an individual 
approach, so that children with developmental difficulties are offered activities ap-
propriate for their capacities. Individual work is carried out on the basis of the individ-
ual program which is constantly monitored in terms of the need to introduce changes. 
Children with developmental difficulties need to play and socialize with other chil-
dren. By means of play, pre–school settings can help children learn about themselves 
and about the others (Ruijs and Thea 2009).

In elementary schools, from grade 1 to grade 6, teachers also work directly with the 
children and later the children are expected to continue their education in regular 
further grades, on the basis of their level of achievement, with or without individual 
programs and further assistance. Of course, teachers do not receive pre-established 
individual programs for work with particular children and must create such programs 
by themselves, in order to define target attainments for the child. The process is based 
on experience and intuition. Furthermore, school pedagogues, psychologists and 
speech therapists advise and educate students and parents, and assist teachers with 
instructions or provide some assistance in classes.Other difficulties arise in the tran-
sition from class to subject teaching after the sixth grade. Class teachers may be more 
tolerant towards children with special needs while in subject teaching, each teacher 
will spend less time with a specific student and therefore, will be less able to follow 
through with additional assistance (Ainscow 2005). Sometimes school experts can 
provide support, but many have not been trained in this field yet. 

Secondary education as well as primary education are mandatory. According to 
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Article 39, paragraph 1 of the Law onAdultEducation, in secondary schools students 
with special educational needs are educated according to adequate curriculums for 
students with special needs, but also with programs for the appropriate vacations in 
vocational training (Law on Adult Education 2015:16). One important opportunityto 
increase training of academic staff can be notices in the new Law on Primary and Sec-
ondary Education, which obliges educators to attend in service training on a regular 
basis, providing an excellent occasion to include new approaches in the primary and 
secondary education system. Increased training would later enable teachers to accom-
plish inclusive education in the future.

In addition, inclusion unavoidably was an integral part of the development of the 
Education Strategy 2018-2025 in the context of lifelong learning  and the Action Plan, 
which had be adopted by the Ministry of Education and Science and the Government 
of the Republic of North Macedonia (Ministry of Education and Science 2018). At the 
same time, according to the Macedonian education system it was planned for the stu-
dents with special educational needs to be included in mainstream school, while the 
new special schools should be built in the vicinity of regular schools, in order to en-
sure contact and interaction and promote inclusion where possible.

None of these difficulties is insurmountable, however, if considered together, they 
present a series of big challenges to be met in the development of inclusive education 
in the Republic of North Macedonia.

RESEARCH METHODOLOGY

This study is a part of project called “Inclusive education and support of children with 
developmental disabilities” implemented by the expert team of the Association of 
Citizens for Psychological, Defectology and Speech Therapy “Center Savant” Skopje 
with the support of the Municipality of the “City of Skopje.” The main goal of this 
study was to explore the reality of inclusive education of students with disabilitiesin 
mainstream secondary schools in Skopje, from the perspectives of secondary school 
teachers, students without disabilities and parents of children with disabilities. As an 
outcome of the completed project activities in 2019, significant effects were conclud-
ed which created the base for exploration of possibilities to extend the network with 
new project schools. To that end, in order to determine the attitudes, knowledge and 
experience of teachers, peers and parents, in the first four project schools in regard 
to the inclusive practice, a research was carried out in the period from September to 
December, 2019. A total number of 246 respondents were included in the research, 
of which: 40 parents, 89 teachers and professionals from secondary schools and 117 
students from the first to fourth year of secondary education within the same schools. 

For the purpose of this study, a qualitative research design was chosen. In fact, a 
qualitative approach was adopted since it provides the best support aimedat gaining 
greater understanding of inclusive education, from the perspectives and experiences 
of those involved, namely teachers, peers and parents of children with disabilities. A 
combination of sampling techniques was used for this study. Convenience sampling 
was used as the researchers selected four local schools together with the represen-
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tative from the Department for Education from the City of Skopje. Purposive tech-
nique was also employed since the researchers wanted to gain insights from teachers 
who were in mainstream secondary schools and had experience in working with chil-
dren with special needs within their mainstream class groups. The study also required 
insights from parents who had a child with special educational needs and who was 
attending a mainstream school setting. The third group were the students without 
disabilities who learned together with their peers who had some kind of developmen-
tal difficulties (e.g. autistic spectrum disorder, Down syndrome, learning difficulties, 
cerebral palsy). 

In order to invite candidates to take part in the study, contact was established ini-
tially with the principle or the vice principal of the school. By using a network sam-
pling technique, they were asked to convey the information and the invitation to 
participate tothe members of the teaching staff, peers and parents of students with 
special educational needs attending the school. The parents were contacted by the 
school principals and teachers. Confidentiality and anonymity of children, family and 
school was reiterated to all participants at this point. The contact with participants 
was held at the school premises during school hours. At the same time, we respect 
the participant’s right to anonymity, confidentiality and privacy, and give participants 
clear information about the study. The researchers communicated openly and honesty 
with all participants in this study. All information – written and recorded – was stored 
securely, whereby access was available only to the researchers. Contact details for the 
researchers were also included, for any further questions. 

The research included three modules of work.

Module 1. Workshops with students without disabilities

The main purpose of these workshops was to educate students on accepting and sup-
porting their peers with some form of disabilities, but at the same time to teach them 
how to reduce their prejudice towards their peers. During the workshops, different 
forms of activities involving the students were organized: role plays, discussions, films 
and competitions. For example, students from 16 to 18 years of age, from secondary 
school, spent 5 days undertaking photography activities with a camera. Students with 
disabilities were paired with their non–disabled peers. Together they shared the pho-
tos and discussed. This type of activity provided them the opportunity to learn or 
develop their skills, but above all, it contributed to breaking down barriers between 
children with and without disabilities. The results demonstrated how positive atti-
tudes and friendships can grow within a short time by using a very simple, but a pow-
erful tool – a camera. The research has very effectively promoted a message that all 
children can and must be educated together.

Module 2. Work with parents

The work with parents wasfocused on training, support, knowledge, communication 
skills and legal advice.  After this activity,the parents acquire a positive experience of 
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the abilities of their child and develop a partnership which provides support and en-
couragement to parents in their effort to do as much as possible for their children. We 
found that the parents were very satisfied with their children’s experience of main-
stream education, for example:

We always considered the other children as well…..so we had to learn how to adjust 
over the years and think about what was best, not just what we wanted for her, but 
what was best for everybody. I really wanted my girl to go to a mainstream school. I 
think we all have the idea of the school we would like our kids to attend.

                                                                                     (Parent of an autistic child)

Also the participants identified social learning and social awareness as positive as-
pects of inclusive education settings. It is not only children with disabilities who have 
a social benefit, this applies forall children at school.

Since he started school he has been spending more time with his peers than with his 
family. So they are his educators; they are his everything; they are his world, and he is 
not the onlychild with a disability in the school, so he himself would be helping them.

                                                                             (Parent of a child with cerebral palsy)

Regarding the inclusive processes, the views of the parents are divided, depending 
on their personal experiences, the degree of disability their child has and whether the 
society has accepted their child or not. Still, some parents are not satisfied with the 
inclusive education and they believe that there is not any real inclusion in the country 
and that it all depends on the parents and their means.

Module 3. Training and support for teachers

No single change in the educational process can take part into practice without the 
teacher, because the teacher is and remains to be the key factor in the implementation 
of the educational process. Teachers are the ones who can understand every change. 
According to this, the researchers organize trainings for teachers, psychologists and 
officials about inclusive education issues. Participants were invited to share their views 
and experiences on various themes related to inclusion in education. During these ac-
tivities teachers same as the parents, should share the same view of what the term in-
clusive means, they express positive attitudes concerning the acceptance of children 
with special educational needs in regular school by their schoolmates and positive 
attitudes concerning the need of additional assistance by a special needs assistant as a 
specialized person within the framework of inclusive practice. Also the largest number 
of teachers were determined to design an individual educational program (IEP) as one 
of the forms for additional necessary assistance. From the discussion on children’s 
social interaction, an emphasis on the caring nature exhibited by secondary school 
students towards pupils with special educational needs became evident.

He would be verywell looked after in the class and they would include him as much as 
possible…But for him, you know, whether he would considerany of them as his ‘real’ 
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friends, Ido not know if he would. But yet he really enjoys being with them…

                                                                           (Teacher of a student with Down syndrome)

Although teacher training courses have more recently incorporated modules on 
inclusion in education and students can avail of placement practice inspecial needs 
settings, we found that teachers feel it is not enough to prepare them for the needs 
of all children attending mainstream education. The results indicated that 60% of the 
teachers from the secondary schools had no training or experience in working with 
students with special educational needs, but 90% of them believed that every teacher 
would receive training in order to work better with these children. 

Teachers need confirming education (training, access to literature, workshops, 
instruments). This helps them overcome negative, individual medical model–based 
perceptions and attitudes. Thus, they need to acquire skills for supporting students 
and establishing collaboration with parents. In this regard, training content related to 
human rights, the social model of inclusion, defining inclusive education, the twin – 
track approach, learning styles and individual planning really help (Kane et al. 2003). 
The school inclusion team uses this training content adapted to our context.

The participation in this inclusive education project encouraged us to reconsider 
school challenges in our country. Our participation in the last training module was 
a new stimulus to focus on the current inclusive processes and the school’s future 
potential. According to this, we should share this case study as good a practice for 
creating conditions that enable students with disabilities to enroll and successfully 
progress in an inclusive school.

CASE STUDY: A 16-YEAR-OLD GIRL WITH DOWN SYNDROME

The student Lilly had intellectual impairments. The girl had developed during her 
first year of life, but problems emerged (when she was at the age of 17 months). The 
parents noticed an attention deficit, she did not respond to her name and had speech 
difficulties. During her early childhood, the girl received speech therapy three times a 
week and worked individually with a special educator. Her parents followed her prog-
ress, because at the age of 7 the little girl could count to 10, she knew relations, colors, 
shapes and letters. The speech therapist and the special educator together decided 
that she had abilities, needs and potentials to be in educational settings together with 
her peers in a local mainstream primary school. Here her teachers helped and en-
couraged her to play with other children. An education inclusion team together with 
teacher and parents made an individual educational plan (IEP). An IEP was developed, 
which specified learning goals for Lilly that matched her abilities and identified needs. 
The following instructional methods/strategies have been used with Lilly:

– Individualized approach;

– Working in pairs and a small group;

– Play, observation, showing images, applications, objects, toys, illustrative 
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method, dialogue, practical work;

– Development of individual instructional booklets for educational purpose;

– Use of teaching aids, educational software, practical didactical tools.

Apart from having a good achievement level according to her abilities and the edu-
cational goals set out in IEP, Lilly was included in all activities of the school commu-
nity (school performances, exhibitions, after–school activities, etc.).

Now Lilly is in first grade of secondary school and she still needs support, because 
the new environment and greater mobility in the classroom still upset her, but her new 
teachers helped and encouraged her to feel better between her new peers. In fact the 
teachers were a part of Module 3 and they explained us their plan of Lilly’s future ed-
ucation. The new action plan of the school inclusion team would be made for her. This 
includes organizing meetings to exchange views and experiences among teachers who 
teach those students, providing individual support, understanding her socioemotional 
status, because she is in period of adolescence and taking action for improvement, etc. 
The monitoring of the implementation of the IEPs shows that she is mostly achieving 
her goals, although if her parents were more fully engaged in the process, the results 
could be even better. Lilly has an opportunity to finalize the requirements of inclusive 
education. She hopes to go to college and study art.

Up until now, her inclusion in mainstream school has been extremely positive. Lilly 
is happy. Her parents are happy. The school team is happy.

CONCLUSION AND RECOMMENDATION

Inclusive education as the single special route leads to an inclusive society. All chil-
dren at some point need special attention and support, so that they can more eas-
ily overcome daily challenges, or perhaps specific storms they are facing and going 
through.

Every child is special, talented and prone to success in some field. Every child needs 
to play, learn and socialize with the children. Every child has a right to participate in 
a regular kindergarten or school according to their pace (Freeman 2000; Subramanian 
2003). This is especially important to children with disabilities, because school set-
tings can help them learn more about themselves, the others and the world. The world 
is a big place with lots of opportunities!

Every child has a fundamental right to education and must be given the opportuni-
ty to achieve an acceptable level of training (De Valenzueala et al. 2006). Every child 
has unique characteristics, interests, abilities and learning needs, so an educational 
system should be designed and an educational program should be implemented in 
order to take into account the wide diversity of these characteristics and needs.

On the basis of our findings and lessons learned from all of the training modules 
on inclusive education, and the inclusion story of Lilly, we would give the following 
recommendations:

– To accept inclusion as an obligation;
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– To enable higher level of participation of students with developmental disabil-
ities in creating educational programs, as well as during the enrolment in the 
first grade of secondary school;

– To implement active teaching strategies by teachers as the base for the inclu-
sive approach;

– To create a warm environment with complete respect for everyone, so that all 
children are equally valuated and encouraged;

– To involve children with special educational needs in all varieties of activities, 
depending on the abilities the child has;

– To balance the rights of children with special needs and interests, with the 
goals and interests of their parents;

– To achieve better social integration and socialization by supporting develop-
ment of the sense of security, satisfaction and self-esteem;

– The need to invest in the development of measures and services for increasing 
the quality level of involvement of children with developmental disabilities in 
the community.

Finally, continuous inclusive process across the whole school, through connecting 
and networking activities based on the principle: “you can teach and you can learn”.
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